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The Orientation Course / Unit 1

Summary

In the Orientation Course / Unit 1, we will be seeking to give you a clear

understanding of what is involved in the Diploma and in the delivery of it at Distance.

We will be looking at the advantages of 'situated' learning and how you personally

can get the best out of the course. You will be finding out about the DELTA

assignments and you will complete your first assignment.

We will also be equipping you with the skills you will need for the rest of the Distance

DELTA. These include lesson planning, lesson appraisal, language analysis,

research, and essay writing skills.

We will be identifying some of the principles and beliefs underlying your current

practice and we will be working with you to begin to set professional development

targets for the rest of the course.
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Objectives

During the Orientation Course / Unit 1 you will:

be introduced to the three components of the DELTA assessment and

understand how they will be covered during the course

be encouraged to identify your beliefs, strengths and limitations as a teacher as

you start the course, and have clear ideas on directions for future development

be observed teaching with your teaching group; one observed lesson will be part

of DELTA Portfolio Assignment 1

explore the idea of classroom-based research and observe colleagues teaching

in order to aid the development of self-appraisal skills

be introduced to the skills of lesson planning, effective reading and research, and

essay writing needed for the course

have a broad introduction to language systems in general, and the learning of

grammar in particular, in preparation for Portfolio Assignment 1

complete all parts of Portfolio Assignment 1 on Language Systems: a background

essay, a lesson and a self-evaluation / action plan

be introduced to the computer-related aspects of the Distance DELTA, including

the CD-ROM, the website and the study group Discussion Forums

This two-week programme is designed to be an intensive yet enjoyable period in

which you can develop a greater awareness of the standards of work expected

during the course. It is also your opportunity to meet people teaching in other

contexts and to begin to share experiences, ideas, problems and solutions.

Unit 1 is not a coursebook, and you won’t be asked to work through it in a linear way.

Many of the tasks will be worked on in groups during class time or for homework, but

some are available for self-study or collaborative study with colleagues during the

course or during the rest of the year. Much of the advice and information in the Unit

will remain useful throughout the year, so please keep it as this unit does not appear

on your CD ROM.
The Distance DELTA

Unit 1 Section 1 6

Section 1: Introduction to the Distance DELTA

1. General Introduction; Aims and Syllabus Areas

The Distance DELTA Programme leads to the Cambridge Diploma in English

Language Teaching to Adults. In this section we will be clarifying the aims of the

DELTA and what you, as a participant, might expect over the coming eight months

following the Distance DELTA Programme.

Task 1: Your Aims

Before you read any further, take a few minutes to write down

Your aims in undertaking the course. What do you hope the outcome will be for

you?

The advantages for you of doing the course by distance mode.

The advantages of a computer based programme.

1.1. The Aims of the DELTA

The DELTA offers candidates who have substantial experience of teaching English to

adult speakers of other languages the opportunity to:

acquire new insights into this area and a deeper understanding of the principles

and practice of ELT to adults

examine their current practices and beliefs

apply the results of their learning and reflection to their current professional lives

and to circumstances beyond their present and previous teaching experience.

From: Cambridge Syllabus and Assessment Guidelines

We are also very much aware that your primary aim may be to gain the DELTA

qualification as a boost to your career in the field of ELT.
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1.2. Doing the DELTA by Distance Mode

What are the advantages of distance learning? First of all there are obviously

financial and professional benefits to following a course which does not oblige you to

stop work for an extended period. Learning in this way may also appeal to you

because it allows you to be more flexible in how you study and it encourages you to

be more independent as a learner. In addition, doing the course over an extended

period will allow you extra time for reading, research, experimentation and reflection.

However, probably the most crucial and exciting feature of distance learning is

encapsulated by the term ‘situated learning’. Instead of removing yourself from your

professional situation for the duration of a course and then having to return to that

context afterwards, you have the advantage of working ‘on site’. You can immediately

apply all aspects of the course to your own local context, and evaluate, experiment,

and reflect on issues in relation to this.

The DELTA encourages you to look beyond your present and previous teaching

experience to a wide range of teaching and learning contexts. The Distance DELTA

will encourage you to do this in three ways: Firstly through the Orientation Course

where you will be sharing ideas with people with experience of different learning /

teaching situations. Secondly through study groups who will communicate online

through a Discussion Forum each month, and thirdly by reading and research about

other contexts.

1.3. Doing a Computer-Based DELTA

The course material will be delivered primarily on CD ROM with supporting updates

on the Distance DELTA website. One of the main advantages of this is that you will

be able to move backwards and forwards to access and cross-reference information

easily.

During the Orientation Course you will be introduced to all the computer-related parts

of the course, including how to have an online discussion via the study group

discussion forums and how to access the online resources.

You will be uploading your work to the website and your Course Tutors will be

uploading the marked assignments together with a report.

2. The Infrastructure and Support Systems of the

Distance DELTA

The eight-month programme comprises:

1. A two-week Orientation Course which deals with an introduction to the skills of

research, essay writing, self-evaluation and language analysis needed for the

course and which includes coursework Portfolio Assignment One.

2. A distance programme which covers all aspects of the Cambridge DELTA

syllabus and assessment. It comprises seven units to be worked through usually

at the rate of one per month prior to the examination in either early December or
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early June. Your work will be monitored and marked by experienced Course

Tutors mainly from the International House and British Council network.

3. Your Local Tutor who will provide extra support through seminars and

observation of your teaching. Three of these observed lessons will be formally

assessed and form part of your Portfolio of coursework.

For a detailed account of the structure of the course, see Unit 1 Section 9.2.

2.1. Support Systems: A Learning Community

In planning and designing the course, we have tried to build in a sense of a learning

network or community. We have worked on this in a number of ways:

1. The Orientation Course where you have the opportunity to meet other people and

share ideas.

2. Your study group who will participate in online tasks, monitored by an

experienced tutor.

3. An experienced tutor team from International House and the British Council

network.

4. Your nominated Local Tutor who will provide extra support at local level.

5. The support team of a Course Co-ordinator, an administrator and IT support.

In addition you could get colleagues from your school involved, perhaps by

organising workshops or peer observation. In diagram form then:

For a more detailed description of ‘Who’s who’ on the course, see Section 9.3
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3. The Components of the DELTA Assessment and

How They Are Covered During the Course

In the Pre Course Task you were given an outline of the components of the DELTA

and the pass requirements. How much can you remember / do you know?

Task 2: Components of the DELTA Assessment

Answer the following questions and add one of your own:

1. What are the three components of assessment?

2. Within the Portfolio of Assignments, how many assignments are there?

3. Four of the Portfolio Assignments consist of a part 1 and a part 2. What do you

have to do for each part?

4. When do you do your first Portfolio Assignment and who assesses it? Who

assesses your last one?

5. Apart from Language Systems and Language Skills Assignments, what are the

other three Portfolio Assignments?

6. When is the Written Examination? How many questions do you have to pass?

7. What do you have to do for the Extended Assignment?

The diagram below shows the components of DELTA assessment. See Section 9.4

for information on pass requirements.

COMPONENTS OF

DELTA ASSESSMENT

I

Coursework Portfolio

Assignments

II

Extended Assignment

III

Written Examination

Language

Systems x 2

Language

Skills x 2

Experimental

Practice

Resources

and Materials

Course

Planning
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Unit Calendar

Unit 1 March / September: Orientation Course

1. Introduction to the Distance DELTA

2. Issues in Learning and Teaching

3. Introduction to Language: Grammar

4. Study Skills

5. Lesson Planning

6. Professional Development

7. IT and the Distance DELTA

8. Portfolio Assignment 1: Systems:

Grammar Focus

9. Administrative Issues

Unit 2 April / October

1. History of ELT

2. Approaches to Language Focus

3. Testing and Assessment

4. Portfolio Assignment 2: Experimental

Practice

5. Exam Thread: Introduction and

Focus on Question 3

6. Extended Assignment Thread

Unit 3 May / November

1. Written Discourse

2. Writing 1

3. Listening

4. Phonology 1

5. Portfolio Assignment 3: Skills Focus

6. Exam Thread: Focus on Question 1

7. Extended Assignment Thread

Unit 4 June / December

1. Course Design

2. Lexis 1

3. Focus on the Learner

4. Portfolio Assignment 4: Course Planning

5. Exam Thread: Focus on Question 2

6. Extended Assignment Thread

Unit 5 July / January

1. Analysing and Dealing with Error

2. Writing 2

3. The Verb Phrase

4. Phonology 2

5. Exam Thread: Focus on Question 1,

Mock Exam 1

6. Extended Assignment Thread

Unit 6 September / February

1. Reading

2. Speaking

3. Spoken Discourse

4. Lexis 2

5. Portfolio Assignment 5: Systems or Skills

6. Exam Thread: Focus on Question 2

7. Extended Assignment Thread

Unit 7 October / March

1. Resources and Materials

2. Phonology 3

3. The Noun Phrase

4. Portfolio Assignment 6:

Resources and Materials

5. Exam Thread: Focus on Question 3

6. Extended Assignment Thread

Unit 8 November / April

1. Professional Development

2. Exam Classes

3. Language Systems: Revision

4. Self Access

5. Portfolio Assignment 7: Externally Assessed

Lesson - Systems or Skills; checklist

6. Exam Thread: Mock Exam 2

Written Examination: December / June
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Section 1: Introduction to the Distance DELTA

1. General Introduction; Aims and Syllabus Areas

The Distance DELTA Programme leads to the Cambridge Diploma in English

Language Teaching to Adults. In this section we will be clarifying the aims of the

DELTA and what you, as a participant, might expect over the coming eight months

following the Distance DELTA Programme.

Task 1: Your Aims

Before you read any further, take a few minutes to write down

Your aims in undertaking the course. What do you hope the outcome will be for

you?

The advantages for you of doing the course by distance mode.

The advantages of a computer based programme.

1.1. The Aims of the The DELTA offers candidates who have substantial experience of teaching English to

adult speakers of other languages the opportunity to:

acquire new insights into this area and a deeper understanding of the principles

and practice of ELT to adults

examine their current practices and beliefs

apply the results of their learning and reflection to their current professional lives

and to circumstances beyond their present and previous teaching experience.

From: Cambridge Syllabus and Assessment Guidelines

We are also very much aware that your primary aim may be to gain the DELTA

qualification as a boost to your career in the field of ELT.
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1.2. Doing the DELTA by Distance Mode

What are the advantages of distance learning? First of all there are obviously

financial and professional benefits to following a course which does not oblige you to

stop work for an extended period. Learning in this way may also appeal to you

because it allows you to be more flexible in how you study and it encourages you to

be more independent as a learner. In addition, doing the course over an extended

period will allow you extra time for reading, research, experimentation and reflection.

However, probably the most crucial and exciting feature of distance learning is

encapsulated by the term ‘situated learning’. Instead of removing yourself from your

professional situation for the duration of a course and then having to return to that

context afterwards, you have the advantage of working ‘on site’. You can immediately

apply all aspects of the course to your own local context, and evaluate, experiment,

and reflect on issues in relation to this.

The DELTA encourages you to look beyond your present and previous teaching

experience to a wide range of teaching and learning contexts. The Distance DELTA

will encourage you to do this in three ways: Firstly through the Orientation Course

where you will be sharing ideas with people with experience of different learning /

teaching situations. Secondly through study groups who will communicate online

through a Discussion Forum each month, and thirdly by reading and research about

other contexts.

1.3. Doing a Computer-Based DELTA

The course material will be delivered primarily on CD ROM with supporting updates

on the Distance DELTA website. One of the main advantages of this is that you will

be able to move backwards and forwards to access and cross-reference information

easily.

During the Orientation Course you will be introduced to all the computer-related parts

of the course, including how to have an online discussion via the study group

discussion forums and how to access the online resources.

You will be uploading your work to the website and your Course Tutors will be

uploading the marked assignments together with a report.

2. The Infrastructure and Support Systems of the

Distance DELTA

The eight-month programme comprises:

1. A two-week Orientation Course which deals with an introduction to the skills of

research, essay writing, self-evaluation and language analysis needed for the

course and which includes coursework Portfolio Assignment One.

2. A distance programme which covers all aspects of the Cambridge DELTA

syllabus and assessment. It comprises seven units to be worked through usually

at the rate of one per month prior to the examination in either early December or
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early June. Your work will be monitored and marked by experienced Course

Tutors mainly from the International House and British Council network.

3. Your Local Tutor who will provide extra support through seminars and

observation of your teaching. Three of these observed lessons will be formally

assessed and form part of your Portfolio of coursework.

For a detailed account of the structure of the course, see Unit 1 Section 9.2.

2.1. Support Systems: A Learning Community

In planning and designing the course, we have tried to build in a sense of a learning

network or community. We have worked on this in a number of ways:

1. The Orientation Course where you have the opportunity to meet other people and

share ideas.

2. Your study group who will participate in online tasks, monitored by an

experienced tutor.

3. An experienced tutor team from International House and the British Council

network.

4. Your nominated Local Tutor who will provide extra support at local level.

5. The support team of a Course Co-ordinator, an administrator and IT support.

In addition you could get colleagues from your school involved, perhaps by

organising workshops or peer observation. In diagram form then:

For a more detailed description of ‘Who’s who’ on the course, see Section 9.3
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3. The Components of the DELTA Assessment and

How They Are Covered During the Course

In the Pre Course Task you were given an outline of the components of the DELTA

and the pass requirements. How much can you remember / do you know?

Task 2: Components of the DELTA Assessment

Answer the following questions and add one of your own:

1. What are the three components of assessment?

2. Within the Portfolio of Assignments, how many assignments are there?

3. Four of the Portfolio Assignments consist of a part 1 and a part 2. What do you

have to do for each part?

4. When do you do your first Portfolio Assignment and who assesses it? Who

assesses your last one?

5. Apart from Language Systems and Language Skills Assignments, what are the

other three Portfolio Assignments?

6. When is the Written Examination? How many questions do you have to pass?

7. What do you have to do for the Extended Assignment?

The diagram below shows the components of DELTA assessment. See Section 9.4

for information on pass requirements.

COMPONENTS OF

DELTA ASSESSMENT

I

Coursework Portfolio

Assignments

II

Extended Assignment

III

Written Examination

Language

Systems x 2

Language

Skills x 2

Experimental

Practice

Resources

and Materials

Course

Planning
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Unit Calendar

Unit 1 March / September: Orientation Course

1. Introduction to the Distance DELTA

2. Issues in Learning and Teaching

3. Introduction to Language: Grammar

4. Study Skills

5. Lesson Planning

6. Professional Development

7. IT and the Distance DELTA

8. Portfolio Assignment 1: Systems:

Grammar Focus

9. Administrative Issues

Unit 2 April / October

1. History of ELT

2. Approaches to Language Focus

3. Testing and Assessment

4. Portfolio Assignment 2: Experimental

Practice

5. Exam Thread: Introduction and

Focus on Question 3

6. Extended Assignment Thread

Unit 3 May / November

1. Written Discourse

2. Writing 1

3. Listening

4. Phonology 1

5. Portfolio Assignment 3: Skills Focus

6. Exam Thread: Focus on Question 1

7. Extended Assignment Thread

Unit 4 June / December

1. Course Design

2. Lexis 1

3. Focus on the Learner

4. Portfolio Assignment 4: Course Planning

5. Exam Thread: Focus on Question 2

6. Extended Assignment Thread

Unit 5 July / January

1. Analysing and Dealing with Error

2. Writing 2

3. The Verb Phrase

4. Phonology 2

5. Exam Thread: Focus on Question 1,

Mock Exam 1

6. Extended Assignment Thread

Unit 6 September / February

1. Reading

2. Speaking

3. Spoken Discourse

4. Lexis 2

5. Portfolio Assignment 5: Systems or Skills

6. Exam Thread: Focus on Question 2

7. Extended Assignment Thread

Unit 7 October / March

1. Resources and Materials

2. Phonology 3

3. The Noun Phrase

4. Portfolio Assignment 6:

Resources and Materials

5. Exam Thread: Focus on Question 3

6. Extended Assignment Thread

Unit 8 November / April

1. Professional Development

2. Exam Classes

3. Language Systems: Revision

4. Self Access

5. Portfolio Assignment 7: Externally Assessed

Lesson - Systems or Skills; checklist

6. Exam Thread: Mock Exam 2

Written Examination: December / June
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Section 3: Introduction to Language, with a Focus on

Grammar

Summary

In this section we will be looking at language and language systems in general and

grammar in particular. We will be doing some very practical work on analysing

language and on anticipating learners’ problems, particularly in relation to DELTA

Portfolio Assignment 1. You will also examine and begin to evaluate a number of

resource books for language research. There is then an initial look at some

classroom approaches and ideas and you will have the opportunity to share your own

ideas for focussing on different language areas.

Contents

1. Introduction

1.1. Views of Language

1.2. Language in the DELTA Programme

2. Language Systems

2.1. Terminology

3. Grammar and Language Teaching

3.1. A Historical Overview: The Role of Grammar in Language Learning

4. Researching Language

5. Analysing, Clarifying and Checking Meaning

6. Anticipating Learners’ Problems with Grammar

7. Approaches and Practical Ideas
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1. Introduction

1.1. Views of Language

As ELT professionals, language is our business. Uniquely amongst the teaching

profession, we have the English language as the content and the medium of our

teaching. It might be interesting to pause for a moment and consider this ‘commodity’

of ours.

Task 1: Language

1. What is language?

2. How did it originate?

Write your own answers to these questions before you read on.

Commentary

Here are some views about language. How do they relate to what you have written?

“The system of human communication which consists of the structured arrangement

of sounds (or their written representation) into larger units, e.g. morphemes, words,

sentences, utterances. In common usage it can also refer to non-human systems of

communication such as the “language” of bees, the “language” of dolphins”

(Richards, Platt & Platt, 1992).

“Language is not an abstract construction of the learned, or of dictionary-makers, but

is something arising out of the work, needs, ties, joys, affections, tastes, of long

generations of humanity, and has its bases broad and low, close to the ground.”

(Walt Whitman)

“The ability to make and use audible, articulate and meaningful sound by the action

of the vocal chords. A systematic means of communicating ideas or feelings by the

use of conventionalised sounds, signs and gestures that have understood meaning.

The words, their pronunciation, and the methods of combining them that are used

and understood by a particular community” (Allen, 2000).

“You and I belong to a species with a remarkable ability: we can shape events in

each other’s brains with exquisite precision… Simply by making noises with our

mouth, we can reliably cause precise new combinations of ideas to arise in each

other’s minds” (Pinker, 1994).

It is interesting to note that some of these extracts view language as a system of

identifiable components: what language is, whilst others focus on language more in

terms of a code of communication, laying primary focus on its purpose: what

language does. We would, however, probably all agree that the study of human

language is the study of an attribute, skill, or instinct which comes close to defining a

central core of what it is to be human. As Chomsky says:

“When we study human language, we are approaching what some might call the

‘human essence,’ the distinctive qualities of mind that are, so far as we know, unique

to man” (Chomsky, 1968).
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If you are interested in reading further about the nature and origins of language the

following are highly recommended: The Language Instinct (Pinker, 1994), The

Cambridge Encyclopaedia of Language (Crystal, 1987) Chapter 49.

1.2. Language in the DELTA Programme

‘Understanding, knowledge and awareness of language’ is the first topic in the

DELTA syllabus (see Cambridge DELTA Syllabus and Assessment Guidelines

3rd Edition, page 4). This is as one might expect, given its primacy in terms of the

content of our teaching. If you look through the specific content and objectives (page

6) you will see how this breaks down into specific content and performance

objectives in the programme.

In practical terms, language permeates every aspect of the course: perhaps most

obviously in the Portfolio Assignments and associated lessons; in the Extended

Assignment where you will be analysing an individual’s use of language as part of the

case study; and in the Written Examination where there is a particular focus on

language analysis in learner-produced written work, in authentic texts, and in

published materials. However, you need to be language ‘aware’ in every single

lesson you give, when, for example, you adjust your own language to the learners’

level or when you answer a learner’s question or when you help someone to improve

their language competence by reformulating what they have just said.

We will now move on to look at what is meant by the ‘systems’ of a language.

2. Language Systems

In Portfolio Assignments 1,3,5 and 7, two are primarily about Language Systems and

two about Language Skills. Here ‘Systems’ refers to the four categories of lexis,

grammar, discourse and phonology. However, trying to categorise a language

item into one of these four is not always easy. The following task highlights the

difficulty.
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Task 2: Categorising Language

The teacher has decided to focus on the items of language in bold. In each case

decide which aspect of language is being focussed on or seems most significant?

Lexis, grammar, discourse or phonology?

1. How would you like to pay? In cash.

2. Chandler asks for Phoebe’s help to find the perfect engagement ring for

Monica – but then a rival customer buys it from under his nose.

3. o0o oo0o 0oo 0o 0o

Determined, well-adjusted, confident, awkward, stubborn.

4. An 8 year-old boy was arrested last night for trespassing on railway property.

The boy, who cannot be named for legal reasons, was found walking along

the line near Victoria station.

5. Finding a place to park is a complete nightmare.

6. Why don’t you come over on Saturday? Okay.

We could get a video in. Sounds good.

7. Does anyone know where I can buy an Italian newspaper?

8. I live in the south.

9. Anyway; right; so; well; you see; actually

10. ↔

See Appendix 4 for suggested answers

As you can see from this task, it is up to you as a teacher to decide what kind of

focus you will have in any one lesson, and we hope this gives you some idea of the

flexibility you can exercise. You will need to choose and justify your main focus and

also to show an awareness of how Systems and Skills work are integrated in any one

lesson.
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2.1. Terminology

As a final task in this section, this is a chance to see how well you know or can

remember some terminology connected with language systems.

Task 3: Review of Terminology

Review of terminology from the Pre-Course Task (Ex. 5, List A and B).

1 Work in pairs. Using the words in the two lists; one of you should give a

definition or a language example and the other provide the correct term.

(Alternatively, do this as a ‘back to the board’ activity)

2 Did you have any ideas on how you could go about recording terminology

during the course?

3. Grammar and Language Teaching

Task 4: The Place of Grammar in Language Learning

Before reading the historical overview below, answer the following questions. How

would you define ‘grammar’?

1. Think back to your experiences as a language learner. What part did a

knowledge of grammar rules play in your learning process? You might like to

compare this with a knowledge of lexis or phonology.

2. As a teacher, do you think a knowledge of rules is important for learners? Is it

important for teachers?

3.1. A Historical Overview: The Role of Grammar in Language

Learning

(Note: there will be a fuller exploration of evolving views of language and learning in

Unit 2 of the Distance DELTA)

Anti-grammar

The history of English language teaching has been characterised by a periodic swing

backwards and forwards between two opposing theoretical points of view about the

role of grammar in the classroom. The first point of view holds that explicit

formulation of rules for language learners actually interferes with the natural learning

process. This view has led to several different types of teaching approach, such as

the Direct Method (the first widely used method in which English was the medium of

instruction), and the Audio-Lingual Approach (another method in which English was

the medium of instruction, and in which grammar was taught implicitly, as patterns,

without recourse to explanations).
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Pro-grammar

The second point of view holds that explicit formulation of rules is useful for language

learners. The most well-known expression of this view was the Grammar Translation

Approach, which pervaded language teaching in secondary schools for over eighty

years and which is still used today in many parts of the world. This approach

originally evolved because the status-conscious grammar schools of the late 19th

century were keen that modern language learning should be regarded as an

intellectual exercise equal to the learning of Latin and Greek.

Chomsky’s Influence

Other versions of rule-based teaching grew out of the antipathy to Audio-Lingual

teaching which was provoked by Chomsky’s assertion, in the early sixties, that

language was undeniably rule-based and “generative”. This is to say that from a finite

number of rules an infinite number of possible sentences can be generated. For

Chomsky, however, rules are something very different from what language teachers

have interpreted them to be. Chomsky’s rules are rules of transformation from the

“deep structure” of the language to the “surface structure” of that language.

Language teachers’ rules are rules of surface structure formation, such as the rule of

form for the present perfect continuous (have + been + present participle). However,

accepting the liberty that language teachers have taken with Chomsky’s ideas, many

people feel that rule-based creativity, i.e. the creation (or “generation”) of a large

number of possible sentences from one rule, should be a central feature of language

teaching.

Functions

In the early seventies it was clear that explicit teaching of grammar was making a

come-back (if it ever actually went away in real classrooms). At the same time, a

further new influence was expanding the issue – the functional view of language.

According to its proponents, the formal structure of the language, i.e. its grammar,

was a less useful principle for deciding which “bits” of language to teach students

than the principle of “functional description”. Since language is ultimately functional, it

was claimed, language teaching syllabuses should be organised according not to a

list of complexity of its grammatical structures but to a list of useful functions. The

functional view of language did, in fact, gain ascendancy and this resulted in a

confused state of affairs in which some teachers may have been led to understand

that grammar was not particularly relevant to functional teaching, which is not at all

what the proponents of a functional view were saying.

A Balance

By the early eighties it was increasingly apparent that the rules of grammar were

indispensable to many language learners, but that, at the same time, learners also

needed specific extra language items to operate communicatively with certain

common situations and functions. These extra items (called “exponents”) were not

language rules as such, but language patterns couched in terms very similar to those

of Audio-Lingual teaching (e.g. “I wonder if you could + verb” for polite requests).

Thus by the mid-eighties, there was often a combination of grammatical structures

(e.g. verb forms, modals, articles, noun phrases) and functional exponents (e.g. Shall

we + infinitive), not forgetting of course that these exponents contain grammar, even

if it is rarely explored for the students.

Communicative Competence

In the late 1970s linguists began to make a distinction between linguistic competence

and communicative competence, of which linguistic competence, including grammar,

is one of several components. Based on the work of Dell Hymes and William Labov,
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Michael Canale and Merril Swain proposed a framework for communicative

competence which they propose is made up of linguistic competence (essentially

grammar, lexis and phonology) discourse competence (how we organise texts and

conversations and make them ‘hang together), sociolinguistic competence (how

we use language in different contexts / its appropriacy) and strategic competence

(communication strategies such as asking for help, paraphrasing, avoidance).

Language Acquisition Theories

In the late 1970s and 1980s research into second language acquisition was

focussing on the psychological and mental processes involved. A strong body of

opinion developed that second language acquisition can be achieved (and in fact is

best achieved) in circumstances which are very similar to those in which a child

acquires her first language. This is to say that “natural” acquisition happens with

“natural exposure” to the language. This, again, was not a new thing, but something

picked up on again from the past, in the Direct Method, for example, and shows

again the pendulum swing often apparent when looking at the history of theories of

language and language learning. The issue was hotly debated; for many people, the

very clear differences in circumstances between children acquiring their mother

tongue and adults acquiring a second language made it difficult to accept that the

processes are identical.

However, it is clear that adults can and do “pick up” language through “natural

exposure” to it. The big questions are: How much language can be picked up in this

way by adults? How can learning in a classroom contribute to the process?

A consensus emerged that, firstly, learning in classrooms helps students to acquire

language outside the classroom if they are living in an English-speaking

environment. Secondly, learning language in classrooms hastens the rate and

success of language development compared to acquiring a language through simple

exposure outside.

On the question of explicit focus on rules, i.e. grammar, one of the central issues of

those who supported the “acquisition” theory is that language rules, in reality (i.e. not

those in the minds of descriptive linguists or of language teachers but the real

language rules that human beings operate with entirely unconsciously all their lives)

are (i) infinitely numerous, subtle and multi-dimensional and (ii) simply indescribable.

In this case it is pointless to try and either enumerate them or describe them to

students. Sustained, meaningful and genuine exposure to the language will provide

all the subtle tonalities of information about language use that the unconscious

processing capacity of the learner’s brain needs to become attuned to, and ultimately

to acquire, that language.

The “acquisition” school is sincere in its belief that, at the theoretical level, this

hypothesis is right. An ideal scenario for them would be immersion learning, as

happens for example in some schools in Canada, or the Natural Approach, using

TPR (Total Physical Response). However, in the majority of the world’s classrooms

the reality of adult language learning is that many people want to learn rules. This

reality we cannot ignore and we need to take our learners’ views into account in

making the decision about rule-based input in our classes.

The Primacy of Lexical Phrases

In the eighties and nineties, research began to focus more and more on the role of

lexis within the language and the extent to which language is stored in the brain as

pre-formulated collocations, fixed and semi-fixed phrases (e.g. launch a campaign,

he couldn’t make it, I’ll get you a drink). This view was popularised in a series of

books by Michael Lewis, and grammar suddenly seemed like a poor relation to lexis,
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everything apparently being covered by these ‘lexical chunks’. Interestingly what

were previously labelled as functional exponents sit happily here as semi-fixed (e.g.

Would you like a …..?) or sometimes fixed expressions (Can I help you?)

More Recently

Since the mid 1990s up to the present there has been a growing interest in grammar

as a process rather than a product. In other words, instead of seeing grammar as a

set of rules to be mastered, or a thing to be learned, it is viewed as a process that

emerges. Thornbury goes as far as to say there should be a verb ‘to grammar’ to

represent this gradual process of noticing and ‘uncovering’ grammar. You can read

more about these ideas in Uncovering Grammar (Thornbury, 2001) and in

Grammar (Batstone, 1994).

In Conclusion

Ultimately, the attitude you take to grammar in the classroom and the way you deal

with it will be your own decision, and will be based partly on your reading but

probably more on your own experience of different learning contexts and individual

learning styles.

4. Researching Language

When you analyse language yourself, how do you go about it? Perhaps you start with

your own ideas or ask colleagues. No doubt you will also consult references,

dictionaries, grammar books and coursebooks / Teacher’s books. In the following

section we will be investigating some reference books and attempting an initial

evaluation of their strengths.

Before looking at these, you need to be aware of some different types of grammars:

A prescriptive grammar is one which states rules for what is considered the

best or most correct usage. Prescriptive grammars are often based not on

descriptions of actual usage but rather on the grammarian’s views of what is best.

A descriptive grammar is one which describes how a language is actually

spoken and/or written and does not state or prescribe how it ought to be spoken

or written.

A pedagogic grammar is one which is intended for pedagogic purposes, such as

language teaching, syllabus design, or preparation of teaching materials.

Often in our day-to-day teaching we rely on pedagogic ‘rules of thumb,’ which are

simplifications for teaching purposes. The grammar notes in the back of most

coursebooks are of this nature.

We recommend that you read The English Verb chapters 1 and 2 (Lewis, 1986) for

an interesting discussion about the value of analysing language at a much deeper

level than this. On a pragmatic note, you will need to have a much deeper and

broader knowledge of the language systems of English in order to write background

essays for Portfolio Assignments, to undertake the case study for the Extended

Assignment and to answer questions in the Written Exam.
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Task 5: Reference Books: Research for PA1

Look at the following bibliography of language reference books. Select the area of

grammar you are focussing on for Portfolio Assignment 1(see Section 8).

1. Research your area in several reference book intended for teachers and at

least one intended for learners from the following bibliography. Note any

useful-looking page numbers for later reference.

2. (Optional)

a) Comment below briefly on the accessibility, usefulness and range of the

content; also any special features in the book, e.g. a summary of typical

learner problems with the area or very clear diagrams to show verb forms.

b) Would you describe each one as a prescriptive, descriptive or pedagogic

account of grammar?

Bibliography: Books for Language Reference

1. Language References for Teachers

Biber, D., Johansson, S., Leech, G., Conrad, S. & Finnegan, E. 1999 Longman

Grammar of Spoken and Written English Longman

Comments:

Parrott, P. 2000 Grammar for English Language Teachers Cambridge

University Press

Comments:

Swan, M. & Smith, B. (ed) Learner English Cambridge University Press

Comments:

Thornbury, S. 1997: About Language Cambridge University Press

Comments:

Yule, G. 1998 Explaining English Grammar Oxford University Press

Comments:
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2. Language References for Learners

Carter, R., Hughes, R., & McCarthy, M. 2000 Exploring Grammar in

Context: Cambridge University Press

Comments:

Eastwood, J. 1994 Oxford Guide to English Grammar Oxford University Press

Comments:

Leech, G., Ivanic, R. & Cruickshank, B. 2001 An A to Z of English Grammar and

Usage Longman

Comments:

Swan, M. & Walter, C. 1997 How English Works Oxford University Press

Comments:

Swan M, 1995 Practical English Usage (2nd edition) Oxford University Press

Comments:

3. Other interesting References

Sinclair, J. (ed) 1991 Collins COBUILD Student’s Grammar (very useful for

lexical grammar)

Quirk, R. & Greenbaum A University Grammar of English Longman

Leech, G. & Svartvik, J. 1975 A Communicative Grammar of English Longman

(These 2 titles above are published together as the Longman Contemporary

Grammar)

Leech, G. 1971 Meaning and the English Verb Longman (good on modality)

Lewis, M. 1986 The English Verb LTP (provocative and interesting)

N.B. Often a good dictionary will give you extra information about a piece of

language. Some even have sections on particular items or indicate to learners

where there is a potential area of difficulty.
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5. Analysing, Clarifying and Checking Meaning

In this section our focus will be primarily be semantic; we will be looking at different

‘levels’ of meaning and then turning our attention to practical ways of helping learners

in the classroom.

5.1. Analysing Meaning

Task 6: Reading: Different Levels of Meaning

Read Chapter 2 of Grammar on “Issues in grammatical description,” or listen to

your tutor summarising the main points.

1. What does Batstone mean by grammar at 30,000 feet, 10,000 feet and ground

level?

2. Do you find his analogy helpful? Is there anything you are unclear about?

3. Try using his framework to analyse the following:

a) I’ve done the reports.

b) That’ll be Sara.

5.2. Clarifying and Checking Meaning

The ability to clarify and check meaning effectively in the classroom is a fundamental

skill of language teachers. In the Pre-Course Task you were asked to think of some

ways of doing this.

Task 7: Checking Meaning

Work in small groups to discuss your answers from the Pre-Course Task.

1. Compare your ideas for Task 4A.

2. Decide on the clearest checking questions for 4B.*

3. Be ready to present some time-lines for 4C.

*Look in Appendix 5 for some suggested checking questions and answers and

check your ideas against them.
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6. Approaches and Practical Ideas

You will already have a battery of ideas for grammar lessons. In addition, you may

have encountered or been reminded of other ideas in your the pre-course reading

from How to Teach Grammar (Thornbury, 1999), Uncovering Grammar

(Thornbury, 2001), Inside Teaching and Challenge and Change in Language

Teaching (Willis & Willis, 1996). Unit 2 of the Distance DELTA has as a main theme

of different approaches to language focus lessons and the debate between a more

holistic or discrete item approach. You should certainly read ahead in this unit when

preparing Portfolio Assignment 1. The following task aims, therefore, to be an initial

sharing of ideas.

Task 8: Approaches

Work with a partner or in a small group and discuss the following questions.

1. How do you usually go about focussing on language in lessons?

2. What do you see as potential pitfalls of a lesson that sets out to teach

grammar?

3. What do you understand by the following terms: inductive and deductive? Give

some examples of lesson procedures for each. When/why might you select one

of these two approaches?

Commentary

Picking up on question 2 above, and borrowing a term coined by Scott Thornbury

and Neil Forrest, one problem is ‘Obsessive Grammar Syndrome’. In an article in

IATEFL Issues 153 they berate the syndrome thus:

“Too many observed lessons, we realised, were being hi-jacked, either by materials

overload, or by Obsessive Grammar Syndrome (OGS). We laid down some rules: if

the language lesson didn’t include real language use, then we questioned its

usefulness. Grammar presentations had to be squeezed into 5 minutes. Real talk,

usually relegated to the bookends of the lesson proper, had to form the lesson core.

And the teacher had to talk – not at the students or even to them – but with them.”

Whether you agree with such a view or not, it does seem that some grammar lessons

involve long periods analysing language areas such as ‘the article system’ or ‘the

conditionals’ and ‘raising learners’ awareness’ and very little time actually working

with the language to help learners to develop their language skills. This can result in

groups of learners who can tell you about the rules but are getting less help on

using or understanding the language in real contexts.

You need to make up your own mind about the balance you wish to strike, but do aim

for authenticity of language samples when selecting your focus and remember that

although your main aim is systems work, there has to be supporting skills work as

well.

Your Orientation Course Tutor will lead a session on different approaches to

language focus lessons, particularly in terms of grammar.
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Task 11: Teaching ideas for the background assignment for PA1

In the background essay for Portfolio Assignment 1, you need to describe different

approaches, materials, procedures and techniques for working with the language

area you have chosen.

Start a topic on the website asking for practical ideas for your language area.

Reading

Essential Reading

Batstone, R. 1994 Grammar Oxford University Press

Thornbury, S. 1997 About Language Cambridge University Press

Recommended Additional Reading

Allen, R. 2000 New Penguin English Dictionary Penguin Books

Biber, D., Johansson, S., Leech, G., Conrad, S. & Finnegan, E. 1999 Longman

Grammar of Spoken and Written English Longman

Bowen, T. & Marks, J. 1994, Inside Teaching Heinemann

Bygate, M., Tonkyn, A. & Williams, E. (eds) 1994 Grammar and the Language

Teacher Prentice hall International

Carter, R., Hughes, R., & McCarthy, M. 2000 Exploring Grammar in Context

Cambridge University Press

Chomsky, N. 1968 Language and Mind Harcourt Brace Jovanovich Inc.

Crystal, D. 1987 The Cambridge Encyclopaedia of Language Cambridge

University Press

Eastwood, J. 1994 Oxford Guide to English Grammar Oxford University Press

Kenworthy, J. 1987 Teaching English Pronunciation Longman

Leech G, Ivanic, R. & Cruickshank, B. 2001 An A to Z of English Grammar and

Usage Longman

Leech, G., & Svartvik, J., 1975 A Communicative Grammar of English Longman

(Both of the titles above are published together as the Longman Contemporary

Grammar)

Leech, G. 1971 Meaning and the English Verb Longman
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Lewis, M. 1986 The English Verb LTP

Nunan, D. 1991 Language Teaching Methodology Prentice Hall International

Parrott, P. 2000 Grammar for English Language Teachers Cambridge University

Press

Pinker, S. 1994 The Language Instinct Penguin

Quirk, R., & Greenbaum A University Grammar of English Longman

Richards, J.C, Platt,J, Platt, H., 1992 Dictionary of Language Teaching and

Applied Linguistics (2nd edition) Longman

Sinclair, J., (ed) 1991Collins COBUILD Student’s Grammar (very useful for lexical

grammar)

Swan, M. 1995 Practical English Usage (2nd edition) Oxford University Press

Swan, M. & Smith, B. (ed) 1982 Learner English Cambridge University Press

Swan, M. & Walter, C. 1997 How English Works Oxford University Press

Swan, M. 1998 7 Bad Reasons for teaching Grammar and 2 good Ones in

English Teaching Professional, April 1998

Thornbury, S. 1999, How To Teach Grammar Longman

Thornbury, S. 2001 Uncovering Grammar Heinemann Macmillan

Ur, P. 1996 A Course in Language Teaching Cambridge University Press

Willis, J. 2000 Grammar – A Textual Approach in English Teaching Professional,

October 2000

Willis, J. & Willis, J. (ed) 1996 Challenge and Change In Language Teaching

Heinemann

Yule, G. 1998 Explaining English Grammar Oxford University Press
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Section 4: Study Skills

Summary

Some of you may have gone through your entire career without specific training in

the skills of efficient studying. You may feel that things like reading, writing and notetaking

are a matter of personal style and as such, cannot be taught or improved.

However, there is always something to be gained by reviewing and improving basic

techniques whatever the level of your study skills and your individual approach. Also,

as in any programme of study and assessment, there are certain approaches that will

be more effective, especially in terms of essay writing skills. As an additional bonus,

we hope that you will find some of these ideas transferable to your learners’ study

skills.

In this section, therefore, we will be introducing you to some ways of improving

reading skills and making the most effective use of your reading time. We will be

looking at the use of mind-maps for note-taking and for generating ideas. We will also

be giving you some guidelines in relation to writing DELTA background essays.

Finally we will look at further techniques for studying and planning your time and to

assessing these in the light of your preferred learning and studying style.

Much of this section can be done as self-access work either during or after the

Orientation Course.

Contents

1. Reading Skills

2. Note-taking Skills

3. Essay Writing Skills for the DELTA

3.1. A Step by Step Approach to Writing the Background Essays

3.2. Bibliography and In-text Referencing

4. Approach, Attitude and Motivation

4.1. Approaching the Course Materials

4.2. Planning your Time

4.3. Motivation: Getting Started

4.4. Personal Motivation
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In this section we often refer you to Studying at a distance (Open University Press,

2003). Although a few of the sections are not applicable, it contains a great deal of

useful information and relevant considerations for your studies on the Distance Delta.

If you are interested in further reading on study skills, other titles are included in the

bibliography. Many of the tasks in this section are to be done individually and involve

you experimenting with approaches to reading and note-taking.

1. Reading Skills

A significant amount of the reading on the DELTA programme will be from factual

academic books.

Task 1: 'Academic' Reading

1. What problems do you find with reading these kinds of books?

2. How do you go about reading them? What do you look at first? Do you read from

cover to cover or dip into them? Do you have any tips you could share with other

course participants?

3. Read Studying at a distance Chapter 7.2 on strategies for approaching these

books and reading effectively. Make notes on the main points.

There are other considerations you need to take into account when reading:

a) What is your attitude towards the topic? The greater your enthusiasm and

interest, the more successful your reading is likely to be. Fortunately, the DELTA

is very flexible in this respect because it encourages you to select topics of

personal and professional interest to research. However, you may find you have

to read something you do not find congenial. If the writer does not manage to find

some interesting perspectives, you could motivate yourself by asking question

such as “How could this topic be of relevance to my classes / situation?”

b) The speed and efficiency of your reading may also depend on how familiar you

are with the topic and how difficult the text is. Most of the books that we

recommend for this course have been carefully selected both for ‘readability’ and

for direct relevance to the point at issue. In many cases we will be recommending

that you read chapters/units or extracts and not the whole book. You will probably

find that reading takes you longer at the beginning of the course but that the more

familiar you become with these types of texts and the more reading you do, the

more effective a reader you will find yourself becoming.

2. Note-taking Skills

Note-taking skills can help you to make sense of a reading text and at the same time

provide a simple but accurate record of salient points that may be needed for later

recall and use. Within the context of the DELTA programme much of your note-taking

will be as preparation for writing assignments.
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Task 2: Note-taking

1. How do you take notes? What do you do with them having made them?

2. Read Studying at a distance Chapter 7.3. This includes a strategy known as

‘the Mind Map’. You may decide you love mind maps or you hate them, but you

can’t decide until you’ve tried them.

3. Read one or two of the chapters below and make mind maps of their contents.

Use your mind map to give a brief summary to a colleague. The chapters have

been chosen because of their relevance to Portfolio Assignment One.
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Reading for Task 2

Inside Teaching (Bowen & Marks, 1994)

Chapter 6: The glamour of grammar and the brass tacks of syntax

How to Teach Grammar (Thornbury, 1999)

Chapter 1: What is grammar

Chapter 2: Why teach grammar

Chapter 3: How to teach grammar from rules

Chapter 4: How to teach grammar from examples

Chapter 5: How to teach grammar through texts

Language Teaching Methodology: Chapter 8: Focus on Form: The Role of

Grammar (Nunan, 1991)

Uncovering Grammar (Thornbury, 2001)

Chapter 1: Grammar as Process

Chapter 3: Noticing Grammar

Chapter 4: Emergent Grammar

Chapter 5: Process Teaching

A Course in Language Teaching: Module 6: Teaching Grammar (Ur, 1996)

Challenge and Change in Language Teaching (Willis & Willis, 1996)

Chapter 8: ARC: a descriptive model for classroom work on language

Chapter 5: Accuracy, fluency and conformity

Chapter 7: Consciousness – raising activities

The English Verb (Lewis, 1986)

Chapter 1: Introduction

Chapter 2: Grammar in the classroom

Chapter 3: Some myths and understandings
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3. Essay Writing Skills for the DELTA

For your Portfolio (see p.9) you will be writing:

background essays for four assignments: two on Language Systems and two on

Language Skills (PA 1,3,5,7). Note that the Resources and Materials Assignment

(PA6) does not have a background essay.

a Course Planning Assignment (PA4)

an account of a piece of classroom-based research: Experimental Practice

Assignment (PA2)

This section is designed to help you with writing these six assignments, with a

particular focus on the background essays for the Systems and Skills Assignments.

Task 3: Writing Background Essays

1. Read the Specifications and Assessment Criteria for the Language Systems

and Language Skills Assignments from the Cambridge DELTA Syllabus

and Assessment Guidelines.

2. Your tutor will give you a pass assignment to read. Using the Criteria, why do

you think it passed? Make some notes about its strengths and weaknesses

in relation to the criteria.

3. Using the assignment and the specifications and criteria as reference points,

consider the following statements and indicate with a tick or a cross whether

you agree with each one or not.

We should avoid writing “I ...............”.

We should rely mostly on our background reading for the content of the

essay.

We should divide the essay up into sections using headings.

We should refer extensively to what we do in the classroom.

We can go over 2,500 words.

We should refer only to learners and teaching contexts we have experienced.

Spelling, grammar, syntax and punctuation mistakes matter.

The bibliography needs to contain at least ten books.

When I refer to published material I can write just e.g. “Murphy has a good

exercise on this on page 34 of English Grammar in Use.”

When I quote from my reading I have to put the full title of the book and the

author after the quote as well as the page number

The answers to these issues will become clear during the remainder of this section.

The Distance DELTA

Unit 1 Section 4 43

3.1. A Step by Step Approach to Writing the Background Essays

1. Decide on a timetable for your work

a) Look at the deadline for sending your work in and write yourself a schedule so

that you allow yourself enough time for each stage.

b) Stick to it. There will be a temptation to keep reading, but it is much more

important not to fall behind!

2. Select the topic and the focus

We would recommend you select:

a) Something that causes problems for your learners. For example, there is no point

in selecting relative clauses if all your classes are beginners, or working on an

examination related reading skill with a non-exam class whose primary aim is

speaking. In previous courses we have found the most focussed essays are often

based on genuine learner needs and difficulties.

b) Something that you really want to investigate, perhaps because it is something

that you feel less than confident about, or because it is something new that you

want to research and integrate into your teaching.

Scope

It is very important that you choose something which has a clear focus which is

neither too broad nor too narrow in scope. For example, in Systems assignments,

‘Modal auxiliary verbs’ is too wide an area whereas ‘Expressing obligation using

modal verbs and lexical phrases’ would be manageable. ‘Teaching comparatives at

Elementary level’ is too narrow; ‘Understanding and using different ways of making

comparisons’ offers sufficient scope. For Skills assignments, ‘Conversation’ is too

broad, ‘Helping advanced learners participate in native speaker conversation‘ is

focussed. ‘Writing letters of request’ is too narrow; ‘Writing formal and informal

letters’ or ‘Process and product approaches to writing’ are focussed. For each

Portfolio Assignment you will be provided with a possible list of titles. However,

during the course, if you are unsure about the scope of your assignment, please

consult your Course Tutor immediately.

3. Draw up an initial plan

In advance, start by drawing a mind map of a possible essay plan. This will help give

you some indications of what you need to research.

4. Prime the pumps

See how much you already know. To get you started, try drawing another mind map

of the problems learners have with the area you have selected, how much you

already know about the area and some practical ideas for teaching it. As well as

establishing what you know, this process may reveal some gaps in your knowledge

and result in questions which can guide your reading (see 5 below).

5. Pose some questions

Formulate some questions about the topic that you wish to investigate. E.g. For

Portfolio Assignment One on grammar, depending on your chosen area, you might

ask “What are the important areas of reported speech?” “How can comparisons be
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made other by using -er than…?” This process will help you decide how to focus your

reading.

6. Two or three heads are better than one! Talk to colleagues

As learners, a great deal of our understanding and assimilation of knowledge is

achieved by talking to people about a topic.

You will have experienced occasions when, after days of grappling with a problem in

your own head, you have had a short conversation with a colleague or friend and

suddenly all has become clear. Talking to people clarifies thinking and consolidates

learning. An excellent strategy is to get a less experienced colleague to ask you to

explain or summarise an issue or an idea. In doing this you may well come to a more

coherent and systematic understanding of the issue yourself.

As well as talking to people face to face, use the website Discussion Forums.

Colleagues and other course participants can be particularly helpful in regard to:

The problems that learners have in your chosen area of research. Here

knowledge of different learning contexts and different languages is invaluable.

Ask people to be as specific as possible. For example, if you are researching

passives, you could ask someone to translate a typical passive sentence from

another language; if you are writing about listening skills, you could ask them if

speakers of L1 in their context weaken syllables in the same way that we do in

English.

Practical teaching ideas and approaches. Again ask for specific ideas and

materials that have worked.

7. Read and re-read

Use some of the scanning skills discussed earlier to select which books and articles

will be of relevance, particularly in the light of the questions you have posed to

yourself. Don’t forget that you may get useful ideas from coursebooks and other

books designed for learners, from Teacher’s books and resource books as well as

from methodology books.

8. Experiment

If you come across a new approach you haven’t used before, try it out on one of your

classes. You will then be able to write about the idea with more authority and

confidence. Here is where you can really take advantage of doing the course over an

extended period.

9. Write a draft and upload it

Draft an outline of your essay and upload it to your Course Tutor. Aim to give a clear

indication of the overall structure and organisation of the essay together with reading

references. If you have time you can also begin writing fuller drafts of sections.

The most productive way you can use the draft facility is to send your outline and

frame a series of questions to ask the Course Tutor. This gives her/him a direction

in helping you to improve your work. The Course Tutor will also be able to comment

on the weighting of the assignment, for example, if it is too theoretical or if you need

to describe practical ideas in more detail.

Do make use of the draft facility. Previous course participants have found it

invaluable and it is very obvious who has and has not sent a draft when it comes to
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marking the final version of the assignment. In the Orientation Course you will have

the opportunity for a face-to-face discussion of your draft.

10. Write the final version

a) General

It is helpful to start with a contents page to help the reader see at a glance how

you will be organising your assignment. This is not included in the word count.

Start with a brief introduction which outlines the scope of your assignment and

the reasons you have decided to focus on it.

Give a heading to each section and sub-section of the essay. This will help you

to organise it logically and help your reader to follow your argument. Headings,

sub-headings, and where relevant, numberings and bullet points can all make it

easier for a reader to follow your line of thinking.

Give definitions of any potentially ambiguous or unusual terminology, e.g. you

may know what you mean by a ‘fishbowl activity’ but your reader may not.

Definitions are particularly important when you are contrasting two aspects, e.g.

deductive/inductive, process/product, analytic/synthetic, top-down/bottom-up. If

you don’t give definitions we can never be sure that we have a mutual

understanding of these terms. Brief definitions (eg. of a fishbowl activity) can be

put in footnotes but anything key to your argument (eg. process writing, taskbased

learning) needs to be in the main body of the text.

For information on writing a bibliography and in-text referencing see Section 4.

b) Theory

Express yourself as much through your own insights, experience and common sense

as through new theoretical perspectives. Be careful not to produce an essay which is

a collection of quotes from other people. Yes, refer to your reading and quote but

always offer your own commentary/evaluation of the author’s ideas.

c) Learners’ Problems

Refer to your own experience in different contexts, both as a teacher and as a

learner of different languages.

Refer also to problems you have discovered through the Discussion Forums,

through discussions with colleagues, and through your reading. Use reference

books. Grammar for English Language Teachers (Parrott, 2000) has very

helpful sections called ‘Typical Difficulties for Learners’. Practical English Usage

(Swan, 1995) often shows typical mistakes made by learners. Learner English

(Swan & Smith, 1982) takes several languages and compares them with English.

Teaching English Pronunciation (Kenworthy, 1987) looks at pronunciation

problems of different nationalities.

Don’t forget you can also ask your learners directly.

Relate these problems closely to the theory and to the practical ideas. Indeed

many successful assignments are organised around learners’ problems, reasons

for these problems and ideas for helping with these problems.
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d) Practical Ideas

Remember also it is practical experience / examples / ideas that make you sound

convincing. Refer to what you do and why. As a base line rule when you make a

point, back it up with an example.

Give sufficient detail in practical ideas; briefly describe an activity or approach

and give examples. For instance, if you mention the use of a text, say what it was

about; if you talk about contrasting two sentences from the text, write them out; if

you mention a time-line, draw it; if concept questions, write them; if a gap-fill

exercise, write out an example; if a problem with connected speech, write the

example out in phonemic script. Without this specificity your ideas can come

across as vague or unconvincing.

Following is a good example of a practical idea for helping learners write emails.

The division into Aim, Procedure and Comment allows evaluation rather than

simple description.

Writing dialogues

‘Aim to improve writing at speed, writing in a language that resembles

speech and fluency. Procedure Learners complete a speaking task. For

business students this could be a typical telephone role-play, for

example, to arrange a meeting. They then write the dialogue using an

email dialogue sheet (Appendix 6). Learners pass the sheet back and

forth as though they were sending and receiving emails. Comment This

activity is communicative, authentic and enjoyable. There is a real time

pressure and practice is given in writing appropriate text and subject

lines too.’

Here is an example from an assignment on Collocation:

Exploiting newspapers/texts

‘Activities using authentic material such as newspapers or magazines

will expose learners to collocations in context. Select a text which is

suitable to the level of the class and rich in collocations. Choose a

collocation type to work on (e.g. verb-noun collocations such as ‘launch

a campaign’) and blank out one group of items (e.g. the verbs). Give the

learners the correct item and two false items to choose from (e.g.

commence/launch/set off a campaign). In pairs the learners discuss the

likely collocations. Finally, give the learners the original text to check

their answers. If done regularly, this type of ‘mining’ authentic texts for

collocations along with helping learners to record the collocations in

their vocabulary books will help learners to notice collocations in their

everyday reading. Learners need particular support when the

collocations are separated by text, e.g. ‘this campaign was initially, and

unsuccessfully, launched…’

In your practical ideas aim to include activities and approaches you have tried

yourself. You can also refer to activities you have read about and comment on

published material. If you refer to published work, you can attach a copy of the

activity as an appendix but you must comment on it in some way, e.g. by

offering a description of its underlying principles, evaluating it, saying how you

used it, how effective it was. An assignment which consists of unexplored

appendices or just lists of activities with no evaluation or commentary will not

pass. An assignment which includes nothing from your own experience would

also be in great jeopardy.
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Here is an example from an assignment on Discourse Markers referring to

published material:

‘Cutting Edge Intermediate (Cunningham and Moor, 2001, p.108 /

Appendix 1) has sections on spoken discourse markers, to show the

speaker’s attitude (obviously, surprisingly, naturally, etc). The

activities involve matching and a cued spoken stage. This exercise

introduces useful discourse markers in a structured way which allows

some opportunity for initial creativity. However it finishes at this fairly

controlled practice phase and does not allow any opportunity for

fluency. I have extended it by putting the adverbs on cards and

students tell ‘chain stories’ in pairs, each picking up an adverb and

continuing the story using it.’

Whilst the majority of the essay will be in continuous prose, you can also use

bullet points, grids, time-lines and tables.

11. Upload the Final Version

Your Course Tutor will comment mainly on areas which need to be improved in the

draft. You can then adjust your assignment in the light of these comments and work

on the final version.

Try to finish the assignment several days before the deadline for uploading. Add the

word count. Re-read it a couple of days before the deadline.

Edit it for:

content. Be ruthless about cutting out anything that is irrelevant.

length. Cambridge will not accept it if it is over 2,500 words.

accuracy of grammar, syntax, spelling and punctuation. Remember that an

assignment can fail if it has not been proof-read properly.

style. Does it flow? Do paragraphs have a topic sentence? Are the sentences too

long and complicated to follow or too short and staccato? Will your writing

“impose a strain on the reader”? You may be able to persuade someone else to

read it and give you some honest feedback on this.

See Unit 1 Section 9.5.1.2 for administrative reminders for submitting assignments.

See Unit 1 Section 8 for instructions for Portfolio Assignment 1: Language Systems.

Here you can also find a useful template for the background essay for a systems

assignment.

See Unit 1 Section 7.6.1 for instructions on uploading assignments

A note of caution

Whilst it can be useful to look at a sample assignment completed by another

candidate, you need to be very aware that there genuinely is no ‘right’ way to do

these assignments. DELTA participants have approached them from very many

different angles with different emphases. Markers are looking for your personal
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perspective, for how you make sense of the reading and marry it with insights from

your own teaching and learning contexts. Indeed you may find that reading another

person’s work can have a limiting effect on what you as an individual can achieve by

working in your own way. You also do yourself no justice in terms of the process of

professional development if you are tempted to copy from a previous assignment,

and at the end of the course you are required to sign a formal statement to

Cambridge ESOL that the work is your own. Anyone found plagiarising another

candidate’s work will automatically be disqualified.

For further ideas on approaching essay writing see Chapter 7.5 in Studying at a

distance.
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4. Writing a Bibliography and In-text Referencing

You need to demonstrate in your assignment that you have read or consulted

relevant sources. This means that you need to provide a bibliography and also

include references in the text where appropriate.

The bibliography should be presented in alphabetical order of the author’s surname.

Research reading sources should be in a separate section from practical teaching

materials.

You need to include the author, title, date of publication and publisher:

Books:

Harris, M. & McCann, P. 1994 Assessment Heinemann

Articles:

Williams, M. 1999 Motivation in Language Learning ETP Issue 13

An article in a collection of essays:

Oxford, R. L. 1999 Anxiety and the Language Learner: new insights in Arnold, J. (ed)

Affect in Language Learning Cambridge University Press

Articles from websites:

There are two ways you can reference sources from a website, as in the examples

below. Note that the website is in italics.

Either a) Paquette, G. 1999. ‘Notes on English Composition.’

http://www.interbiotec.com/biow/tip/archive/on.html(17.12.02)

The date in brackets is the date of retrieval from the website and not the date it was

published on the website.

Or b) Felix, U. 2001 ‘The Impact of the Web on CALL-Parts 1-4.’ Retrieved August

15, 2001, from the World Wide Web http://historyofcall.tay.ac.uk

The bibliography should include only the reading you have specifically referred to

in the text. Do not include any text you have read but not explicitly referred to.

Also every source you mention in your assignment must be listed in the

bibliography. Remember that the reader of your assignment may want to check or

consult the titles you list.

In-text referencing: You also need to include references within the body of the text

itself if you are quoting directly or repeating what someone has written. This can be

done either by footnotes (for references and also brief definitions, not for key

definitions which are central to the assignment topic e.g. ‘bottom up processing’ or

‘collocation’) at the bottom of each page, or by references in brackets within the text

to indicate sources: (Parrot 2000). If you quote from an author, put the quote in

quotation marks and include the page number in your referencing. So, if you choose

to use brackets, you can write (Baxter 1997 p 52). There will then be a

corresponding full reference in the bibliography.
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5. Approach, Attitude and Motivation

Efficient reading, effective note-taking and coherent writing are all, of course,

elements of study technique. But there are other aspects of studying which, if you are

aware of them, can contribute to yet greater success and efficacy.

a. Approaching the Course Materials

We suggest you skim through the unit to see how it is made up, and you read the

formal assignments for the month before deciding which section you are interested

in starting with and how you will organise your time. At this stage you also need to

find out if there is anything you need to do before you ‘sit down’ to work on a section

in detail, e.g. a book you need, a bit of classroom research to conduct, a discussion

to have.

The course is designed to help you think through your current practice and ideas and

to guide your reading and experimentation. As such it uses a variety of tasks to

encourage these processes. Whilst some of these tasks are to be marked, most are

not. In order to derive the most benefit from these types of ‘process’ task, it is very

important to spend time on each one and not just skip to the commentaries /

appendices. You might like to use notes or mind-maps to help you think through a

task or you could discuss it with colleagues in-house or through the online Discussion

Forums. We give a guideline as to how long you should expect to spend on each

task.

The course is both linear and cyclical in nature, with each new topic being integrated

into the developing conceptual framework, and with interrelationships between all

aspects of learning and teaching being highlighted throughout. This means you can

move backwards and forwards on the CD Rom, especially when you are

investigating a topic for an assignment or an exam question.

b. Planning your Time

The work for each unit is expected to take a minimum of ten hours per week. If you

find yourself well under or well over the time this suggests you are probably either

under or overdoing things. Ultimately, however, the decision as to how much time to

devote to the coursework depends on your personal situation, your motivation, your

learning style and your efficiency. Although the work varies from month to month, a

typical amount of work will be:

1. Reading the material in the unit and doing the tasks.

2. Reading and researching a Portfolio Assignment.

3. Writing a draft and then a final version of the Assignment and uploading both.

4. Doing an Exam Question and uploading or faxing your answer to your Course

Tutor.

5. Planning an assessed lesson, giving it, and writing and uploading your postlesson

evaluation and action plan.

6. Logging on to the website regularly to check news items and contribute to

discussions on the forum.

7. Working on your Extended Assignment. Each month you will have a task to do to

contribute towards this.
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Task 4: Planning your Time

1. Write down all the free time you will have in a week to study, including the odd

five minutes travelling on the bus, train, etc.

2. Now allocate the work to the time slots you have available, e.g. tasks done in

pencil on the train and copied out at home, time spent reading in the library,

essays at home, etc.

3. This activity can help you to decide what sort of work you can do when, and

what time you have available for doing it.

Some ‘golden advice’ from people who have completed the Diploma in past years:

“Don’t get behind with the work or the work ahead will seem insurmountable and

you’ll get even further behind. There comes a time when you have to say, “That’s

good enough” and go on to another task. Better to achieve a 70% result on all the

tasks than obsess about getting a really good mark in one and not complete the

others.”

Ana

“Allow yourself a break from the work at times. You can overdo it and then actually

the work you do do isn’t as effective.”

Ivan

“Read around issues, but don’t go mad on them. For the theory part I used to read or

dip into about five books and a couple of articles and some coursebooks and that

was fine. Otherwise you could go on for ever.“

Paula

“Set yourself achievable tasks; if you are constantly not getting through the work you

set yourself, then you are setting unrealistic goals and you will become dissatisfied

and demotivated.”

Jon

If you find yourself in trouble over deadlines please email or phone the Course Coordinator

immediately to discuss the problem. Although we can only change

deadlines on an exceptional basis because Course Tutors’ timetables cannot be

reorganised, we may be able to help you adjust your own schedules and work

patterns to see why you are falling behind and how we can help.
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c. Motivation: Getting Started

Task 5: Getting Started

What techniques do you use for ‘getting started’ and overcoming inertia when it

comes to getting down to reading or writing?

Some useful techniques

Define the amount of work you’ll do and the length of time you will spend on it

before starting work.

Leave a ‘loose thread’ in your work which you can easily pick up on your return to

the work.

Set yourself a deadline and give yourself a system of rewards.

Tackle more difficult tasks when you are reasonably fresh and have a reasonable

period of free time ahead of you.

Remember, though, that people vary a lot in their patterns of working, so these ideas

may not be the best ones for you.

d. Personal Motivation

Following is an account from one course participant on a typical motivational

problem:

“About a quarter of the way into the course I got into a real panic because my

teaching started to deteriorate. Fortunately I checked this out with my Course Tutor

and some of my colleagues and found out that this seemed to happen to almost

everyone at some stage on a Diploma course. I suppose it’s because you’re

dismantling and reassessing your assumptions and what you do in class. It

reassured me to find out I wasn’t alone in this and actually shortly after that things got

better and I got my confidence back.” Clare

Clare’s experience isn’t an isolated one. Maintaining personal motivation can be a

challenge, and it is best to be aware of this issue from the beginning so that it is

easier to ward off a decline in interest and enthusiasm when you see it approaching.

Some causes are:

1. Confusion and drop in confidence.

2. Too much work.

3. Outside pressures.

4. Lack of personal support from others.

5. Lack of “another voice” against which to bounce off ideas.
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Warding off the onset of motivational decline can be done by talking yourself though

the low patch. Remind yourself of what your primary motivations are. Get them back

to the centre of your focus. If you “just feel fed up”, try to identify the elements in your

attitudes and environment which are leading to this. What exactly is making me feel

fed up? Am I bored? Am I confused by the materials and reading? Is there too much

pressure?

The problem will of course vary from individual to individual. Once the cause is

identified, the vital move to make is to ask yourself: “What steps can I take to reduce

the stress?” ‘Steps’ is the operational word. Solutions will only be achieved by

breaking the necessary action down into a number of small, manageable units or

steps. Make a plan of action. Don’t let the problems get out of hand or they may

seem insurmountable. Speak to people early on, to your colleagues, your Local or

Course Tutor; or phone or email the Course Co-ordinator in London to talk things

over.

Finally remember that all learning is essentially self-learning and is achieved from

self-motivation. Success – and success on this course – depends to a large extent on

real interest in and commitment to your own professional development, so keep your

long-term goals uppermost in your mind and refer to them frequently.

It is also useful to read Chapter 1 in Studying at a distance, which has informative

sections on considering your own motivation, qualities required of a distance learner

and considers problems you may encounter during the course. Forewarned is

forearmed!

Conclusion: Styles of Study and Learning

This section has attempted to introduce you to a variety of techniques and

approaches to studying in order for you to make the most economic and effective use

of your time and effort. Some of the ideas may have been new, others may have

been ones you have already used and / or rejected. What is important is that you

have had the opportunity to assess your own study skills, since you may not have

been in a ‘study situation’ for several years, and now is probably the right time to look

at them again. The strategies you adopt this time may be the same as those you

adopted the last time you studied, or they may need to be adapted to meet the new

needs of the course and the different circumstances you find yourself in. In the end

your style of studying is an individual choice and you need to decide on the most

effective strategies for you.

For further ideas on knowing yourself as a learner read Chapter 2 in Studying at a

distance.
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Section 5: Lesson Planning

Summary

In this section we will be discussing lesson planning in general and then focussing on

what is required in a DELTA lesson plan and commentary. We will also be

introducing the issue of timetabling, something which will be further developed later

in the course.

Contents

1. Introduction

2. Components of a DELTA Assessed Lesson Plan

2.1 Writing Lesson Aims

2.2 Writing the Preliminary Information

2.3 Writing the Procedure

3. Writing a Commentary to Accompany the Lesson Plan

4. Checklist for Lesson Planning

5. Your Relationship to the Plan

6. Introduction to Timetabling
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1. Introduction

Task 1: Current Practice

Discuss these questions:

1. How much time do you usually spend planning lessons and what does this

depend on?

2. Do you write a plan? If so, what do you include?

3. How closely do you tend to follow your plan in practice?

4. Do you keep old lesson plans?

5. Has your approach to planning changed? Do you envisage further changes?

6. What are the pros and cons of writing a formal lesson plan for assessed

lessons?

See Appendix 6 for some suggested pros and cons

Most teachers have some idea in advance of any lesson they are about to teach, i.e.

an idea of what they’ll try to cover and how, but few teachers prepare their lessons in

detail. Lesson planning is both an important and useful skill and is a requirement for

the purposes of the formally assessed DELTA lessons. During the course you will be

encouraged both to look at and write a range of lesson plans. Even though

subsequently you will almost certainly choose to plan your lessons more skeletally,

the practice you will have gained in thorough and disciplined planning will provide a

store of experience and insight for more effective planning in the future.

Lesson planning and timetabling are sometimes seen as a chore, but in fact the

advantages of planning are evident, for the learners, the teacher, and anyone

observing the lesson.
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2. Components of a DELTA Assessed Lesson Plan

On the Distance DELTA for the formally assessed lessons you will need to write full

lesson plans. We would highlight in particular the value of writing these formal,

structured plans as a means of professional development during the course.

Following are the assessment criteria for DELTA assessed lessons from the

Cambridge DELTA Syllabus and Assessment Guidelines (3rd Edition)

Successful candidates must submit:

6. i. a brief profile of the learners

ii. a lesson plan which:

a. states the needs and level of the specific group

b. sets out a clear focus for the lesson in terms of aims and objectives

c. describes and sequences appropriate procedures planned to

achieve these aims

d. outlines any links between this lesson, the previous lesson and the

next lesson

e. anticipates the problems and strengths of the group

f. identifies appropriate materials / resources to be used

g. assigns realistic and appropriate timing

h. contains a sourced copy / copies of the materials.

7. a commentary, of not more than 500 words, which:

i. links the learners’ needs, the content and approach of the lesson,

and the reading and research in Part 1.

j. shows how the systems focus of the lesson relates to supporting

skills work, or vice versa.

In the following sections we will look at the individual components in detail:

2.1. Writing Lesson Aims

We rarely go on a journey with no idea of a destination or cook a meal without a

specific dish in mind. This having been said, of course, we sometimes do simply get

in the car and go where the whim takes us, or we combine ingredients in a new way

without knowing the end result. Likewise we could decide in a lesson to work from

the learners’ contributions with no clear idea where the lesson will end up. Indeed an
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approach such as Community Language Learning or more recently from the dogme

‘school’ (see www.teaching-unplugged.com) is mostly learner-driven in terms of

lesson content. These kinds of lessons have a real value and you might well decide

that this is the approach you prefer.

However, usually when we go into a classroom we have an idea of what we want to

achieve, and for formally observed lessons in particular the observer will rely a great

deal on your stated aims to assess the effectiveness of the lesson, so it is vital to

specify these aims as clearly as possible. The first place to start is to identify the

difference between aims and activities.

Task 3: Aims and Activities

Divide the following into lesson aims, personal aims* and activities:

1. To do a role-play of a job interview.

2. By the end of the lesson, the learners will have understood the meaning of eight

verb collocations with money (save, spend (on), waste, owe, invest (in), give

away, earn, make) and they will have had the opportunity to use these in a

restricted and a more authentic way.

3. To try to keep more closely to estimated timings by quickening the pace,

particularly during the language clarification stage.

4. To do an information gap activity where learners ask about each other’s daily

routines and then give feedback on these.

5. To do the reading on page 132 of the coursebook and then go onto a

discussion based on it.

6. To keep instructions clear and well staged. Particularly to avoid repeating and

rephrasing each instruction and giving them all at once.

7. To teach ‘going to’ for future plans.

8. By the end of the lesson the students will be better able to give a short talk

about their job and what it involves.

(*a feature of your teaching you are seeking to improve)

See Appendix 7

Once you have sorted out the difference you can become more discriminating when

writing aims.
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Task 4: Improving Aims

Look back at the three real lesson aims above and decide:

Which ones are clearly expressed and why?

Which ones could be better expressed and why?

Commentary on Task 4

Aim 2 is clear in some respects: we know that it is a lesson on lexis, we know exactly

what that lexis is and we know the learners will be practising it. It is also expressed in

terms of outcomes for the learners (‘By the end of the lesson, the learners will

have…’). We don’t know, however, whether the practice is going to be written or

spoken, and it would be helpful to know more about the context in which they will be

practising. Will they be relating it to their personal experiences or perhaps discussing

cross-cultural questions about money, or maybe writing a story using the

collocations?

You might have decided that Aim 7 is not satisfactory. It doesn’t tell us which use and

which forms of ‘going to’ are going to be covered. (i.e. positive statements, WH

question form, etc.) It would be almost impossible to assess whether the lesson is

successful because a teacher can stand up and ‘teach’ something, but that doesn’t

mean the learners will learn it. It gives no indication of whether the learners will be

expected to use the target form or just to understand it, or whether the teacher wants

them to write it or to use it in speaking. If the teacher wants them to produce it orally,

what context will they be using it in? For example, will they be presenting a business

plan to a client or talking about their plans for the weekend?

We might, therefore, rewrite this aim in the following way for an elementary group:

By the end of the lesson, learners will be able to ask and answer about their plans

for the weekend using ‘be going to + verb’ (WH and yes/no question forms; short

answers; positive and negative statements; first and second person singular).

Likewise, aim 8 is rather wide in its scope and needs pinning down. It is very clear

that the learners will be speaking, but how does the teacher intend to help them to

“be better able to” do the task? Here extra information could be added as follows:
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By the end of the lesson, the students will be better able to give a short talk about

their job and what it involves.

This will be done by:

1. Focussing on and practising fixed expressions (I work for…, as a(n)…. in the

department, I am responsible for… see H/out 1 for a full list)

2. Raising awareness of and practising the division of the presentation into

‘chunks’ and using rising and then falling intonation to show whether an

utterance is unfinished or finished.

From these examples, you can begin to see that it is usually more effective to try to

write aims from the learners’ point of view. To summarise:

Lesson aims need to:

be written from the learners’ point of view and focus on learner achievement,

preferably in the real world

be precise: e.g. Which forms of a verb? Which meaning? Which listening

subskill? Which text type or genre?

be prioritised and differentiate between main and subsidiary aims

be aims, not activities

be achievable / realistic, but also challenging

If you are unsure about the aims of your lesson, you might ask yourself:

“What is it that learners will be able to do better by the end of the lesson that they

couldn’t do at the beginning, with what language, using what skills, in what context?”

This might involve improving their ability to use a piece of new language or to read a

certain type of text more confidently, or to become more confident and accurate in

using language they have encountered before (in a lesson that involves a fair amount

of revision). You will probably have one or at the most two main aims, but you can

include subsidiary aims. In the DELTA assessed lessons each of the lessons must

have language as the main aim with supporting skills work, or skills work as the

main aim with supporting language work.
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Task 5: Writing Aims

Work in pairs or groups. Below are examples of a) poorly and b) better expressed

aims in each case.

1. identify what makes b) better than a)? Make a list.

2. if the main focus is on language, what is the supporting skills focus and if

the main focus is on skills work what is the supporting language work?

1. a) To present and practise the present perfect.

b) By the end of the lesson, learners will have asked / answered about their

experiences. This will be done by:

introducing and practising the Present Perfect Simple (second person

singular “yes/no” question form, e.g. Have you ever been to Rome? )

contrasting this briefly with the Past Simple used when a definite time is

mentioned ( e.g. Yes, I was there last year )

giving controlled and freer oral practice of this.

Main focus:

Supporting focus:

2. a) To practise writing passives of all tenses.

b) By the end of the lesson, learners will have improved their writing of objective

scientific reports by:

identifying the overall organisation of a typical report (see H/out2)

identifying the prevalent use of passives in such reports

doing restricted practice in writing parallel texts

Main focus:

Supporting focus:

3. a) To introduce and practise language for shopping and complaints.

b) Main: By the end of the lesson the learners will be better able to participate in a

semi-formal conversation in shops to complain about goods.

They will have been introduced to and practised 7 lexical items / phrases

to describe problems with goods (it shrank, the colours ran, it doesn’t

work, it’s scratched, it’s got a mark/stain on it, it’s got a hole in it, it’s torn).

They will become more accurate and confident in using phrases they have

previously learnt for making requests (I’d like a refund, could I speak to the

manager, could you exchange it?).
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They will become more aware of the typical discourse pattern of a

transactional exchange of this type (greeting - narrative - request - request

for further information - conclusion).

Subsidiary: The learners will practise listening to pick out specific phrases from

this type of conversation, and to notice intonational features (specifically, key).

Main focus:

Supporting focus:

4. a) To develop students’ ability to understand conversations.

b) Main: By the end of the lesson, learners will have become more confident

about their listening skills by being shown that they can infer and pick out key

information from an informal, interactional conversation (much of which they

cannot understand), by identifying the prominent (stressed) words, and by being

given plenty of practice in this.

Subsidiary: Learners will have revised lexical phrases to ask for clarification (I’m

sorry, I don’t quite follow you; sorry, I’m not with you; you’ve lost me, can you go

over that again?)

Main focus:

Supporting focus:

5. a) To improve learner autonomy.

b) Main: By the end of the lesson, learners’ will have increased their

independence by being shown how to use dictionaries to discover the connotation

of words, and by being given practice in doing so.

Subsidiary: By the end of the lesson, learners will have activated some of the lexis

(personality adjectives) in a freer way by talking about their own personalities.

Main focus:

Supporting focus:

See Appendix 8 for answers to part 2.

A final note: Be careful about using the expression ‘to raise awareness of…’ when

phrasing your aims. This is because it can be difficult to demonstrate to an observer

that you have ‘raised awareness of ‘ anything and you would need to include a stage

in your lesson where you could provide evidence that you have done this.* It can also

become an excuse for not helping the learners to use or recognise new language in

some form of skills work. This is not to say do not use this expression - it can be

particularly useful in stage aims - but please do so judiciously.
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*Indeed this could also stand when you state that you want to improve learners’

ability to do something. A case, therefore, for a stage somewhere in this or a

previous lesson where you check to see how well learners can already do

something?

2.2. Writing the Preliminary Information for a Lesson Plan

This includes everything in the lesson plan before you begin describing the

procedure (points 6 i and ii a, b, d, f of the Criteria). You need to include:

Learner Profile: For this section, you need to give a brief overall picture of the group

including a short description of their needs (see below) and the group dynamics.

Don’t forget to say whether it is a monolingual or multilingual group and where the

students come from. Make sure that you also refer to the length of the course, the

frequency, time and length of the lessons.

In addition, choose a few of the most interesting students in your class to write a

more detailed profile of (see the table below). It is a good idea to include the weakest

and strongest members of the class as well as any learners who have problems or

issues that an observer could not know from watching the class. When mentioning

their strengths and weaknesses do not mention everything you know about their

abilities – only focus on areas that are relevant to the aims of the particular lesson

you are teaching.

Class level: Intermediate Time: lesson 9.30-11.00; obs – 9.40-10.40

Type of lesson: Language systems – grammar; skills - speaking

Details of specific students:

Name Age

Nationality

Length of

stay

Reason for Learning Strengths (S) and

Weaknesses (W)

Other comments

Yuriko 23

Japanese

17 weeks To get a better job. S Accurate grammar

when writing, but

makes basic mistakes

when speaking.

W Rather basic

vocabulary in

unfamiliar subjects

Lovely, cooperative

member of the

group.

Yoon 23

Korean

12 weeks To study MA in

economics. FCE in

June.

S – Good knowledge

of grammar for this

level and generally

accurate

W – Speaking very

quiet. Problems with

sounds and word

stress.

Has been sick and

missed several

days last week.

Etc….
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Needs: Write a brief summary of the group’s overall needs. You can include their

reasons for studying English and the needs you have identified whilst teaching them.

Date: For administrative records.

Level: Beginners, Elementary, Intermediate, Upper Intermediate, FCE, Advanced,

CAE, CPE, not Level 1, 2, 3 as this will be specific to your institution. You can use

published material as a yardstick for the level, e.g. a Beginners group would typically

be working from a Starter level course book. Please note that your observed Portfolio

Assignments must include 2 distinct levels from 1. Elementary/ Pre Intermediate, 2.

Intermediate and 3. Upper Intermediate/ Advanced. FCE classes are usually

considered Intermediate although a particularly strong class might be considered

Advanced. Aim for a range of levels: for example Upper Intermediate and Advanced

would not be considered different enough. Note that PA2 (the Experimental Practice

assignment) is not included as the lesson is unassessed.

Time: The duration of the lesson. Formally assessed lessons need to be a minimum

of 40 and a maximum of 60 minutes.

Number of Students: You will also need to ensure that in each assessed lesson you

have a minimum of 5 adult learners and on one occasion a minimum of 10. Your

Tutor will complete this information after your lesson. Note that PA2 is not included,

as the lesson unassessed.

Overall / Main and Subsidiary Aims / Objectives: See 2.1 above.

Timetable Fit

This shows how your lesson fits into a sequence of lessons you have timetabled and

is not a “one off.” You can use headings here:

Link with previous lesson(s): Indicate how your lesson relates to the lesson

that has gone before, or to previous lessons or ‘threads’ in the course. If you are

using a coursebook with the class, indicate the work you have covered which is

relevant to the lesson. In our experience teachers tend to include unnecessary

information here. For example, if you are focussing on past simple question

forms, it is relevant that your learners know how to make present simple

questions. It is not, however, relevant that they know about countable and

uncountable nouns. If your lesson is on a new topic, then do not invent a spurious

link. However, you could talk about the overall syllabus / skills / language balance

of the course and how you lesson fits with this.

Link with next lesson(s): Indicate how the lesson will be consolidated in the

next lesson(s). You could also mention ways you intend to work further on any

aspect during future lessons.

Strengths of the group (in relation to this lesson)

Here you can specify:

Language: what language you assume the learners will already know (e.g. lexis,

grammar, phonology, discourse) without which you could not easily introduce the

new item(s).

Skills: the level of ability learners have with skills and / or sub-skills which will help

with the skills work in the lesson.
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Anticipated problems and solutions (in relation to this lesson)

These should be the specific things students might have problems with in relation to

the aims, activities and materials in your lesson, together with solutions for each

problem.

Thinking this through carefully will help

you plan more effectively

you feel more confident about dealing with questions in class

your observer to see your ability to analyse systems and skills

We suggest you use headings; you can select those which are relevant to the focus

of the lesson and the group of learners:

Linguistic Problems

Meaning: Specify exactly which aspects could cause problems

Appropriacy: Is there anything about the medium (written / spoken / a

certain genre) or style (formal / informal) that would need to

be pointed out?

Form: This includes grammatical form, word order, morphology,

associated grammatical patterns (after verbs, conjunctions

etc.), spelling, and any associated punctuation.

Phonology: Rhythm, stress, intonation, and sounds, including features of

connected speech. Be specific, for example write any difficult

sounds in phonemic script.

The effect of L1: Are there any ‘false friends’, are there likely to be particular

linguistic problems for a nationality?
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Other problems

Level of skill: In general or with certain members of the group (for example

in a multilingual group there may be widely different reading

speeds).

Sub-skills: Are there any sub-skills which will be challenging for the class

(e.g. hearing the main stress in a phrase; deducing the

meaning of a word from its components if learners do not

come from a Romance language background)?

Learning context: Location, time of day, etc.

Learners as people Group dynamics or individual issues.

Class Management: Issues of complicated task setting.

Socio-cultural: Is there anything unfamiliar about the topic, the genre or the

methodology which would need special care?

Be thorough but also be selective. Don’t invent unrealistic problems for the sake of it!

Select from the list above and always focus on your particular group of learners.

However, remember that whenever there is a focus on new language (i.e. in

every lesson) as a main or a subsidiary focus, you need to include relevant

information about linguistic problems. In our experience many course participants

do not provide enough depth of analysis here and tend only to focus on problems to

do with class management or group dynamics. NB. Don’t forget to write the

solutions!
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The following task can help you both with your lesson plan and the background

assignment for PA1.

Materials and resources

List and provide a hard copy for your observer of any published material. Make

sure that you acknowledge the title, the author/s, the publisher and the date, e.g.

Dellar, H. & Hocking, D. 2000 Innovations LTP. Remember it is illegal to

photocopy any material from workbooks and that you need to comply with any

institutional or national regulations regarding photocopying.

Include a reference to and copy of any home-made worksheets or overhead

transparencies. If you have numerous handouts, it will help the observer if you

number them and use these numbers in your plan. We strongly recommend also

that you provide a completed version of all tasks. This will help you spot any

difficulties (e.g. typos) and help the observer to see what you expect.

List any tapes, visual aids, realia you intend to use.

Task 6: Anticipating problems

For the following language items and classroom activities, in each case:

a) Refer to a teaching context you are familiar with.

b) List the problems you could anticipate in this context.

c) Discuss your ideas with colleagues who have experience of different contexts.

d) What solutions could you suggest?

Question tags

Fluency work: a discussion on scientific developments such as being able to

choose the sex of your baby

Listening to a video extract from a London-based soap opera

Reading an authentic magazine story leading to a focus on lexical items such

as suggested doing, be reluctant to do, tried to get someone to do,

refused to do, eventually persuaded someone to do

Writing a CV for a job with an American firm

Task 7: Anticipating Problems for PA1: Website Task

1. Log onto the website and go to the forums section. Start a topic: Problems

with (add your language area for PA1). Write a message about the

problems some of the learners from your normal teaching situation might

have with this language. Think about meaning, appropriacy, form and

phonology. Finish off by asking your colleagues for their input.

2. Look at your colleagues’ messages and add ideas about problems your

learners might have with the area.
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NB Do not scan and upload published materials because these take up too much

space, particularly if there are any visuals. During the distance part of the course, as

long as the published material is well known and easily available, Course Tutors can

find copies. Alternatively you can fax materials to tutors. You can attach hard copies

of materials and visual aids to your assignments in your portfolio when you submit it

at the end of the course.

Personal Aims (optional)

Here you can specify particular areas you are working on in terms of your continuing

professional development. You could choose to relate these to some of the action

points you have identified in previous assignments and / or to particular challenges

you find with the type of lesson you are giving or the learners in the class.

2.3. Writing the Procedure

Firstly, if we consider what needs to be included under this heading, the answer is

that it depends on who is going to see the lesson plan. The main criterion for the

procedure, besides being clear and logical, is that it should make the lesson

reconstructable; in other words (a) don’t write a play (a word-for-word script), and

(b) don’t write it in such brief note form that only you understand it. Give just enough

information so that a thinking teacher could reconstruct / teach your lesson from the

lesson plan. When teaching the lesson, you may wish to have a simpler working

document for yourself which shows major stages, concept questions, board plan, etc.

with boxes, arrows, stars or highlighted features. Some people even like to use a

series of small coloured cards which carry instructions and contain the main points of

a particular stage so that they can be easily referred to during the lesson.

We suggest you try a tabular layout style for the Procedure part of the lesson. This

will help you to check whether you are really clear on the aim for each stage, whether

your timing is realistic, whether you have provided sufficient variety of interaction, etc.

An example might be:

Stage

Time

Procedure Aim Interaction

1. Leadin

5 mins

Ask students if they like jogging / do

they ever jog in a city / have they

ever had any problems or heard of

any problems jogging in a city?

To arouse interest in

the topic prior to the

reading

Whole

group

You may find a landscape rather than a portrait format is more manageable.
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What needs to be included in the procedure?

A heading for each stage: This will help you to plan logically staged lessons and

make it clear for your observer / reader how the stages of the lesson develop.

E.g. “Test” stage / Language Focus / Listening / etc.

Timing: Show the amount of time you expect to spend on each stage / activity in the

lesson. Be realistic about this. A lot will depend on your experience and your

knowledge of the learners, and sometimes the timing can go wrong, but don’t be

afraid of being flexible in the lesson. The time you give to particular stages / activities

is often a reflection of what you perceive to be important in the lesson, so you will

need to make appropriate decisions about this. Remember to allow for thinking time

and don’t rush students (Criterion 6g).

A description of the procedure: This should make it clear what the learners and the

teacher will be doing at each stage. In any language focus stage it is a good idea to

indicate how you will clarify and check meaning, form and phonology, as relevant.

So, for example, you might draw a time-line or use phonemic

script/boxes/circles/arrows to show features of phonology. It is also often helpful to

include any board stage written out or attached as an appendix (Criterion 6c).

A clear definition of the aim of each stage: This is crucial and will help you to

make sure you have a clear rationale for each stage of the lesson (Criterion 6 b, c).

Identification of the interaction: This will help you see the overall balance of the

lesson in terms of learner-learner and learner-teacher focus. For example: pairs,

small groups, whole-class.

Task 8: Timing

Participants on Diploma courses generally find timing one of the most challenging

aspects of lessons.

1. Why do you think this is?

2. What can cause timing problems in a lesson?

See Appendix 9 for some ideas.

The following tips should prove useful:

Plan backwards. By this we mean start from the intended outcome of the lesson,

decide how much time the learners need to achieve this outcome and then start

apportioning time to the stages leading up to this outcome.

For example, if you decide that ‘by the end of the lesson learners will be better able

to tell a short anecdote about a childhood memory’, you might decide that you wish to

give them 15 minutes speaking time to do this in small groups and that after that you

want to do 5 minutes feedback work on what they have produced. This is then the

last 20 minutes of your lesson. Looking back on your lesson plan at this point you will

have to undertake some major surgery. Out will have to go that 3 minute warmer that

you know in your heart of hearts will really take 10 minutes. Be ruthless and cut out

all activities that do not contribute to your main aims.
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Plan for 50 minutes, knowing it will in reality take 60 (although you can write 55-60

minutes under the Time category)! Allow for the natural ebb and flow of interaction in

the lesson. You need to allow for unanticipated questions and natural exchanges,

and don’t want to tie yourself and the learners in a straitjacket so that you cannot be

responsive.

Plan flexi-stages and make it clear in the plan that if time is running short you will

jettison these stages. Of course, you must make sure that these are not stages

crucial to your aim. In the case above, for example, it would be highly inadvisable to

abandon the final speaking activity because this is fundamental to your lesson

objectives.

If you are still having difficulty with timing, you might wish to ask an observer to check

the pace of the class and also whether you are being realistic about the estimated

timings.

3. Writing a Commentary to Accompany the Lesson

Plan

As well as a lesson plan, you will also be writing a commentary, of not more than 500

words, which:

a) links the learners’ needs, the content and approach of the lesson and reading

and research in Part 1 (Criterion 7a).

b) shows how the systems focus of the lesson relates to supporting skills work, or

vice versa (Criterion 7b).

(Cambridge DELTA Syllabus and Assessment Guidelines)

The 500-word commentary is your chance to explain some of the thinking behind

your planning and your overall rationale.

a) Make links between the learners’ needs (and learning preferences) and the

content and chosen approaches / activities / materials in the lesson. Link this to

your background research (“As a result of reading about… I became interested

in… I decided to investigate whether….”). Use a heading here: Link between

learners’ needs / content and approach / reading and research.

b) Each lesson will have language as the main aim with supporting skills work or

skills as the main aim with supporting language work. Here then you can explain

the rationale for the balance you have chosen.

Following is a good example of part of a Commentary showing a clear link between a

listening skills main aim and a supporting language systems aim:

Skills/Systems Link

Skills: The learners will need to use top-down processing to understand

the news. They are using the Headway series, so on some level they

are already very familiar with this approach to listening. I hope to show

them that this skill has a practical application, and can be used outside

the British Council to understand real English.

A news report is ideal for this purpose because, while it contains rapid

native-speaker speech, it is free from false starts, repetition and highly

The Distance DELTA

Unit 1 Section 5 72

idiomatic or colloquial language. These are all things that they will have

to face sooner or later, but as this is the first time we have used an

authentic text (except pop songs) I wanted something that they would

be able to listen to with a high-level of comprehension.

Language: News reports can be a good way of consolidating the

present perfect, and this text contains three examples of it. This also

represents a good timetable fit, since they studied this last month.

However, I have decided to focus explicitly on the vocabulary that:

a. is essential to understanding the multiple choice questions (this

activity contains ambassador and surrounding).

b. is key for understanding the text.

c. would be useful to the students (I have included deal, surround,

consequences, neutral, but excluded embattled, strong-hold and airstrikes.)

Matthew Bristow September 2001.
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4. Checklist for Lesson Planning; Your Relationship to

the Lesson Plan

Below is a checklist which you can copy out and use throughout the Distance DELTA

course whenever you are preparing lessons:

Lesson Plan: Checklist

Date and Level

Time between 40 and 60 minutes

Profile of the Learners a description of the class / teaching context / particular

individuals

Learners’ Needs a brief summary of the needs of the group particularly

in relation to this lesson

Overall / Main Aim(s)

Subsidiary Aim(s)

either language as main aim with supporting skills work

or vice versa

Timetable Fit link with previous lesson(s) and with following lesson(s)

Language Analysis note analysis of grammar, lexis, discourse or

phonology

Strengths of the Group in relation to this lesson, what do you assume students

know/can do? You can also title this: Assumptions

Anticipated Problems and

Solutions

meaning / appropriacy, form, phonology of any

language being focused on (as a main or subsidiary

aim), L1 issues. Other: skills level, sub-skills, context,

the learners as people, classroom management, sociocultural,

as relevant

Materials / Resources credit all published materials. Provide copies of all

materials for your observer

Personal Aims optional

Procedure in enough detail to make the lesson reconstructable for

a reader. Include:

a heading for each stage

an aim for each stage

the procedure

timing

interaction

Commentary: Checklist (Maximum 500 words)

Link to Part 1 and Learners’

Needs

Explain your rationale for the lesson and the approach

you have chosen

Systems and Skills balance Show how the systems and skills work relate

NB The Commentary for the Resources and Materials Portfolio Assignment is

slightly different. Check carefully in the instructions for this Assignment.
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Having produced your lesson plan it is now worth considering your relationship to it.

You obviously will not want to follow it slavishly, neither will you want to diverge from

it so much that you fail to achieve any of your stated aims. Having designed the

lesson and taken into account the anticipated problems, the approximate timing, etc.,

the key word is flexibility. You should feel free to diverge from your lesson plan to

deal with any unanticipated learning difficulties that directly relate to your main aims.

This shows a willingness to respond to the classroom situation as it develops, and

you will be given credit for doing this. It is not a good idea to ‘plough on’ with your

lesson plan, regardless of the fact that learners have not understood the concept or

do not know what to do in pairs. You cannot achieve your aims if this is the case, so

do not be afraid to go back and clarify / reintroduce / check concept again, or stop the

class and repeat your instructions.

Remember, having prepared the plan, your skill as a teacher now is to execute the

lesson, and this involves you in making a whole series of decisions as the lesson

progresses. You need to show sensitivity to learners and their difficulties and an

ability to respond appropriately. So do not be afraid to be flexible, show confidence

and independence, and if you do not follow your lesson plan exactly then in your post

lesson evaluation explain why you decided to diverge from it.

The “Inside Story” - some quotes about lesson planning from previous DELTA

participants:

“Sometimes writing them was a pain in the neck!, but I actually found them very

useful because I need that kind of discipline to order my mind and it helped to have

thought about the lesson in so much detail… I personally found the class profile the

least useful thing, but the anticipated problems section played a big part in how

successful a lesson was…. Now I find I routinely think about possible problems when

I plan my lessons… Actually I can say in retrospect the experience was positive, you

never get the chance to spend that much time thinking about a lesson.” Devon

“I never used them in lessons. I always saw them as documents for someone else. I

had my own running order for actually working from…. They made me think a lot

more about aims - why I was doing things, and the pacing of lessons. My pace really

tightened up. I think they’re important for the observer because they know you know

what you’re doing. They can see the workings out…” Pippa

“I’d maybe start off with a general idea of the aim, then I’d work with the piece of

material or some ideas and see how it kind of grew naturally. I’d go back and rewrite

the aims much more exactly right at the end of the process. Generally having so

much time to spend thinking about a single lesson was fantastic. It really made me

think about why I was doing each activity.” Sean

“Our Tutor had a good way of putting it… he said it was like inviting someone to your

house for a meal. You don’t give them cheese on toast or order a takeaway, but you

lay on something a bit special, a kind of cordon bleu cookery to show what you are

capable of. So yes, it is a bit of a display, but it has to be like that I think, and it’s

certainly incredibly satisfying when the effort you’ve put in pays off.” Pete
The Distance DELTA

Unit 1 Section 6 75

Section 6: Professional Development

Summary

The whole DELTA programme is about professional development and in this sense

each unit will contribute to this aspect. Specifically, however, in Section 2 of this unit

we looked at changes you have already made in your teaching as a result of your

experience, awareness and intuition as a language teacher and learner. In Section 6

we will be looking at ways to assess the effectiveness of your classes and how to set

targets for improvement. In Unit 8, the exploration of Professional Development will

encompass areas such as further career avenues and more specialist skills

expansion.

Contents

1. Introduction to Self Appraisal

2. Evaluating a Lesson

3. Writing a DELTA Post-Lesson Evaluation and Action Plan

3.1. How can you go about it?

3.2. Writing the Evaluation: General Points

3.3. Writing the Action Plan

4. Classroom Based Observation and Classroom-Based Research

4.1. Classroom-Based Research

Reading
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1. Introduction to Self Appraisal

By the fact of committing yourself to a DELTA course you have made a significant

statement of intent. You have decided to invest considerable time, effort and money

on a specific course of professional development, motivated by the desire to improve

your teaching skills and probably your career prospects.

When setting out on a journey of professional development it is useful to know where

you are starting from even if you are not sure quite where you will end up. The

following grid will give you the opportunity to take a snapshot of your current view of

yourself. You might like to give a copy to your Course Tutor and your Local Tutor as

a basis for discussion/something for them to consider when observing your lessons.

Task 1: Self Appraisal

Take some time to complete the grid on the next page. Below are some

adjectives which you could to use to broaden your description, but do not feel

you have to use any of these. Indeed you might prefer to complete the grid

before looking at them.

We recommend you look back at this analysis after the Orientation Course and

again after a few months to see if you wish to see if your perceptions have

changed.

Some adjectives to think about:

confident, unconfident, flexible, rigid, experimental, routine, book-based, organised,

haphazard, accuracy-focused, fluency-focused, controlling, student-centred, intuitive,

entertaining, caring, teacher-centred, clear, knowledgeable, enthusiastic, bored
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Introduction to Self Appraisal: Name ..........................Date ...........

What kind of

teacher are you?

What are your three

greatest strengths

as a teacher?

What three areas of

skill, awareness or

knowledge do you

most need to

develop to become

more effective?

What criticisms

might be made of

your teaching that

you think are unfair?

Why would they be

made and why are

they unfair?
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2. Evaluating a Lesson

How do you normally evaluate the effectiveness of a lesson? Perhaps you have a

metaphor or mental picture of a successful class:

Task 3: A Good Lesson

Read the following metaphors, and choose two that appeal to you. Think of it

from the teacher’s and learner’s point of view. Be ready to explain your choice.

For me, a good lesson is like

a film a bungy jump shopping online

a rugby match consulting a surgeon a meal

a symphony a workout a conversation other?

Recommended additional Reading Lesson Art & Design (Thornbury, 1999)

Although it is impossible and indeed, undesirable to be prescriptive about a “good

lesson”, it should be possible to look for categories of teaching behaviour which

contribute to the learning process and the effectiveness of a class. These categories

can then provide a framework for analysis/evaluation. An example of such a category

might be “efficient class management”; a sub-category would be “clear instructions to

the learners”. In drawing up a list of features which make a lesson effective, perhaps

the most important principle is to view the lesson from the learners’ point of view.
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Task 4: Categories of Effective Teaching Behaviour

Work in a small group. Draw on your own experience as a language learner.

1. Make a list of the features of good lessons from the learners’ viewpoint.

2. For each one say what the implications are for the teacher, e.g.

Learner’s Viewpoint I know what to do in pair and group work.

Implications for Teacher To provide clear instructions and check

they have been understood.

3. Are some of these features more important than others? Try and decide on a

loose order of priority.

4. When you have finished your lists, refer to the Assessment Criteria for

Teaching in the Cambridge DELTA Syllabus and Assessment Guidelines

3rd Edition (page 20-21) and see how these relate to the items you have

identified.

3. Writing a DELTA Post-Lesson Evaluation and Action

Plan

As part of all the Portfolio Assignments which involve a lesson, you will be writing a

post-lesson evaluation and action plan of maximum 500 words. The criteria for this

are as follows:

At PASS level successful candidates can demonstrate in their post-lesson

evaluation that they can:

a) reflect on, review and evaluate their own planning, teaching and the learners’

progress; and, where relevant, their reading and research.

b) identify key strengths and weaknesses in the plan and its execution.

c) show how they intend to make changes and develop their own skills as a

teacher in response to their self-evaluation and, where appropriate,

structured feedback from learners and observers.

Cambridge ESOL: Syllabus and Assessment Guidelines (3rd Edition)

Most DELTA course participants have found this to be one of the most valuable

aspects of the course in that the process:

provides a reflection stage, necessary in any experiential learning.

helps you improve your self evaluation skills.
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puts you more in control of the evaluation process, rather than the observer.

acts as a record of your learning and development.

enables you to draw conclusions and to set yourself new goals.

helps you to find simple practical ways to develop your teaching skills.

3.1. How can you go about it?

Take about 15/20 minutes immediately after your lesson to make some initial notes.

Then reflect more fully on the lesson after some time has elapsed. You may find it

useful to start by writing at length about the lesson, for example, in a journal. (Indeed

you might decide to keep a journal for reflecting on your teaching more generally

during the whole programme). However, it is important that when you sit down to

write the full self evaluation that you will be handing in, your brain is ‘in neutral’; that

you don’t allow yourself to get a distorted view of the lesson because something

unnerved you. For instance, losing your place on a tape in front of a class can

embarrass you, but it rarely worries students - they have too many other things to

think about.

Be ready to comment positively and critically, and try to ensure that your self criticism

is constructive. If something went awry, try to work out why, and what you could do

another time to avoid the problem. If the lesson went really well, acknowledge that,

but identify why, and use the opportunity to expand and explore alternative ways of

approaching the same lesson.

You will need to organise your ideas into a framework of your own choosing.

Following are some ideas:

3.2. Writing the Evaluation: General Points

1. You only have 500 words, which also has to include the action plan, so you need

to prioritise. You certainly need to make it clear at some point whether you felt

the lesson was, in general, effective or not and why. A blow-by-blow account,

commenting on each stage, is unlikely to give the reader a sense of your overall

evaluation, and is probably impossible within the word limit anyway.

2. You should refer to the planning, the teaching and the learners’ progress.

Also try to include some reflection on the reading and research you have done

in relation to what happened in the lesson (a and b).

3. Make sure you cover key strengths and weaknesses (b), rather than listing trivial

points. You need to make the areas you choose explicit and in each case provide

evidence to support your claims.

Possible questions to ask yourself:

Framework A: Focus on Aims

In relation to strengths and weaknesses in the planning and teaching:

What were my aims? In retrospect, were these aims appropriate for these

learners?
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Were they achieved? Why? Why not? What evidence from the learners am I

basing this on?

If not, how could I have achieved them?

What have I learnt from this lesson? Does this relate in any way to the research I

did on the topic?

Framework B: A lesson viewed from the learners’ perspective:

How much did the learners contribute?

Did they learn anything useful or get significantly useful practice in anything?

What didn’t they learn (that I had planned to teach them)?

What problems did they have and why? Did I anticipate these? Did the students

go away confused?

What did they go away with?

How clear were the aims, and how clear was the teaching?

What have I learnt from this lesson? Does this relate in any way to the research I

did on the topic?

In order to gather this data it can help to look at your learners’ notebooks, talk to

them about the lesson, get them to complete a questionnaire, tape or video a lesson

(See section 4.2).

Making the most of your colleagues

It can be very valuable to gather objective comments from your colleagues on

various aspects of the lesson, the learners, or any particular areas of your teaching

you would welcome feedback on. You could ask the other teachers to look at specific

areas or, perhaps use one of the frameworks suggested above. You can design a

task for them or use a published task. Make the most of this opportunity for

“researching” your teaching (See section 4).

3.3. Writing the Action Plan

The idea of action planning originated in the field of management training, but can be

a valuable tool in any field of professional or personal development. In relation to the

assignment, this is the point at which you are showing how you intend to make

changes and develop your own teaching skills in respect of weaknesses in the

lesson.

When making an action plan, you need to set small-scale, realistic, measurable goals

for improvement and continued development in areas brought up by the lesson. You

will be giving examples of HOW you are going to achieve these goals; for example,

naming or describing some specific strategies, activities, techniques or research.

The following task will give you some pointers:
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Task 5: Writing Action Points

What is wrong with these action points and how could they be improved?

1. I’m going to improve my instructions.

e.g. Improved version: In my next lesson I am going to ask a colleague to

monitor my use of language when giving instructions to investigate why students

do not seem to be following me.

2. I’m going to give my students more space to think and ask questions.

3. I’m going to think about drilling more.

4. I’m going to speak more slowly.

5. I’m going to be more careful with my timing.

See Appendix 10 for some suggested rewrites.

One useful way to structure your action plan is as follows:

Make a table divided into two columns – the left-hand side one entitled ‘As a result

of….’ And the right-hand side one called ‘I have decided to….’ This means you can

stipulate clearly and directly from your plan or lesson stages (s) the areas you wish to

work on, and it encourages you to state exactly how you would do this.

See Appendix 11 for an example of a Self-evaluation and Action Plan using this

approach.

Remember the Action Plan should also make some reference to your development of

the area of research in the future, e.g. ‘I intend to implement the specific focus on

features of connected speech, used with this upper intermediate class, with an

elementary class to see whether they find it effective as an aid to deciphering

questions.’
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4. Classroom Observation and Classroom-Based

Research

In order to set targets for improving our teaching skills we first of all need to collect

some accurate data about our current practice and the effect this has on our

learners. One very effective way of doing this is by undertaking some classroombased

research.

4.1. Classroom-Based Research

In Action Research for Language Teachers Wallace (1998) defines action (or

classroom-based) research as “A method of professional self-development which

involves the systematic collection and analysis of data related to practice.” The

principle upon which this type of research is based is that, rather than getting help

from outside, via books or more experienced teachers, we ourselves investigate what

happens in our classes. We can also be proactive and set up small-scale

experiments and try to assess their effectiveness. The emphasis here is on ‘small

scale;’ something manageable and achievable and that is not going to take up too

much of our time or that of our learners.
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Task 6: Reading on Classroom-Based Research

Read one of the extracts below and make notes on the questions. Be ready to talk

about what you have read with another teacher.

1. Read Tasks for Language Teachers (Parrott, 1993), pages 17 – 24: Carrying

out small-scale research in the classroom.

a) What 3 research techniques does Parrott suggest? In each case does he

give any advice or highlight any potential problems?

b) In what particular situation does he see classroom-based research as being

valuable?

c) What does he say about scale and simplicity?

d) What, if anything, have you learnt from reading this?

2. Read The Language Teaching Matrix (Richards, 1990), Chapter 7: The teacher

as self-observer: self-monitoring in teacher development.

a) What does Richards mean by the terms ‘the open self, the secret self, the

blind self, the hidden self’?

b) What 3 methods does he refer to for self-monitoring? In each case does he

give any advice or highlight any potential problems?

c) Would you be interested in using any of the forms in the appendices? If so,

which one/s and why?

d) What, if anything, have you learnt from reading this?

4.2. A Practical Example

You are going to try out a simple piece of classroom-based research for Portfolio

Assignment 1. Start by identifying an area of interest. One option is to choose

something you are worried about generally in your teaching and which you have

highlighted in the self-appraisal grid (e.g. “My timing is all over the place.”).

Alternatively it might be something specifically connected to the lesson aims or to the

specific group (e.g. “I don’t think I allow my students enough time to think about a

grammar point. I tend to answer my own questions and interrupt them.” or “I think I’m

paying too much attention to the Italian and Brazilian students and am not making

enough space for the Korean and Japanese ones; I’m not used to multi-lingual

classes.”). Or it might be something of interest to you (e.g. “I want to try out a

dictogloss, but I’m unsure about the pacing / timing of it.” or “I want to experiment

with more learner-centred ways of encouraging accuracy.”).
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Task 7: Selecting an Area

Select an issue you wish to focus on in relation to the lesson and write it here:

Now you need to explore the problem further. Work with a partner. Try to generate

some questions about your chosen areas by asking who, what, why, where, when,

how questions. See Action Research for Language Teachers (Wallace, 1998)

Chapter 1, pages 8 – 10 for some examples of how to do this.

Task 8: Asking Questions

Write some questions of this kind about your chosen issue

The next step to take is to focus your enquiry. Read Action Research for Language

Teachers (ibid) page 24 – 27 to see how this might be done.

Task 9: Focussing the Enquiry

Write a focussed enquiry here: “In this lesson I want to investigate….”

Your aim in conducting this research is to collect some data. You already have ideas

from Parrot and Richards and have discussed some of the problems associated with

different types of data collection.
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Task 10: Data Collection

1. Put the following on a scale of objective / subjective data collection.

2. What advantages or problems can you see with each of these?

A tape of the lesson A video of the lesson

A questionnaire given to the learners Looking the learners’ homework

Chatting about the lesson afterwards with a colleague Other

A diary entry about the lesson An observer working with a task sheet

For the purposes of Portfolio Assignment 1, we focus on observers with a worksheet

and a learner questionnaire. Before you try designing these we will look briefly at the

whole area of observation.

4.3. Observation

How do you feel about being observed? Do you agree with Adrian Underhill that it is

a ‘privilege’ to have observers, or do you dread anyone watching your classes? In the

lesson for Portfolio Assignment 1 you may have three or four extra pairs of eyes at

the back of the room. How do you want to use this opportunity?

Sometimes part of the problem with being observed is that we feel out of control, or

that we are being judged. However, if we set the agenda and ask the observers to

focus on something specific/objective which we have chosen, the balance of ‘power’

can be redressed and we gain useful data on which to base our lesson evaluation.

The key here is to design a worksheet that will give us useful, measurable data. Your

tutor will give you some sample worksheets/tasks to evaluate in terms of usefulness

or you can look in Classroom Observation Tasks (Waynryb, 1992) for ideas. Look

in The Language Teaching Matrix (Richards, 1990), p126-7 for ideas on issues of

class management and interaction.

Task 11: Designing an Observation Worksheet

Look back at your ‘focussed enquiry’. Work alone or with a colleague and design

a worksheet for your observers for Portfolio Assignment 1. Make it as objective

as possible, e.g. not “What did you think of my instructions for task 2?” but:

“Monitor two students at each stage of the lesson.

1. Did they do each task as instructed?

2. Did they have to ask another student or the teacher what to do before they

could start the task? If so, why?”
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You might decide to ask some of your observers to do this and ask some to look at

the lesson more globally and subjectively. You are encouraged to include data from

this type of task in your post lesson evaluation.

Of course, you can video the learners and carry out the same type of observation

yourself, but it is much easier if a colleague will help you in this. When you return to

your school / institution, why not try to encourage some peer observation of this kind?

4.4. Collecting Data from the Learners

The best advice here is to keep your learner questionnaire simple and anonymous.

Learners may not feel comfortable criticising their teacher and they do not have time

to spend on long, complicated form-filling. Simple questions seem to be most

effective, such as:

Do I speak: too fast / too slowly / just right?

too loudly / too quietly / just right?

too much / too little / just right?

What did you learn or practise in this lesson?

How useful was this lesson? 1 2 3 4 5

The data gathered in this way can really help you understand what is actually going

on in learners’ heads and give you insights and starting points for change. We would

also encourage you to include this type of feedback in your written self-evaluations all

through the course.

4.5. Conclusion

The idea behind classroom-based research is that it sets up a ‘virtuous circle’ or

‘spiral’ of continuous structured reflection. Of course, in the identification and

reflection stages you might refer to books, lectures, or colleagues for more data and

insights. In basic diagram form then, the process might look like this:

Conduct

smallscale

research

Identify

an issue

or

problem

Gather

and

analyse

data

Initiate

change

Reflect

on the

data
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Section 6: Professional Development

Summary

The whole DELTA programme is about professional development and in this sense

each unit will contribute to this aspect. Specifically, however, in Section 2 of this unit

we looked at changes you have already made in your teaching as a result of your

experience, awareness and intuition as a language teacher and learner. In Section 6

we will be looking at ways to assess the effectiveness of your classes and how to set

targets for improvement. In Unit 8, the exploration of Professional Development will

encompass areas such as further career avenues and more specialist skills

expansion.

Contents

1. Introduction to Self Appraisal

2. Evaluating a Lesson

3. Writing a DELTA Post-Lesson Evaluation and Action Plan

3.1. How can you go about it?

3.2. Writing the Evaluation: General Points

3.3. Writing the Action Plan

4. Classroom Based Observation and Classroom-Based Research

4.1. Classroom-Based Research

Reading
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1. Introduction to Self Appraisal

By the fact of committing yourself to a DELTA course you have made a significant

statement of intent. You have decided to invest considerable time, effort and money

on a specific course of professional development, motivated by the desire to improve

your teaching skills and probably your career prospects.

When setting out on a journey of professional development it is useful to know where

you are starting from even if you are not sure quite where you will end up. The

following grid will give you the opportunity to take a snapshot of your current view of

yourself. You might like to give a copy to your Course Tutor and your Local Tutor as

a basis for discussion/something for them to consider when observing your lessons.

Task 1: Self Appraisal

Take some time to complete the grid on the next page. Below are some

adjectives which you could to use to broaden your description, but do not feel

you have to use any of these. Indeed you might prefer to complete the grid

before looking at them.

We recommend you look back at this analysis after the Orientation Course and

again after a few months to see if you wish to see if your perceptions have

changed.

Some adjectives to think about:

confident, unconfident, flexible, rigid, experimental, routine, book-based, organised,

haphazard, accuracy-focused, fluency-focused, controlling, student-centred, intuitive,

entertaining, caring, teacher-centred, clear, knowledgeable, enthusiastic, bored
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Introduction to Self Appraisal: Name ..........................Date ...........

What kind of

teacher are you?

What are your three

greatest strengths

as a teacher?

What three areas of

skill, awareness or

knowledge do you

most need to

develop to become

more effective?

What criticisms

might be made of

your teaching that

you think are unfair?

Why would they be

made and why are

they unfair?
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2. Evaluating a Lesson

How do you normally evaluate the effectiveness of a lesson? Perhaps you have a

metaphor or mental picture of a successful class:

Task 3: A Good Lesson

Read the following metaphors, and choose two that appeal to you. Think of it

from the teacher’s and learner’s point of view. Be ready to explain your choice.

For me, a good lesson is like

a film a bungy jump shopping online

a rugby match consulting a surgeon a meal

a symphony a workout a conversation other?

Recommended additional Reading Lesson Art & Design (Thornbury, 1999)

Although it is impossible and indeed, undesirable to be prescriptive about a “good

lesson”, it should be possible to look for categories of teaching behaviour which

contribute to the learning process and the effectiveness of a class. These categories

can then provide a framework for analysis/evaluation. An example of such a category

might be “efficient class management”; a sub-category would be “clear instructions to

the learners”. In drawing up a list of features which make a lesson effective, perhaps

the most important principle is to view the lesson from the learners’ point of view.
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Task 4: Categories of Effective Teaching Behaviour

Work in a small group. Draw on your own experience as a language learner.

1. Make a list of the features of good lessons from the learners’ viewpoint.

2. For each one say what the implications are for the teacher, e.g.

Learner’s Viewpoint I know what to do in pair and group work.

Implications for Teacher To provide clear instructions and check

they have been understood.

3. Are some of these features more important than others? Try and decide on a

loose order of priority.

4. When you have finished your lists, refer to the Assessment Criteria for

Teaching in the Cambridge DELTA Syllabus and Assessment Guidelines

3rd Edition (page 20-21) and see how these relate to the items you have

identified.

3. Writing a DELTA Post-Lesson Evaluation and Action

Plan

As part of all the Portfolio Assignments which involve a lesson, you will be writing a

post-lesson evaluation and action plan of maximum 500 words. The criteria for this

are as follows:

At PASS level successful candidates can demonstrate in their post-lesson

evaluation that they can:

a) reflect on, review and evaluate their own planning, teaching and the learners’

progress; and, where relevant, their reading and research.

b) identify key strengths and weaknesses in the plan and its execution.

c) show how they intend to make changes and develop their own skills as a

teacher in response to their self-evaluation and, where appropriate,

structured feedback from learners and observers.

Cambridge ESOL: Syllabus and Assessment Guidelines (3rd Edition)

Most DELTA course participants have found this to be one of the most valuable

aspects of the course in that the process:

provides a reflection stage, necessary in any experiential learning.

helps you improve your self evaluation skills.
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puts you more in control of the evaluation process, rather than the observer.

acts as a record of your learning and development.

enables you to draw conclusions and to set yourself new goals.

helps you to find simple practical ways to develop your teaching skills.

3.1. How can you go about it?

Take about 15/20 minutes immediately after your lesson to make some initial notes.

Then reflect more fully on the lesson after some time has elapsed. You may find it

useful to start by writing at length about the lesson, for example, in a journal. (Indeed

you might decide to keep a journal for reflecting on your teaching more generally

during the whole programme). However, it is important that when you sit down to

write the full self evaluation that you will be handing in, your brain is ‘in neutral’; that

you don’t allow yourself to get a distorted view of the lesson because something

unnerved you. For instance, losing your place on a tape in front of a class can

embarrass you, but it rarely worries students - they have too many other things to

think about.

Be ready to comment positively and critically, and try to ensure that your self criticism

is constructive. If something went awry, try to work out why, and what you could do

another time to avoid the problem. If the lesson went really well, acknowledge that,

but identify why, and use the opportunity to expand and explore alternative ways of

approaching the same lesson.

You will need to organise your ideas into a framework of your own choosing.

Following are some ideas:

3.2. Writing the Evaluation: General Points

1. You only have 500 words, which also has to include the action plan, so you need

to prioritise. You certainly need to make it clear at some point whether you felt

the lesson was, in general, effective or not and why. A blow-by-blow account,

commenting on each stage, is unlikely to give the reader a sense of your overall

evaluation, and is probably impossible within the word limit anyway.

2. You should refer to the planning, the teaching and the learners’ progress.

Also try to include some reflection on the reading and research you have done

in relation to what happened in the lesson (a and b).

3. Make sure you cover key strengths and weaknesses (b), rather than listing trivial

points. You need to make the areas you choose explicit and in each case provide

evidence to support your claims.

Possible questions to ask yourself:

Framework A: Focus on Aims

In relation to strengths and weaknesses in the planning and teaching:

What were my aims? In retrospect, were these aims appropriate for these

learners?
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Were they achieved? Why? Why not? What evidence from the learners am I

basing this on?

If not, how could I have achieved them?

What have I learnt from this lesson? Does this relate in any way to the research I

did on the topic?

Framework B: A lesson viewed from the learners’ perspective:

How much did the learners contribute?

Did they learn anything useful or get significantly useful practice in anything?

What didn’t they learn (that I had planned to teach them)?

What problems did they have and why? Did I anticipate these? Did the students

go away confused?

What did they go away with?

How clear were the aims, and how clear was the teaching?

What have I learnt from this lesson? Does this relate in any way to the research I

did on the topic?

In order to gather this data it can help to look at your learners’ notebooks, talk to

them about the lesson, get them to complete a questionnaire, tape or video a lesson

(See section 4.2).

Making the most of your colleagues

It can be very valuable to gather objective comments from your colleagues on

various aspects of the lesson, the learners, or any particular areas of your teaching

you would welcome feedback on. You could ask the other teachers to look at specific

areas or, perhaps use one of the frameworks suggested above. You can design a

task for them or use a published task. Make the most of this opportunity for

“researching” your teaching (See section 4).

3.3. Writing the Action Plan

The idea of action planning originated in the field of management training, but can be

a valuable tool in any field of professional or personal development. In relation to the

assignment, this is the point at which you are showing how you intend to make

changes and develop your own teaching skills in respect of weaknesses in the

lesson.

When making an action plan, you need to set small-scale, realistic, measurable goals

for improvement and continued development in areas brought up by the lesson. You

will be giving examples of HOW you are going to achieve these goals; for example,

naming or describing some specific strategies, activities, techniques or research.

The following task will give you some pointers:
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Task 5: Writing Action Points

What is wrong with these action points and how could they be improved?

1. I’m going to improve my instructions.

e.g. Improved version: In my next lesson I am going to ask a colleague to

monitor my use of language when giving instructions to investigate why students

do not seem to be following me.

2. I’m going to give my students more space to think and ask questions.

3. I’m going to think about drilling more.

4. I’m going to speak more slowly.

5. I’m going to be more careful with my timing.

See Appendix 10 for some suggested rewrites.

One useful way to structure your action plan is as follows:

Make a table divided into two columns – the left-hand side one entitled ‘As a result

of….’ And the right-hand side one called ‘I have decided to….’ This means you can

stipulate clearly and directly from your plan or lesson stages (s) the areas you wish to

work on, and it encourages you to state exactly how you would do this.

See Appendix 11 for an example of a Self-evaluation and Action Plan using this

approach.

Remember the Action Plan should also make some reference to your development of

the area of research in the future, e.g. ‘I intend to implement the specific focus on

features of connected speech, used with this upper intermediate class, with an

elementary class to see whether they find it effective as an aid to deciphering

questions.’
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4. Classroom Observation and Classroom-Based

Research

In order to set targets for improving our teaching skills we first of all need to collect

some accurate data about our current practice and the effect this has on our

learners. One very effective way of doing this is by undertaking some classroombased

research.

4.1. Classroom-Based Research

In Action Research for Language Teachers Wallace (1998) defines action (or

classroom-based) research as “A method of professional self-development which

involves the systematic collection and analysis of data related to practice.” The

principle upon which this type of research is based is that, rather than getting help

from outside, via books or more experienced teachers, we ourselves investigate what

happens in our classes. We can also be proactive and set up small-scale

experiments and try to assess their effectiveness. The emphasis here is on ‘small

scale;’ something manageable and achievable and that is not going to take up too

much of our time or that of our learners.
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Task 6: Reading on Classroom-Based Research

Read one of the extracts below and make notes on the questions. Be ready to talk

about what you have read with another teacher.

1. Read Tasks for Language Teachers (Parrott, 1993), pages 17 – 24: Carrying

out small-scale research in the classroom.

a) What 3 research techniques does Parrott suggest? In each case does he

give any advice or highlight any potential problems?

b) In what particular situation does he see classroom-based research as being

valuable?

c) What does he say about scale and simplicity?

d) What, if anything, have you learnt from reading this?

2. Read The Language Teaching Matrix (Richards, 1990), Chapter 7: The teacher

as self-observer: self-monitoring in teacher development.

a) What does Richards mean by the terms ‘the open self, the secret self, the

blind self, the hidden self’?

b) What 3 methods does he refer to for self-monitoring? In each case does he

give any advice or highlight any potential problems?

c) Would you be interested in using any of the forms in the appendices? If so,

which one/s and why?

d) What, if anything, have you learnt from reading this?

4.2. A Practical Example

You are going to try out a simple piece of classroom-based research for Portfolio

Assignment 1. Start by identifying an area of interest. One option is to choose

something you are worried about generally in your teaching and which you have

highlighted in the self-appraisal grid (e.g. “My timing is all over the place.”).

Alternatively it might be something specifically connected to the lesson aims or to the

specific group (e.g. “I don’t think I allow my students enough time to think about a

grammar point. I tend to answer my own questions and interrupt them.” or “I think I’m

paying too much attention to the Italian and Brazilian students and am not making

enough space for the Korean and Japanese ones; I’m not used to multi-lingual

classes.”). Or it might be something of interest to you (e.g. “I want to try out a

dictogloss, but I’m unsure about the pacing / timing of it.” or “I want to experiment

with more learner-centred ways of encouraging accuracy.”).
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Task 7: Selecting an Area

Select an issue you wish to focus on in relation to the lesson and write it here:

Now you need to explore the problem further. Work with a partner. Try to generate

some questions about your chosen areas by asking who, what, why, where, when,

how questions. See Action Research for Language Teachers (Wallace, 1998)

Chapter 1, pages 8 – 10 for some examples of how to do this.

Task 8: Asking Questions

Write some questions of this kind about your chosen issue

The next step to take is to focus your enquiry. Read Action Research for Language

Teachers (ibid) page 24 – 27 to see how this might be done.

Task 9: Focussing the Enquiry

Write a focussed enquiry here: “In this lesson I want to investigate….”

Your aim in conducting this research is to collect some data. You already have ideas

from Parrot and Richards and have discussed some of the problems associated with

different types of data collection.
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Task 10: Data Collection

1. Put the following on a scale of objective / subjective data collection.

2. What advantages or problems can you see with each of these?

A tape of the lesson A video of the lesson

A questionnaire given to the learners Looking the learners’ homework

Chatting about the lesson afterwards with a colleague Other

A diary entry about the lesson An observer working with a task sheet

For the purposes of Portfolio Assignment 1, we focus on observers with a worksheet

and a learner questionnaire. Before you try designing these we will look briefly at the

whole area of observation.

4.3. Observation

How do you feel about being observed? Do you agree with Adrian Underhill that it is

a ‘privilege’ to have observers, or do you dread anyone watching your classes? In the

lesson for Portfolio Assignment 1 you may have three or four extra pairs of eyes at

the back of the room. How do you want to use this opportunity?

Sometimes part of the problem with being observed is that we feel out of control, or

that we are being judged. However, if we set the agenda and ask the observers to

focus on something specific/objective which we have chosen, the balance of ‘power’

can be redressed and we gain useful data on which to base our lesson evaluation.

The key here is to design a worksheet that will give us useful, measurable data. Your

tutor will give you some sample worksheets/tasks to evaluate in terms of usefulness

or you can look in Classroom Observation Tasks (Waynryb, 1992) for ideas. Look

in The Language Teaching Matrix (Richards, 1990), p126-7 for ideas on issues of

class management and interaction.

Task 11: Designing an Observation Worksheet

Look back at your ‘focussed enquiry’. Work alone or with a colleague and design

a worksheet for your observers for Portfolio Assignment 1. Make it as objective

as possible, e.g. not “What did you think of my instructions for task 2?” but:

“Monitor two students at each stage of the lesson.

1. Did they do each task as instructed?

2. Did they have to ask another student or the teacher what to do before they

could start the task? If so, why?”
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You might decide to ask some of your observers to do this and ask some to look at

the lesson more globally and subjectively. You are encouraged to include data from

this type of task in your post lesson evaluation.

Of course, you can video the learners and carry out the same type of observation

yourself, but it is much easier if a colleague will help you in this. When you return to

your school / institution, why not try to encourage some peer observation of this kind?

4.4. Collecting Data from the Learners

The best advice here is to keep your learner questionnaire simple and anonymous.

Learners may not feel comfortable criticising their teacher and they do not have time

to spend on long, complicated form-filling. Simple questions seem to be most

effective, such as:

Do I speak: too fast / too slowly / just right?

too loudly / too quietly / just right?

too much / too little / just right?

What did you learn or practise in this lesson?

How useful was this lesson? 1 2 3 4 5

The data gathered in this way can really help you understand what is actually going

on in learners’ heads and give you insights and starting points for change. We would

also encourage you to include this type of feedback in your written self-evaluations all

through the course.

4.5. Conclusion

The idea behind classroom-based research is that it sets up a ‘virtuous circle’ or

‘spiral’ of continuous structured reflection. Of course, in the identification and

reflection stages you might refer to books, lectures, or colleagues for more data and

insights. In basic diagram form then, the process might look like this:

Conduct

smallscale

research

Identify

an issue

or

problem

Gather

and

analyse

data

Initiate

change

Reflect

on the

data
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Section 7: Using the Distance DELTA Website

The Purposes of the Website

To enable you to communicate easily with other course participants and the

people running the course, and to make you feel part of a group.

To provide a place where important news and information can be posted.

To enable tutors to include additional material as the course progresses.

To promote discussion of and reflection on educational issues through the

Discussion Forums: an important element in your professional development.

To provide a searchable database of ELT literature to help you in your studies.

Contents

1 Introduction
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1. Introduction

Some introductory notes

If you are new or fairly new to the internet, this guide should help you find your way

round our website. More experienced users might like to start by investigating the site

themselves and then skim this material to check that they haven’t missed anything.

Whatever your level of experience, please do read this section as it contains a

number of guidelines for using the site.

The Distance DELTA website is at: http://www.thedistancedelta.com/. When you first

access the site, we suggest that you add it to your Favourites or Bookmark menu so

that you can get to it easily in the future. If you don’t know how to do this, see the

help pages in your browser.

2. Logging in and Logging out

Logging in: Go to http://www.thedistancedelta.com/ and click Log in below the

course information links. The course window will open in a separate browser window

and you will be asked for your username and password. These will have been given

to you during the Orientation Course.

Logging out: To log out click on the red Log out button at the top on the right. A box

will ask you if you are sure you want to log out. Choose Yes to log out and then click

the Close button to close the window.

Note that it is very important that you log out rather than just closing your web

browser or disconnecting from the Internet. If you don't log out correctly, you will not

be kept up to date about the latest postings to the discussion forums.

3. The Home Page

The home page contains the latest news, calendar events

and discussion forums postings. From the home page you

can easily keep up with events without spending a lot of

time going further into the site.

The current unit is highlighted in the left menu
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Units menu

The left-hand units menu gives you direct access to the course materials. The current

unit is highlighted (see above). Summaries and feedback from Portfolio Assignments

are posted on the corresponding unit page so when you see this announced in the

news, you can go there directly to download the document.

News

The Course Co-ordinators will keep you up to date with course information here. The

latest headlines are posted here along with the date. Click on the headlines to read

the full news item. You should check this regularly for information about assignment

feedback, new articles, tutors changes and new additions to the site.

Past news can be found in the News section in the Resources section.

Upcoming events

Events, deadlines and unit opening and closing dates will appear here as they

approach. Click on the event to read a full description.

The link below the events opens a pop-up calendar showing a calendar for the

current and following month. Move the cursor over the highlighted dates to see the

events. Clicking on the highlighted dates takes you to the full calendar (in the

Resources section) where you can see calendar events for the whole course.

New messages in the Discussion Forums

This section will show you the latest postings to the forums since the last time you

logged in and who posted them. In this way you can log onto the site and quickly

check for new messages without going into the forums section. Click on the subject

to open the message window and read the message, browse back through the topic

or go to the topic page.

The message window is covered in the Discussion Forums section.
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Discussion forums from other groups

You can see the discussion forums for other groups and you can write to them. New

postings in other groups will appear here along with the author and their group.

The Navigation buttons

The navigation buttons in the top right hand corner of the window provide you with

the most important features of the usual browser navigation bar. These allow you to

go back to the previous page and then go forward again, if you have used the back

button. Reload the current page if you are having connection problems, or go back to

the Home Page.

Go back to previous page

Go forward a page (only works if you have used the back button)

Return to the Home Page

Reload the current page

See your files

Upload a file

The Notebook

The notebook appears in the left menu on every page of the website and allows you

to make notes or copy and paste bits of text, and save them for later retrieval. The

exact place you are in the website is recorded with the notes, as well as the date and

time.

Clicking on the Notebook button opens up a small window. Write in your notes and

click Save.

Retrieving these notes will be covered in more detail in the Resources section.

Remember that your notes are private and cannot be seen by anyone else, including

tutors and administrators.

Using shortcut keys

If you want to copy a piece of text from the website into your notebook, highlight the

text with the cursor, press Ctrl + C to copy it, open the notes window, and then click

in the notes box and press Ctrl + V to paste them in.
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4. Units

The Units section contains the course materials for the eight units of the course.

These are in pdf format and you will need Adobe Acrobat Reader to open or print

them. If you do not have this program installed on your computer, you can either

install it from the Distance DELTA CD-ROM or download it from:

http://www.adobe.com/products/acrobat/readstep2.html

You can either download individual sections of a unit, or the whole unit as a single

document. To download a document, right click the pdf link on the right and choose

Save Target as... from the menu. Save the document in the directory of your choice.

Note: The Unit documents on the website are the same as the ones you receive on

the Distance DELTA CD-ROM. The CD-ROM should always be the first choice for

accessing the course materials. If any changes are made to these during the course,

you will be advised in the news section to download the latest version from the

website.
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5. Reading

5.1 Books

This is the area where you can find complete lists of books, articles and web links for

all the units and sections. Click on the button and you will be asked to choose a unit.

On doing so, you will see a list of all books for that particular unit, divided into

essential and alternative/recommended reading.

Changing the way the booklist is displayed

The 'Sort by' drop-down menu at the top of the page allows you to display the books

in different ways: for example by author, title or publisher. The units drop-down menu

allows you to move to another unit while still keeping the sorting criteria you have

chosen.

Seeing book reviews

When you click on the title of a book, you will be taken to a short review. From here

you can also go to the publisher's website or add your own comments about the book

for others to see.

Adding your own comments to a review of the book

We consider this feature to be useful because course participants can read each

other’s remarks to get an idea of the strengths and weaknesses of the book.

Click on Add Your Comments. You are presented with a box in which to put your

comments. When you have done so, click Save. Your name will be attached to the

comments and the comments will be displayed below the review.

If you use this facility, make your comments short (but not too short) and concise and

be balanced in your evaluation (one of the skills you will need for the course).
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5.2 Articles

The articles list works in the same way as the books.

Changing the way the article list is displayed

As with the booklist, the 'Sort by' and Units drop-down menus allow you to sort the

articles in different ways.

Seeing articles abstracts

When you click on the title of an article, you will be taken to an abstract. From here

you can also go to the journal's website or add your own comments about the article

for others to see.

Adding your own comments to an article abstract

Click on Add Your Comments, enter your comments and click Save. Your

comments will appear below the abstract along with your name and the date.

Downloading articles

A few of the articles in the list can be downloaded and printed off. These articles are

indicated with a red (pdf) in the article list and a red symbol on the abstract page

below the title. All articles are in pdf format and you will need Abode Acrobat

Reader to open and print them. If you do not have this program installed on your

computer, we recommend that you install it from the Distance DELTA CD-ROM or

download and install it from:

http://www.adobe.com/products/acrobat/readstep2.html

All documents posted on the site will be in this format.

The pdf symbol
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Unfortunately, in order to comply with copyright law we are unable to include most of

the articles on the website. However, we have a special deal with Niche Publications

who produce the ELTJ CD ROM (containing back copies).

Under ‘documents’ you will find an order form in word format which you need to

download, print out and fax or mail to Niche Publications with your payment. Details

of payment are on the order form. Your institution can make the payment on your

behalf but they need to state that the CD is for your own personal use and will

become your property.

A list of all current course participants, Local Tutors and Course Tutors has been

sent to Niche Publications to check against any orders that they receive.

For further information in the CD ROM, you can look at their website at www.nichepublications.

co.uk but please note, to get the reduced price you need to order using

the form on this website. Ordering through Niche’s site will mean you are charged the

full price.

5.3 Searching the Reading List

You can search the reading lists of books and articles with one or more keywords.

Search criteria

Enter your search criteria in the box and click Search. Titles, authors, reviews,

abstracts, publishers and journals will all be searched. If you use more than one word

in your search, the search will return results which contain all of these words.
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The results of your search will be returned in two sections, one for books and the

second for articles. Your search term will be highlighted in red wherever it appears.

Clicking on the title takes you to the relevant book review or article abstract, again

with your search term highlighted in red.

You can add comments or download articles where these are indicated with the pdf

symbol.

6. Your Files : Uploading and Downloading

All of the work that you submit during the course will be stored on the website. You

should not email work directly to the Course Tutors except when specifically asked

to. You can access your files by either clicking on the Your Files icon in the top right

corner of the window or through the link in the resources section.

The top part of the page shows the files that have been corrected by the course tutor

and returned to you. When a Course Tutor uploads corrected work for you, you will

receive an email message informing you that this has arrived (Please keep your

email address up to date). You can then go to the site and download it by putting

your cursor over the file and right-clicking ‘save target as’ and selecting a destination

on your computer.

Files that you submit are shown in the three sections you will see below this. You

have three folders, exam questions, drafts and assignments. They should remain

here until the Course Tutor returns the corrected version. You should then delete the

original file. (See section 5.1/ 5.2 for how to read your tutor’s in-text comments)

6.1 Uploading your work to the website

Remember that you should upload parts one and two of your PAs before you teach

your lesson as well as giving your LT a hard copy of the plan and commentary before

they observe the lesson.

When you want to submit work to the Course Tutors, you should go to the file upload

page. You can get there quickly after logging on by clicking the file upload icon in the

top right corner of the screen.

Tutor
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The tutor’s name will be pre-selected. These are set by the Course Co-ordinator

each month and announced in the news section.

Choose your file

Your file should be correctly name or you will not be able to upload it.

You must include your surname as part of the filename

You must use the word draft if the document is a draft. Likewise exam for exam

questions and the letters pa plus a number for assignments.

You must not use spaces or dots in the filename. Use the underscore _ to

separate words.

Documents must be either Word, Rich Text Format (rtf) or Zip files.

Please see the complete list of file naming conventions in section 9 of Unit 1.

Never upload from a floppy disc or a network drive. Always copy the file to

somewhere temporary on your local c:\ drive before uploading.

Choose the folder

Choose the folder you want to upload the file to.

Message

You can choose to include a message in the email sent to the Course Tutor and your

Local Tutor informing them that you have submitted a piece of work. Please do not

include any vital information or questions in this accompanying email in case it does

not get through.

You are now ready to upload….
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Installing the applet

The first time you load the file upload page each day, you will be asked to allow the

applet software to install on the computer. Please click Yes or Run depending on

which version of Word you have.

Older versions of Windows:

Windows XP:

Upload the file

When you click the upload button, a grey window will appear showing the progress of

your upload.
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Confirmation

The confirmation page shows that your file has been uploaded successfully and the

email that has been sent automatically to the Course Tutor and your Local Tutor.

Upload completed. If you have any difficulties uploading files, please contact IT

support at:

itsupport@thedistancedelta.com

6.2 Downloading Your Work from the Website

When you want to download corrected work, go to your file. Choose the document

you wish to download. Save the file onto your desktop or a designated folder (by

right-clicking Save Target As).

See Section 9, 5.1.2 l) for instructions on printing out a document with tutor

comments.
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7. Resource Centre

The resource centre consists of the following sections.

News

News will appear at the top of the home page when you log in. Clicking on the link

will bring you to the news page and the full text. The two latest news items are shown

at the top and past news items are listed below. Click on any of these to read them.

You can also search through past news items using the search news page.

Course Calendar

Upcoming events and a two-month calendar are also shown on the home page. The

full calendar page shows all events for the whole course. Clicking on highlighted

dates on the pop-up calendar on the home page will bring you directly to that month

in the full calendar. Click on the event to see a description.

Documents

During the course various administrative documents will appear here. You will be

informed about these via a News bulletin and you will need to download these.

Web links database

The web links database contains the web links referred to in the course materials as

well as general ELT related links. You can either search for all links in a particular

category, links referred to in a unit, or use a keyword or words. The keyword search

will search the title and short description of the website.

Exam questions

The practice exam question for each unit will appear here just after the beginning of

each unit. This will be announced in the news section. Units 5 and 8 are full mock

exams and you will need to download both the exam paper and the insert.
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Your files

This is covered in the previous section.

Your notebook

Your notebook is where you can find and print notes that you have taken in different

parts of the website. The last five notes that you have taken are shown at the top of

the page.

Searching and printing your notes

You can search your notes either by section or keyword. If you want to search by

section, choose the section from the drop-down list and click Search. All notes that

you made while in that section will be returned. You can then choose the Display

these notes for printing link to display all the notes on one page. Right click

anywhere on the page and choose Print to print them, or alternatively press Ctrl + P

on the keyboard. To search by keyword, enter your keyword(s) in the box and click

Search.

Editing your notes

If you want to edit your notes,

simply click on the notes. They

will appear in the Notebook

window. Make the changes and

click Update. Alternatively you

can delete unwanted notes by

clicking the delete button.
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8. Discussion Forums

The discussion forums allow you to exchange views and information with your

colleagues and tutors. It will be used in the following ways:

You can open a topic yourself at any time.

Each month, your tutor may post topics for discussion.

You can use the discussion forums to discuss exam practice questions (not the

mocks).

In some coursework tasks, you will be asked to put your ideas in a discussion

forum.

How they work

Each group has its own discussion forums. However, you can read and respond to

the forums from any group. The discussion forums are timed to open and close with

each unit, so the Unit 1 discussion forums will open for the Orientation Course and

will close when Unit 2 begins in the course calendar. At that point, you will still be

able to read or search the Unit 1 forums but you will no longer be able to write to

them. You can only write to the current unit forums.

8.1 New Messages on the Home Page

As mentioned in the section about the home page, new messages are displayed on

the home page and you can see these as soon as you log in. Click on the title and

the message window will open.

The message window

Information about the

message appears at the top.

The topic is shown in the

blue bar and subject, author

and date below this.

The Navigation bar

At the bottom of the message

window you will see the

navigation bar. This allows

you to quickly look through

the messages in a topic. It

also allows you to go directly

to the topic page or, if you

are already on the topic

page, to write a message to

the topic.

When you click Go to topic

or Write to topic, the

message window will close

and you will be taken to the

relevant page.
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8.2 Current Unit Topics

Discussion forums for the current unit are displayed when you click on the

Discussion forums button on the main menu bar.

New messages

New messages or topics that contain messages posted since you last logged into the

site are shown in bold.

Read a message or go to the topic page

Click on the blue arrow to the left of the topic to expand the messages posted in that

topic. You can either choose to go to the topic page by clicking on the topic title, or

read the messages by clicking on the subject. This will open the message window.

You don't have to click on each individual message in a topic. Once the message

window is open, you can use the navigation bar in the message window to go back

and forth through the messages.

Click on the arrow again to collapse the messages table.

This page allows you to go quickly through the messages, but if you want more

features, go to the topic page by clicking on the topic title.
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8.3 The Topic Page

The topic page offers more features than the main forums page. The title is shown at

the top along with the author and the date the topic was started. The opening

message is also shown in a grey box.

Replies to the topic are listed below in chronological order, the bottom being the

latest. Clicking on the subject opens the message window so that you can quickly go

through the messages. Clicking on the name of the author of a message takes you to

their profile page.

Printing a topic

If you want to print out all the messages in a topic, click the Print out this topic link

below the messages. A window will open showing all messages in black and white.

You can either right click and choose Print, click on the printer icon in the top right

hand corner or use Ctrl+ P on the keyboard to print the page off.

Writing to the topic

If you want to add a message to the topic, either click the Write to topic link below

the messages, or click the Write to topic links in the navigation bar of the message

window. This will close the window and take you to the page where you can write

forum messages.

Don't forget that if the unit has closed, the Write to topic link will not appear on the

topic page or in the message window.
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8.4 Starting a New Topic

If the unit is open, you can start a new topic at any time. Click on the Start new topic

link below the topic on the current unit topics page.

The new topic page will open and you will be asked to put in the title of the topic first.

This will be both the title of the topic and the subject of the first message. To do this,

click Create topic and the message page will open to allow you to write the first

message. If you decide to cancel now, the topic will not appear on the topics page.

Next, compose the first message, click Post message and you will be returned to the

current unit topics page. Your new topic will appear in bold at the top. The Replies

column will indicate 0.

8.5 Previous units

Once a unit has closed, its forums will move to the Previous units section. Click on

the Previous units button in the left-hand menu and you will see topics for all closed

units displayed. Click on a topic to go to the topic page and read the messages. The

Write to topic and Start new topic links will no longer appear.

8.6 Searching the Forums

The Search forums page will search all units and all groups' discussion forums. The

author, topic, subject and message will all be searched for the keyword or keywords

that you enter.
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Enter your keyword or words in the box and click Search. If you use multiple search

words, it will return messages containing all of these words.

The unit, group, author and date the message was posted are all displayed, in

chronological order.

Click on the subject to open the message window and read the messages in that

topic. Your search term or terms will be highlighted in red. The message window will

also give you the option of going to the topic page.

9. People

The people section aims to create a community feeling among the people following

the course and help you to communicate with others. It contains information about

your group, other groups following the Distance DELTA course, Local Tutors and

Course Tutors, as well as pages to allow you to change your password, send

feedback about the site or change your email addresses for the course.

Your profile

This is the page where information about you is displayed for others to see. You will

be asked to complete the introduction during the Orientation Course, and the photo

taken on the course will replace the picture you see when you first log in.
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You can write about yourself, your professional background and interests as well as

your personal interests. You can update this introduction whenever you like. Click on

the Edit introduction button in the left-hand menu, make any changes you wish and

click Post introduction to apply the changes.

Your group

This page shows you the members of your group, where they live, and the tutors for

your orientation course. To see profiles of the other people in your group or the

tutors, click on their names.

To see the members of other groups and their profiles, click on the Other groups

link at the bottom of the page.

Local Tutors

This page lists all Local Tutors for the course. They do not belong to any particular

group as one Local Tutor may be tutoring people from different groups. Click on the

name to see a profile. Please encourage your local tutor to complete their

introduction.

Course Tutors

Course Co-ordinators, Course Tutors and support staff are shown here along with

the organisation they work for. Click on a name to see the person's profile.

Change password

You can change your password at any time. It is a good idea to change the password

you are given at the beginning of the course. Remember, passwords are case

sensitive.

Your email addresses

You must supply an email address at the beginning of the course. This will

enable you to receive notification when files are uploaded by the Course Tutors and

for the Course Tutors to contact you if necessary. Please keep this email address up

to date. If you move to another location please update the address on this page as

soon as possible.

Website feedback

Comments about the website will be greatly appreciated. We will reply to any

comments sent and suggestions for improvements will be carefully considered.

Please feel free to use this page at any time.
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10. Phonemic fonts

You will need to submit some documents with text written in phonemic font. Course

participants must use the free program Phonmap 3.0.

You can download and install this from the following website:

http://janmulder.co.uk Then go to ‘Language learning’ then ‘phonmap’.

Other people will be able to see the phonemic font in your documents if they also

have this program installed. All Course Tutors will therefore use this program.
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Technical comments

The website is best viewed with Internet Explorer 5, 5.5 or 6 with a screen resolution

of 800 x 600. You cannot view the site with any versions of Netscape 4 or 6.

If you have any difficulties viewing the site, or receive persistent error messages,

please contact IT support at:

itsupport@thedistancedelta.com

We hope that you enjoy using the site.
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Section 8: Portfolio Assignment One: Language

Systems - grammar

Background

For this assignment you will be choosing an aspect of the grammatical system to

research and analyse prior to teaching a lesson which will focus on it. The Language

Systems and Skills Assignments (PA1, 3, 5 and 7) consist of a Part 1 and Part 2.

Part 1 consists of analysis and research findings of the topic you have selected, with

discussion of problems learners frequently encounter and suggested solutions (2,000

– 2,500 words). In Part 2, you devise a lesson plan related to the topic you wrote

about in Part 1, with an accompanying commentary of 500 words. You then teach

this lesson, which is observed by your tutor. You need to write an evaluation of the

strengths and weaknesses of this lesson, concluding with an action plan for your

future professional development (500 words).

Read the following guidelines in conjunction with the Cambridge ESOL specifications

and criteria for this assignment in the Cambridge DELTA Syllabus and

Assessment Guidelines (3rd Edition) pages 17 - 21. Numbers and letters in

brackets refer to the criteria.

Choosing a topic area

You should select something your current learners need/ have difficulty with and that

you are particularly interested in researching. Following is a list of possible titles to

give you an idea of the scope of the assignment (2 a, b):

understanding/ using different ways of making comparisons*

understanding/ using either the progressive or the perfect aspect

understanding/ using relative (adjectival) clauses

understanding/ using different ways to express possibility*

understanding/ using gerunds

understanding/ using different patterns following verbs

understanding/ using different uses of ‘have’ as an auxiliary or main

verb

understanding/ using adverbs of concession and contrast

understanding/ using different the modal auxiliary ‘would’ or ‘can’ or …

understanding/ using the determiners: ‘some’ and ‘any’

understanding/ using a range of (specified) future forms
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understanding/using different ways of describing past or present

routines*

understanding/ using question forms

understanding/using question tags

understanding/using ‘there’ (existential and locative)

understanding/using the passive

understanding/using reported speech*

* You may decide not to restrict yourself to grammar here but to cover grammatical

and lexical ways of conveying these notional areas. As this is a grammar

assignment, we do not recommend you deal with a functional area as these are best

dealt with in an assignment on lexis / lexical phrases. However, you might choose to

give a functional lesson using a particular modal and make the focus of the essay

that modal.

Below are some examples of titles that would not be appropriate, together with

reasons why as well as what would be more appropriate:

These are too narrow in scope More appropriate:

'would like to + verb' uses of ‘would’

‘to have something done’ different uses of ‘have’ (auxiliary and

main verb)

present continuous for future use the continuous aspect

‘going to’ for the future future forms at low levels

pronouns at elementary level pronouns

These ones are too wide / vague More appropriate:

'grammar' select a particular aspect

modal auxiliary verbs concentrate on one modal

complex sentence structure choose a specific area e.g. relative

clauses

Prepositions hone down to two or three

the future perfect simple and continuous forms

past tenses state the tenses/uses e.g. for narration

ways of expressing the future focus on the ways taught at a specific

level
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How to plan your Portfolio Assignment

(a) ‘Template’ plan

Below is a suggested way of organising your assignment, together with approximate

word limits for each section.

Cover page – including list of contents (headings with page numbers and

appendices of sample materials) NB This is not included in the word count

↓
A Introduction – reason for selection of topic area (A = 100 – 150 words)

↓
B Analysis (a) Grammatical form – analysis of structure of topic area, backed up by

examples and supported by references to published sources and your own

observations

↓
B Analysis (b) Phonological form – analysis of phonological aspects occurring

within the topic, with clear examples, making use of phonemic font and supported by

references to published sources and your own observations

↓
B Analysis (c) Meaning – analysis of meaning and use of the topic area, backed up

by examples and supported by references to published sources and your own

observations (p.32/33) (B = 650 - 750 words)

C Range of Problems – for learners in your teaching context and other types/levels

of learners, supported by examples of learner language and references to published

sources (where relevant) (C = 650 – 750 words)

↓
D Strategies for teachers – an iintroductory rationale for the choice of activities /

approaches / materials; a brief procedure for each, supported by examples of the

language point under discussion, clearly stating the type(s) / level(s) each activity is

aimed at and your own assessment of the value of each one. This section should be

overtly linked to the problems outlined in the previous section (D = 650 – 750 words)

↓
E Conclusion – what you’ve learnt from your research for the assignment

(E = 100 –200 words)

↓
Word Count

Bibliography
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This is not the only way to set out your writing; you may prefer to discuss learner

problems as you discuss the analysis of form, meaning and pronunciation. It must be

clear to the reader, though, that you have a clear awareness of the topic area per se

as well as particular problems posed for different types of learners and learners in

general.

Thus:

Analysis 1 + Problem 1

Analysis 2 + Problem 2

etc

Teacher Strategies

Alternatively, you may prefer to conflate the learner problems and practical

classroom activities sections, by discussing specific areas of difficulty and then

providing solutions for these difficulties.

Thus:

Analysis

Problem 1 + Teacher Strategy 1

Problem 2 + Teacher Strategy 2

etc

Whichever organisation you choose there should be roughly equal weighting of

words between your analysis, problems and solutions. (1 a, b, f)

(b) Initial draft

During Week One of the Orientation Course you will spend time and be given help in

researching for your background assignment. You’ll need to have your draft ready by

the end of Week One to discuss with your Course Tutor. You can then work on your

assignment over the weekend to hand in at the beginning of Week Two. In Appendix

12 you will find a sample draft to give you an idea of the type of information, analysis,

referencing and depth you need to go into, as well as the general shape of the

assignment. (1 c, d).

It goes without saying that if you are thinking of dealing with prepositions in your

assignment, you must not focus on ‘in’ or ‘at’ and you will not be able to cover the

same topic as that in the sample assignment shown to you. Or should you do your

assignment on conditionals, as these are covered in section (c) below.

(c) Matching excerpts to sections

This optional exercise should give you a feel for the type of information to include in

each section, as well as the style required for Portfolio Assignments (1 a, b, c, d; 3; 4)
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Task 1

Which part of an assignment on conditionals do you think these excerpts might have

come from? (See Appendix 13 for answers)

(1) In my experience, the major

difficulty faced by learners is using

conditionals to express numerous

meanings and functions.

(2) I shall thus be restricting my

account to problems which higher

level learners face.

(3) Advanced learners, especially

exam sts, need to produce a

sophisticated level of language as this

criteria is part of the assessment

criteria for the Cambridge examiners

(Cambridge CPE Handbook 1998)

(4) Aitken in Teaching Tenses,

describes conditionals as patterns

expressing the relationship between

two actions, where one action is the

reason for the other.

(5) In many languages, the idea of ‘a

condition’ is expressed through a

particular verb ending, for

example........

(6) Swan notes that they are useful

structures to practise, but it is

important to realise that there are

many kinds of different structures with

‘if’. Indeed, Aitken refers to.....

(7) On the whole, the area of

conditionals is quite ambiguous and I

feel the best way to approach it is to

aim to sensitise students to the

possibilities of form and meaning which

fall outside what they have already

learnt.

(8) Distinction, aimed at advanced

learners, makes a good attempt at

tackling this issue, by asking sts to

analyse a number of sentences and

to break them down into their

component clauses e.g. I found this

approach more appealing as it

challenges stundents to think outside

the normal possibilities of form and

meaning attached to conditional

sentences.

(9) I have encountered problems with

‘was/were’ in the ‘second’ conditional

as a student might say “If I was rich”

instead of “If I were rich”.

(10) I have decided to focus on how

conditional clauses are presented and

taught. This is because I have noticed

a desire to simplify the ‘rules’ of

teaching conditionals.....
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(11) Also ‘I’d’ can present a problem in

the third conditional as I have noticed

students confuse ‘would’ and ‘had’ e.g.

the pronunciation of ‘would have’ by

some native speakers can also cause

confusion as....

(12) Sts seem to perceive successful

understanding of conditionals as

mastering the various forms, rather

than considering the meaning and

use of any particular form.
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Checklist of things to bear in mind when writing the assignment

You should:

refer to your own experience a great deal and feel happy using the word(s) ‘I’;

‘ In my experience’; ‘ I have found’

avoid using hypothetical language to describe learners and teaching (The

students would /should/ I would......). Talk about what you actually do in your

classes; what actually happens with learners

avoid making the Part 1 fit too specifically to your Part 2. They are two

separate components so you need to talk more generally in Part 1.

refer to students in general and other nationalities, not just your students, to

show your breadth of knowledge

analyse language, but keep it brief and include some of it in your ‘Learner

Problems’ section where appropriate. You should show your knowledge in

this area, but don’t let it take over the assignment – it is not a language-forlanguage’s

sake assignment

avoid saying things like ‘ I have never taught this area of language/this level

before ‘

In the ‘Strategies for Teachers’ section, you need to refer specifically to your

own experience. You should detail approaches you normally take, as well as

referring to ideas from colleagues and typical coursebook approaches. Go

from generalisation to specific idea/coursebook material, rather than the other

way around

In this ‘Strategies for Teachers’ section, don’t get side-tracked by overall

approaches like PPP, TBL etc. These may be worth a mention, but you need

to focus more specifically on the area (language/skill) you have chosen

In the ‘Conclusion’, just summarise the main issues and point forward to the

Part 2 but still keep it general rather than specific. e.g. ‘It would seem,

therefore, that a logical approach to this language area/skill is to...........’; ‘I

feel that X approach is the healthiest and most logical...’
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In the ‘Conclusion’, you could usefully state what you feel you have learnt

from undertaking this assignment (in terms of the topic area)

Remember, you can fail an assignment because of consistently careless

spelling or punctuation mistakes, clumsy or unclear phraseology or

grammatical slips. So proofread, or get one of your colleagues to read

through your work if you do not feel very confident (this is quite normal,

especially if you have not written an academic piece of work for some time).

Keep referring back to the Cambridge DELTA Syllabus and Assessment

Guidelines (3rd Edition) pages 17 - 21 to make sure you feel confident you

are satisfying all of the criteria.

On your plans give special attention to:

your aims and objectives. Your main aims should be placed under bulletpoints,

be generally 1-2 lines long only and be expressed as student learning

outcomes

check that your Commentary really does give a clear rationale for your

lesson. This is the chance to explain in slightly more depth why you are

approaching this lesson in this manner. You could see it as a ‘talk-though’ to

your observer

check you have explicitly explained the link between the systems (grammar)

work and the skills focus

stipulate your lesson procedure in sufficient detail for the reader and observer

to be able to understand exactly what you intend to do at all stages of the

lesson. Imagine you were suddenly unable to give this class and at short

notice you hand over the plan to the reader / observer. They should be able to

teach from it without having to refer back to you
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Section 9: Administration: Course Structure,

Assessment & Support

Summary

In this section, we describe how the course is structured and provide you with

information about the DELTA assignments and how they are marked. We have also

included information about the people involved in providing support for your learning

and progress throughout the course and how to get the most out of the course.

Finally, included in this section is information about the deadlines set for the

submission of work and how to plan to meet these deadlines.

Objectives

By the end of this section you should:

have a clear understanding of the main aims of the course.

have a clear understanding of the range of assessed elements in the course.

know who is responsible for assessing each assignment within the course and

how assignments are assessed.

know about the deadlines for each assignment and understand why these

deadlines are important.

know about the range of support available to you in order to help you meet the

course requirements.
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1. Aims of the Distance DELTA

The Distance DELTA course has been devised to help participants meet two main

aims. Firstly, we are very much aware that your primary aim is to gain the Cambridge

DELTA qualification as a boost to your career in the field of ELT. With this in mind,

we have taken great care in the construction of this course to provide clear guidance

to enable you to fulfil the assessment criteria laid down in the Cambridge DELTA

Syllabus and Assessment Guidelines (3rd Edition). This document can be found

and printed out from your CD ROM.

However, just as important as gaining the qualification are the knowledge and skills

you develop on the way to your goal. We hope that the process of working through

the course material, reading and tasks contained within the course, coupled with the

observation of your own and others’ teaching which forms part of the course, will help

you to deepen your awareness of the principles and benefits of reflective practice.

The final unit in the course (Unit 8) contains guidance and tasks to help you form

action plans for your own continuing professional development (CPD) after you have

become a DELTA-qualified teacher.

2. How the Course is Structured

The course comprises 8 units of work, most of which contain an assessed

assignment and a wide variety of tasks. This first unit forms the basis of the

Orientation Course, and contains the first of your coursework Portfolio

Assignments. These assignments are described in greater detail below.

Units 2 to 8, which are completed as the distance element of the course, all contain

the following items:

Sections of material, including tasks and guided reading, all of which relate to the

Cambridge DELTA syllabus. Each section contains two types of guided

reading – Essential Reading and Recommended Additional Reading. The

Essential Reading forms part of the core material of the course, with the

Recommended Additional Reading providing additional information on topics

which you find particularly interesting or challenging. These two categories are

intended to help you prioritise the reading you need to do.

An Extended Assignment Thread, supporting you on your way to completing the

extended assignment component for final assessment. The Extended

Assignment is described in greater detail below.

An Examination Thread, which introduces you to the various types of questions

contained in the written examination and which focuses on helping you develop

appropriate examination skills. Each month you will be uploading an exam

question by the deadline given and in Units 5 and 8 you will be taking Mock

Exams. The Written Exam is described in greater detail below.

A Portfolio Assignment to be completed and uploaded by the deadline given.

Units 1 to 4 and 6 to 8 each contain a Portfolio Assignment which contributes

towards your final assessment.

Online work related to the topics contained in the individual units. These include

topics and examination questions for you to discuss in your study group.

Remember you can also read or contribute to discussion threads in other groups.
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3. Who’s Who on the Course?

A range of people are involved in supporting your work on the course. Our

experience of running distance programmes has highlighted the need for you as

participants to feel that you are part of an active learning community. By participating

as a member of that community, you can decrease the feeling of isolation which

distance learners can often feel, and take full advantage of the support network

available to you. The Distance DELTA support network includes:

3.1 Your Study Group

Participants on the Distance DELTA are divided into study groups who communicate

with each other through the website. Each group has its own Discussion Forum to

which group members can contribute; you can also read or join in discussion threads

in other groups. You can join discussion threads begun by one of your Course

Tutors or start your own thread, for example to exchange teaching ideas or to ask for

teaching suggestions. Each member of the group has been asked to contribute a

personal profile to the website, so you will know whose teaching experience most

closely matches your own and who has experience which contrasts with yours.

3.2 Your Local Tutor

Your tutor, who has been approved by Cambridge ESOL to support you through the

course, is responsible for observing your teaching, both in assessed and

developmental observations, and for providing the first stage of assessment for three

of your Portfolio Assignments. In addition, they will design a series of monthly

workshops and seminars which are relevant to your needs, and they are responsible

for making administrative arrangements, in conjunction with the Course

Administrator, for both your Externally-Assessed Assignment and your written

examination. As your tutor is someone with whom you are likely to have daily or

weekly contact, they can also help you address any problems which you may have in

completing the work which you need to do for the course, either by advising you

individually or by getting in touch with the Course Co-ordinator at International

House London. Profiles of the Local Tutors can be found on the Profile section of the

website. See Appendix 14 for a list of LT responsibilities.

3.3 The Course Administrator

The Course Administrator is responsible for all aspects of administration, including

organising examination registration and notifying participants of their results. S/he

also keeps a complete record of candidates’ submitted work. S/he liaises closely with

the Course Co-ordinator daily to ensure that the course is running smoothly, and

may provide updates on course news on the website. If you need any information or

help which your Course Tutor cannot supply, you should first contact the

Administrator on admin@thedistancedelta.com. S/he will either provide you with the

necessary information or pass on your query to the Course Co-ordinator.

3.4 The Course Tutors

Every month, your study group is assigned a Course Tutor. Course Tutors will work

with different groups during the course in order to ensure that you get a variety of

perspectives on your assignments, and that the tutors will always be able to look at

your work with a fresh eye. All tutors working on the course are DELTA-approved

tutors usually working either at International House or for the British Council. Our

DELTA tutors have a great deal of experience in working both on face-to-face

The Distance DELTA

Unit 1 Section 9 123

courses and at distance, and so bring a depth and range of knowledge and skill to

the work they will be doing with you.

Their role is twofold. They provide support for your development through commenting

on initial drafts of your assignments, through contributing to your discussions on the

website and through marking and commenting on your exam practice work. They are

also responsible for the assessment of your portfolio assignments. In both roles,

however, their aim is to provide you with constructive feedback to enable you to build

on your progress throughout the course, and to meet the standards required by the

external Moderators, Examiners and Assessors who are responsible for your final

grades.

Profiles of the Course Tutors can be found on the Profile section of the website. As

the course continues, more tutors will join the programme so be sure to check this

section at various points during the course.

3.5 The Course Co-ordinator

The Course Co-ordinator is a member of the tutor team, responsible for the overall

smooth running of the programme. During the course, the person in this role may

change but their responsibilities remain the same. S/he ensures that all members of

the tutor team are marking to a standardised level, and that you receive the support

you need through constructive feedback. S/he also deals with any problems you may

have. If you find unforeseen circumstances mean you could have difficulty meeting a

deadline, contact her/him on admin@thedistancedelta.com or telephone her/him on

0207 518 6929/6925.

We realise that during the course of an eight-month programme you may need help

or just a friendly ear. Please contact the Course Co-ordinator if you feel you are

having difficulty on the course. The support network is designed to make sure that

distance learning needn’t be a lonely or isolating experience.

3.6 IT Support

As with any programme which is delivered electronically, you may occasionally have

difficulties with the technology. If you need help with any of the IT components of the

course, please contact IT support at: itsupport@thedistancedelta.com. If you have

suggestions or queries about the website, post these on the website under website

feedback.

.

4. Assessment on the Distance DELTA Course

The Cambridge DELTA course comprises three assessed elements: a Portfolio of

seven assignments, an Extended Assignment of 4500 words and a Written

Examination. In order to gain a pass on the DELTA, you need to pass all three

components. However, this does not mean that you need to pass all elements within

all components. This section is a guide to each of the components and how it is

addressed on the Distance DELTA course.

4.1 Your Portfolio of Assignments

The 7 assessed assignments which you complete during the course combine to form

your Portfolio which you will need to post/courier to International House London and

which will then be submitted to Cambridge just prior to the written examination. The
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contents of the portfolio are scrutinised by a Moderator appointed by Cambridge

ESOL to ensure that all of the assignments are appropriately graded.

The majority of the assignments in your portfolio comprise two sections. Part 1 is a

background assignment of 2000 – 2500 words. Part 2 comprises a lesson plan and

commentary, a formally observed lesson and your own self-evaluation of your lesson

together with an action plan for future development. Of the 7 assignments, one is

completed during the Orientation course and one is externally assessed at the end of

the course. More details about the External Assessor are given below. The

remaining 5 assignments are completed during the distance element of the course,

and must be uploaded to your Course Tutor for marking by the deadlines given in the

course calendar.

4 of the 7 assignments focus on Language Systems or Language Skills, with the

remaining 3 covering the following topics: Experimental Practice, Resources &

Materials and Course Planning. Specifications for individual assignments are given

within the assignment section of each unit. However, the following table is designed

to show what each assignment contains and how they relate to the units.

Part 1 Part 2

Assignment Background

Assignment

Planning Lesson

Post

Lesson

Evaluation

Mode of

Assessment

Unit

Number

Language

Systems or

Skills (PA1)

Yes Yes Yes Yes

Internally

Assessed

1

(Orientation)

Language

Systems or

Skills (PA3)

Yes Yes Yes Yes

Internally

Assessed

3

Language

Systems or

Skills (PA5)

Yes Yes Yes Yes

Internally

Assessed

6

Language

Systems or

Skills (PA7)

Yes Yes Yes Yes

Externally

Assessed

8

Course

Planning (PA4) Assessed Written Assignment only Internally

Assessed 4

Experimental

Practice (PA2)

Yes Yes

Not

formally

assessed

Yes Internally

Assessed 2

Resources &

Materials (PA6) No Yes Yes Yes Internally

Assessed 7

(Table based on the Cambridge DELTA Syllabus and Assessment Guidelines 3rd

Edition)
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In order to achieve a pass grade for your coursework, you must gain:

a Pass in one systems background assignment

a Pass in one systems Part II assignment

a Pass in one skills background assignment

a Pass in one skills Part II assignment

a Pass in one other systems or skills Part II assignment

(One complete assignment is externally assessed and Part II of the assignment

should normally pass.)

a Pass in either of the following assignments: Resources and Materials

Assignment or Experimental Practice Assignment

a Pass in the Course Planning Assignment

Most of your Portfolio Assignments will be marked at least twice. The sequence of

assessment is as follows:

Your Local Tutor is responsible for the initial assessment of Part II of your

internally assessed assignments.

Your Course Tutor is responsible for the final grade given to your complete

assignment. They will moderate the mark given by your Local Tutor.

When your portfolio is submitted to Cambridge, it may then be moderated for a

third time by an external Moderator. The role of the Moderator at this stage is to

review all borderline candidates.

4.2 The Extended Assignment

The second assessed element within the Cambridge DELTA scheme is the Extended

Assignment. This case study of 4000 – 4500 words is submitted on the day of the

written examination to your examination centre. It is externally marked. For more

detailed information about the structure and content of the extended assignment,

please see Unit 2 and the Cambridge DELTA Syllabus and Assessment

Guidelines (3rd Edition).

The Extended Assignment is introduced in Unit 2 of the Distance DELTA programme,

and the work which you do within the first four units consists of data gathering and

initial evaluation. Unit 5 gives you the opportunity to submit a first draft of your study

to your Course Tutor, and the latter part of the course focuses more on practical

suggestions based on your findings. Towards the end of the course, you will be

submitting a second draft. By staging your work on the Extended Assignment in this

way, you should find you have ample time to complete the case study.

In order to gain the Cambridge DELTA, you must pass the Extended Assignment.
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4.3 The Written Examination

The Written Examination takes place twice per year, in early June and December.

Participants on the Distance DELTA programme which begins in April take the

examination in December. Those beginning the programme in September take the

examination in June. The examinations are externally marked.

You have three and a half hours to complete the paper which contains three

questions, each of which has three tasks. Each question addresses particular text

types. Question 1 refers to a sample of a student’s written work. Question 2 refers to

an authentic text. Question 3 refers to samples of published material for adult

learners. Full information about the types of questions included in the examination

can be found in the Cambridge DELTA Syllabus and Assessment Guidelines.

Clear guidance is given during the course on addressing each of the task-types

included in the exam via Exam Threads in each unit, and units 5 and 8 contain mock

examinations to provide you with focused practice.

In order to pass the Written Examination you must:

pass at least 1 task within each question.

pass a minimum of 5 out of the 9 tasks contained in the paper.

5. Completing Assessed Work; Course Calendar

All assessed elements must be completed if you are to pass the DELTA. It is also

important that you understand that the deadlines for the submission of work

contained in the course calendar are fixed. Experience has shown us that, if they

are viewed as flexible, participants will fall behind with work. The Course Tutors’

timetables are fixed and any delay will impact directly on their workload.

In the event that there is an absolutely unavoidable problem such as illness, it is vital

you contact the Course Co-ordinator on admin@thedistancedelta.com to discuss

options. If you foresee a problem such as your institution being closed during a key

period, it is also vital to contact the Course Co-ordinator well in advance to see if it

is possible to make arrangements for rescheduling. We will always respond to your

enquiry, so if you send an email but do not receive an answer, please assume that

this message has not reached us and contact us again.

To prevent a build up of work and to avoid the stress that this can cause please take

care to read the following, important guidelines:

It is the responsibility of each course participant to ensure that their work

arrives with their Course Tutor by the set deadlines. Please remember that

the completion of coursework is essential in order for candidates to be

entered for the award of Cambridge DELTA.

Any extension to set deadlines should be viewed as exceptional and must

be negotiated with the Course Co-ordinator at International House London.

Work arriving after the deadline in cases where no extension has been

agreed may not be marked.
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Candidates should keep copies of all work uploaded or posted/faxed as a

safeguard should work get lost en route. It is particularly important to keep

a copy of your Extended Assignment and handwritten mock exams.

It is the responsibility of each course participant to ensure that all

necessary pieces of work for a particular unit are submitted in one ‘batch’.
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Following is the Course Calendar for April 2005.

CT = Course Tutor, LT = Local Tutor, PA = Portfolio Assignment, Ext Ass =

Extended Assignment

Unit Date Event Marked by

1 11 March Unit One opens

PA1 Course Tutor (CT)

10 April Unit One closes

2 10 April Unit Two opens

17 April Deadline Exam Unit 2 CT

24 April Deadline PA2 draft CT

1 May Deadline Extended Assignment Data

Collection Overview

CT

8 May Deadline PA2 CT

8 May Unit Two closes

3 8 May Unit Three opens

15 May Deadline PA3 draft CT

22 May Deadline Exam Unit 3 CT

5 June Deadline PA3 LT and CT

5 June Unit Three closes

4 5 June Unit Four opens

12 June Deadline PA4 draft CT

19 June Deadline Exam Unit 4 CT

3 July Deadline PA4 CT

3 July Unit Four closes

Unit 5 stretches over 6 weeks and the workload is lighter to allow you time for a 2-

week holiday (suggested late July/early August). You have the opportunity this month

to resubmit one assignment/part of an assignment that failed. This needs to be

negotiated with the Course Co-ordinator.
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5 3 July Unit Five opens

10 July Deadline Mock Exam (to arrive by this

date by post or fax with your CT)

CT

Resubmitted work CT

14 August Deadline Extended Assignment draft 1 CT

14 August Unit Five closes

6 14 August Unit Six opens

21 August PA5 draft CT

28 August Exam Unit 6 CT

11 Sept. Deadline PA5 LT and CT

11 Sept. Unit Six closes

7 11 Sept. Unit Seven opens

18 Sept. PA6 draft CT

25 Sept. Exam Unit 7 CT

9 October Deadline PA6 LT and CT

9 October Unit Seven closes

8 9 October Unit Eight opens

16 October PA7 draft CT

23 October Mock Exam 2 (to arrive by this date by

post or fax with your CT)

CT

24 Oct – 7

Nov.

Possible dates for externally assessed

lesson (PA7)

External assessor

13 Nov. Extended Assignment draft 2 CT

By 7 Dec Portfolio to arrive in London

7 Dec Written Examination

12 Dec Unit Eight closes
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5.1 Portfolio Assignments

Below are guidelines on completing and submitting work on the Distance DELTA.

Please read them carefully.

Please also take care to follow the guidelines set out for each assignment, contained

in the individual units of the course material.

5.1.1 Cambridge ESOL Requirements

Of the five formally-assessed lessons included as part of the Portfolio

Assignments:

There must be a minimum of 5 students in the class.

At least one of the five lessons should contain 10 or more students.

The lessons must cover two distinctly different levels, e.g. elementary &

intermediate; intermediate & advanced; advanced & elementary. Elementary

includes pre-intermediate. Intermediate does not include upper intermediate. FCE

classes are usually considered as intermediate unless they are a very high level

in which case they can be termed advanced. In order to ensure a good spread of

levels in your portfolio, upper-intermediate and advanced will not be considered

an acceptable combination.

5.1.2 Submitting Portfolio Assignments

When working on a portfolio assignment, please follow the stages below carefully:

a) Upload a draft of your assignment to your Course Tutor. Although this is optional,

we strongly recommend that you send a draft; in our experience, the feedback

you receive can make the difference between passing and failing an assignment.

It is also very useful if you can include questions for your Course Tutor as this

can encourage a dialogue and replicates the consultative process you would

have on a face-to-face course. For an example of a draft please see the

Appendix 12.

If you would like your Course Tutor to provide feedback and assistance on your

initial draft, be sure that you submit it by the draft deadline. This generally falls

two weeks before the final deadline. Upload the draft to your Course Tutor

following the instructions in Section 7 (IT). Please note that you may not send

drafts after you have given the lesson except in the case of PA2, the

Experimental Practice Assignment.

b) Label your work clearly.

See Section 7, 6.1 for information about labelling which is compatible with the

website. Following are some examples of clear labelling:

Drafts: twhite_pa2_draft twhite_pa3_draftpart1

twhite_pa3_draftlessonplan twhite_extass_draft1

Exam Practice: egreen_exam2 (the exam question from unit 2)

Assignments: egreen_pa2 egreen_pa3_part1

egreen_pa3_lessonplan egreen_pa3_selfevaluation
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c) Please try to send no more than three documents when you are uploading

work. For most PAs these will normally be your Part 1, your Lesson Plan and

Commentary (a single document) and your Self Evaluation/Action Plan.

d) Please do not upload scanned documents. These can take up huge amounts

of space and have been known to crash tutors’ computers. You will be attaching

hard copies of materials to your lesson plans for your Local Tutors and in your

Portfolio. However, if you send the page reference of coursebook material

Course Tutors can usually find it themselves and they do not need copies of

visual aids. Alternatively, if the material is home-made and vital for understanding

the lesson, you can fax or post it to your Course Tutor.

e) Your Course Tutor will return your draft as soon as possible with comments, but

note that the turnaround may take up to five working days and weekends vary

according to where the Course Tutor works. Marking the drafts will take priority

over marking other final assignments. Your Local Tutor should automatically

receive the commented-on draft. If this is not happening, please ask them to

contact IT support immediately.

f) For assignments which contain a formally assessed lesson (PA3, 5, 6) you must

provide your Local Tutor with a hard copy of your Part 1 assignment, your lesson

plan/commentary and materials prior to the lesson. At the same time upload

an electronic version of your Part 1 and Part 2 to your files on the website.

g) Following the observation of your formally assessed lesson, arrange a time to talk

over your lesson with your Local Tutor. During this discussion it is up to you to

reflect on the effectiveness or otherwise of the lesson. Your tutor may prompt you

and may indicate some further areas for you to consider. However, your Local

Tutor has been asked not to discuss a result for the assignment with you as

it is Course Tutor who will make the final decision about the grade. It can be very

disappointing for you if the final grade is at variance with the initial recommended

grade. You should then write a post-lesson evaluation and action plan indicating

clearly if suggestions were your own or came from your Local Tutor, and upload

this by the deadline. This is a vital part of the assignment and we cannot

moderate your work without it.

h) Following the formally observed lesson, your Local Tutor will complete a report

and upload this to the website. The report will give a suggested grade for Part 2

of the assignment. The Local Tutor cannot give you a final grade for the

lesson as this needs to be moderated by your Course Tutor.

i) Once s/he has downloaded a copy of your work, the completed report and your

post-lesson evaluation, your Course Tutor will moderate the Local Tutor’s

assessment, taking into account your comments in the evaluation. In cases

where the Course Tutor agrees with the Local Tutor’s evaluation, the grade will

stand as it is and will be entered into your Portfolio. If the Course Tutor’s

assessment does not coincide with that of the Local Tutor, s/he will contact your

Local Tutor to discuss your work in more detail before arriving at a confirmed

grade.

j) For assignments which do not contain a formally assessed lesson (i.e. the

Experimental Practice and Course Planning assignments, PA2 and PA4), you

should upload your work as normal. Your Local Tutor is not involved in the

assessment of these assignments.
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k) Your Course Tutor will provide clear feedback on your assignment. Please take

care to read these comments as they are intended to help you create an action

plan for future development, and to meet the criteria of the Cambridge DELTA

scheme. They will also help you in subsequent assignments. Please note that it

can take up to three weeks for your marked work and report to be

uploaded. This is because the Course Tutor will break off from their marking of

final assignments to deal with the drafts of the following assignment before

resuming their marking.

l) Your marked work will be uploaded to the website in electronic read-only form,

along with a completed DELTA 5i form. See Section 8, 6.2 on downloading the

work. You can read tutor comments on the computer by placing the pointer over

the word highlighted in yellow when you will see the tutor’s comments in a

balloon. To print out the Course Tutor’s comments, go to File, click Print, check

‘Print what: Document’ then go to Options, then click on the check box marked

Comments. In older versions of Word, the comments will appear all together on

one page when you print them out. In newer versions, they will be in bubbles on

each page of your work next to the line which the Course Tutor commented on.

Please print out a copy of each marked page with the tutor’s comments,

together with copies of any published material you used (credited) and put

them in your Portfolio. Print out the DELTA 5I form and put this in front of the

assignment in the Portfolio. Each month the Course Tutor will also update a

progress sheet for you containing all the reports on your assignments in a single

document. Do not include this in your portfolio.
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5.1.3 The Externally Assessed Assignment

The Externally Assessed Assignment forms part of your coursework Portfolio. This is

the final Portfolio Assignment, and full instructions for preparing this appear in Unit 8.

Please take care to follow the steps below carefully:

a) Arrange with your Local Tutor an appropriate date and time for an External

Assessor to come to visit your class. Your Local Tutor will then make

arrangements for an Assessor’s visit* as you must not have any contact at all

with the Assessor prior to the assessment.

b) Prepare your assignment as normal. It is particularly important that you submit a

draft of this assignment to your Course Tutor.

c) The Assessor will arrive at your school at least thirty minutes before the start of

the lesson to be assessed. You should arrange for him/her to receive a copy of

your Part 1 assignment, lesson plan / commentary and materials, and for a quiet

space for him/her to read the material before the start of the lesson.

d) When the lesson finishes, the Assessor cannot discuss the conduct of the

lesson with you or comment on likely grades so please do not ask them to do so.

e) You should complete a post-lesson evaluation and action plan as per the other

assignments, and put this into your portfolio. The Assessor never sees the

post-lesson evaluation which is looked at by the Moderator in Cambridge.

*Candidates normally complete their Externally Assessed Practical Assignment in

their own place of work and every effort is taken to ensure that an Assessor can be

found in the country where you work. However, please note that, in circumstances

where an Assessor cannot be found in the vicinity, candidates or their

sponsors will have to meet the travel costs if an Assessor has to come from a

different country and the costs of all flights, national or international minus

£39. All other Assessor costs are met by Cambridge ESOL.

5.1.4 Submitting Your Portfolio for Moderation

Your Portfolio of work is submitted to Cambridge prior to the written examination.

This is to ensure that the DELTA Moderators can have access to all of your work

including both externally and internally assessed parts of the coursework.

In Units 5 and 8, you will receive very clear instructions on putting together your

Portfolio and sending it to IH London*. It is essential that you follow these instructions

because omissions from your Portfolio can delay your receipt of your results.

*Please note that your portfolio needs to be sent as hard copy, either by post

or via courier. We cannot accept electronic copies of portfolios.

5.2 The Extended Assignment

The Extended Assignment should be completed prior to the date of the Written

Examination, and submitted on the examination date to the Centre where you are

taking the exam. The Centre is then responsible for sending the assignment along

with your examination script to Cambridge ESOL.
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Please remember to keep a copy of your Extended Assignment and all case

study material/data until you have received your DELTA result. In cases where

the Extended Assignment fails, it is sometimes only necessary for a part of the

assignment to be altered rather than for a new assignment to be undertaken.

Therefore, you need to keep all the original data.

5.3 The Written Examination

The Written Exam normally takes place on the first Wednesday in December (for

participants on the April course) and on the first Wednesday in June (for participants

on the September course). It is not normally possible for you to transfer to an

examination session which does not follow directly from the end of your course.

Registration for examinations must be complete by early March (for the June exam)

and early September (for the December exam). The Course Administrator will

contact you prior to this date with details of registration fees and how to pay these.

You will also need to provide details of where you would like to sit the examination.

You can take the DELTA Written Exam:

a) At your school or institution, if it is an approved Cambridge ESOL Centre.

b) At a Cambridge ESOL-approved Centre in your area.

c) At International House London.

If you intend to take the exam at your own institution, your Local Tutor will be asked

to confirm your Centre’s intention of hosting the exam. If you wish to take the

examination at a Centre which is not your place of work, you need to request the

Centre to host your exam, and ask the examinations officer to confirm their

acceptance. Please ensure they realise that they are also responsible for sending

your Extended Assignment to Cambridge. Please note that transfer centres may

charge you an administration fee to cover the costs of invigilation.

6. Receiving Your Results

DELTA results are normally released in early September (for those who completed in

June) and early March (for those who completed in December). You will be notified of

your results by post. Please note that it is not possible for us to give results over the

phone and that Cambridge ESOL will not deal with questions about results directly

from candidates. Any queries should be directed through your administrative centre,

which is ‘The Distance DELTA’ with its administrative centre in International House

London.

In order to pass successfully, you need to pass all three assessed components. Full

information about pass and distinction requirements are included in the Cambridge

DELTA Syllabus and Assessment Guidelines (3rd Edition).

Referred Candidates: Candidates may be referred if they have failed any or all

components. Referred candidates may re-enter for the failed components on two

further occasions within a three-year period following the issue of results. If a
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candidate has failed more than one component, they should be entered for all failed

components at the same time. Referred candidates do not have to re-take a course.

NB: Candidates cannot be referred in the coursework if it is incomplete or if more

than 50% has been failed.

Candidates who have failed the coursework submit a referral assignment consisting

of a background essay and a lesson. Candidates who fail the extended assignment

either resubmit their original assignment or undertake a new one. It is important,

therefore, that candidates collect and keep their original data. Candidates who fail the

Written Examination re-sit it.

Failed Candidates: Any candidate who fails (as opposed to being referred) is

required to take another DELTA course.

Centre Responsibilities: The Centre is responsible for organising the administration

procedures for referred and failed candidates. Educational support for Distance

DELTA course participants finishes with the closing date of Unit 8.

7. Checklist of Support Systems

Task 1: Quiz: Effective Support Systems

What should you do in the following circumstances?

1. Early on in the course you feel will not have time to do the written

assignments due to family commitments.

2. You become ill shortly after the Christmas or summer holiday. You

know you will not be able to meet the deadlines for work to be

submitted.

3. Your school is closed for a month when you are supposed to be doing

Unit 6 which involves a Skills PA watched by your Local Tutor.

4. You do not work in the same school as your Local Tutor. When you

try to arrange suitable times for observation, s/he tells you that the

times are not convenient.

5. You disagree with the mark you have been given for an assignment

and would like to investigate if it’s possible to change the grade.

6. You are very worried that you are not doing as well as you expected

in assignments.

7. Two weeks before the examination you are confined to home with

chicken pox.

See Appendix 15
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8. Endnote

Please note that more information on submitting your work, on the examination and

assessment will be given as the course progresses. The information given in these

pages is designed to ensure that you are informed about the processes from the

beginning of the course.

Most of all, remember that we have a long way to go before final assessment, and

you have lots of time in which to progress and develop as a teacher. Please take

time to enjoy the work you are doing and focus on what you are learning. The

reflective practice required during the course will serve to enhance your teaching and

professional skills, and enable you to continue your development long after you have

completed the course.
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Appendices

Appendix 1: Factors Affecting Learning

Some possible considerations:

The Learner: motivation, age, aptitude, personality, previous learning experience,

preferred learning styles / strategies, personal life, etc.

The Learning Context: English speaking environment (ESE) or non-English

speaking environment (NESE), institutional constraints such as syllabus, coursebook,

methodology; time of day, frequency of lessons, opportunities/willingness to study

outside class, availability of authentic materials including TV outside class, length of

lessons, monolingual or multilingual class, group dynamics, attitude towards the

teacher, status of English within the culture, etc.

The Language: Is L1 similar or extremely different from English e.g. in phonology, in

syntax, in verb forms, in lexis? Is there a different writing system?
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Appendix 2: Classroom Management: Questions From a New Teacher

These are not supposed to be ‘correct’ answers, but rather questions, prompts and

ideas.

1. Have you talked this through with them and made some sort of agreement about

trying to talk in English? Sometimes they talk in Italian because they don’t

understand something. Have you checked this? Is it a question of clearer

instructions? Have you thought about utilising their enthusiasm? For example,

instead of telling them off, get them to try and translate what they are saying into

English. That way they’d be learning to express something they’re really

interested in saying.

2. These learners might feel more confident if they’d had some preparation time

before speaking. Maybe you could try setting homework tasks where they

prepare ideas for speaking. Or allow time for all the learners to think, and process

their answers before speaking. Sometimes stop the more confident ones coming

in too soon. Try having them check answers e.g. to listening, reading or grammar

activities in pairs, and when you monitor, notice the ones Miko and Young Ji got

right and then ask them in front of the class. Do lots of individual monitoring and

work with them in group and pair work rather than asking them to talk in front of

the whole group if they don’t seem happy doing that.

Encourage journal writing. Sometimes a quieter student will express themselves

more confidently and fluently in a written medium where there’s more thinking

time. Have some sections of the lesson where learners have to raise their hands

and be nominated rather than just shouting out. Use cross-cultural information

exchanges so the Italian people become interested in the two other learners’

backgrounds.

3. Where are you sitting? Have you tried sitting to one side or certainly not in the

focal position? Have you tried breaking eye-contact? Do you put the learners in

small groups sometimes for discussions or do you always have full class

discussions?

4. Yes! Half the battle in class is motivating learners to talk. Don’t waste a live,

ready-made heated debate! You’d be helping them to express in English things

they genuinely want to say.

5. Don’t. If they know the lesson proper doesn’t start till 9.15, it’ll encourage them to

come later. Have you tried talking to individuals? Perhaps they have a genuine

reason for being late. Is there a school policy on latecomers? Ask your Director of

Studies for help. They are adults. Perhaps it’s their decision. How disruptive is it

to other learners? If they have no good reason for being late and it is disruptive,

then they need to understand that it is their responsibility to catch up without

disturbing other learners.

6. This is probably his learning style. Can you give him some individual attention

during class, perhaps while others are working in pairs, so that his need has been

satisfied without taking up your extra time? Do you think we actually ought to

force learners to work in pairs if it doesn’t suit them? Has he come to the right

school? Is there a school pamphlet which explains to the learners what the

methodology is and how important it is to try and practise with the other people in

the group?
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Appendix 3: Teacher-Learner Interaction

In Classroom A, the emphasis is firmly on accurate language from the start. The

teacher’s question is clearly a display question, one that is intended to prompt certain

language from the learner, rather than a genuine question asking for information

about Firenc’s weekend. As a result, the conversation is stifled and we never get to

the ‘throwing up’ stage, arguably the most interesting aspect!

In Classroom B, the policy seems to be ‘hands off’ teaching. The teacher makes no

response at all either to the content or to the accuracy of the language and is

accepting language that other learners or indeed native speakers will not understand.

As a result, in this type of classroom we often find that the other learners switch off

and don’t listen to each other, only addressing the teacher. This can be further

compounded if the learners speak so quietly that the others can’t hear. It will depend

on your beliefs as to whether you think a silent teacher is more effective than one

who responds more overtly to what the learners offer.

I personally would argue that Classroom C is the most effective. Although the aim is

fluency, and the teacher is responding first and foremost to the content, the learner is

also being encouraged to pay attention to his accuracy. The teacher is inputting new

language which is relevant and personalised. She is assisting him in getting over his

difficulties but challenging him by demanding clarity and pushing him for more detail

and explanation which may have the added benefit of helping the other learners to

understand what he has said and certainly to pay attention since the teacher

obviously thinks what Firenc is saying is important enough to warrant being

expressed clearly.

Often learners complain that teachers don’t correct them enough. This type of

reformulation or helping the learner to say something in a better way counters this

complaint. Here the teacher is not correcting for the sake of correcting, but genuinely

helping the learner to communicate more effectively, usually at the level of providing

a better lexical item rather than being over conscientious about grammar.

In Classroom D the teacher’s questions are ‘closed.’ They provoke only ‘yes/no’

answers. The teacher needs to be asking ‘open’ questions that demand longer turns:

Tell me about….? Why…? and encouraging and ‘scaffolding’ (guiding/providing

structure for) the learner’s answers, by starting sentences or filling in missing words.

See Unit 5 for much more on error and correction.
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Appendix 4: Categorising language

There are no ‘correct’ answers here. The examples are all taken from real lessons,

and these are the actual angle the teachers were focussing on:

1. Lexis: The teacher decided to focus on this as a fixed lexical phrase. She

integrated phonology work when helping the learners to say it confidently.

2. Discourse: On first sight it might look like grammar, the present simple, but think

about the level of English in the text; it wouldn’t be appropriate for a low level. In this

case the teacher was working at an upper intermediate level and was helping

learners to notice the use of this tense in a particular genre: a programme description

in an entertainment guide.

3. Lexis and phonology: A double aim here of students learning a set of adjectives

and focussing on word stress using dictionaries.

4. Grammar: A non-defining relative clause. However, the teacher went on to work on

phonology, the foregrounding and backgrounding use of intonation with this type of

clause.

5. Grammar: The use of a gerund as part of a noun phrase in subject position.

6. Discourse: The teacher was focussing on ellipsis in spoken English. The speaker

leaves out ‘that,’ assuming that the listener will understand what she is referring to.

Alternatively the teacher could have taught ‘sounds good’ as a fixed expression.

7. Grammar: Embedded / indirect questions. The focus here was on syntax, the word

order of the subject and modal ‘can’.

8. Lexis: The teacher decided to focus on the collocation the south as a lexical item,

as she believes in teaching ‘the’ wherever possible as part of lexis (the right, the city

centre, the UK etc.). Looking through the examples, can you find a place where ‘the’

could be focussed on as part of discourse? (*answer below)

9. Discourse: Discourse markers to manage conversations.

10. Phonology: The teacher was focussing on reduced forms in speaking, although

actually in this lesson her focus was not primarily on language systems work but on

the skill of listening and understanding these forms.

(* ‘The boy’ in 4. ‘The’ is being used for anaphoric (backward referring) reference.)
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Appendix 5: Checking Meaning

Suggested answers to concept questions from the Pre-Course Task.

The lorry careered down the road.

Did it travel fast or slow? Fast

Was it in control or out of control? Out of control

She’s famous.

Do you know her? Yes

Do many people know her? Yes

Is ….. famous? Yes

(Use the name of someone the students will know, depending on the context)

Am I famous? No

Tell me the names of some famous people.

They’ll be having dinner now.

Am I talking about the future or the present? The present

Do I think they’re having dinner now? Yes

Do I know their usual routines / plans? Yes

Tell me about someone in your family now.

I’m afraid we’re out of stock.

(Imagine we’re talking about a particular shirt)

Does the shop have the shirt? No

Does the shop usually have the shirt? Yes

Will the shop have the shirt in the future? Probably

I remember we’d get up very early.

(Taking the context as Christmas)

What time are we talking about? The past

Did we get up early once or often? Often

So this means the same as …..? Used to

Tell me something about your Christmas

(The teacher here has decided not to go into the rule about state and event at this

point, but is giving a straight equation to ‘used to’ as a starting point for meaning.)
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I’m getting used to the rain.

Was the rain strange for me when I first came to Britain? Yes

Do I think it is less strange now? Yes

And in the future, will it be normal for me? Yes

Tell me something that you found strange at first, but which is less strange

now.

Here, as part of the concept checking, wherever possible the teacher asks the

learners to provide their own examples to help her see if they have understood or

not. She’s obviously working in a UK context.

Appendix 6: Planning

On the positive side, planning….:

leads to a more coherent, well-targeted and well-shaped lesson.

forces you to streamline lessons, helping you to ‘see the wood for the trees’.

helps you to anticipate and provide solutions to learners’ problems.

allows for flexibility in execution.

looks professional to your learners.

helps your observer/reader see how you went about preparing the lesson and the

factors you took into consideration.

helps your observer/ reader to locate any problems in your thinking when

planning.

can act as a starting point for your own self-appraisal after the lesson.

On the negative side, it…:

can act as a straitjacket. You can end up teaching the plan and not the learners.

can mean you cannot respond on the spot to the learners’ needs.

means you cannot respond to the mood of the class.

means you cannot respond to an issue that is more important to the learners than

today’s language point.

can follow the teacher’s agenda rather than the learner’s.

Appendix 7: Aims and Activities

2, 7 and 8 are lesson aims.

1, 4 and 5 are activities.

3 and 6 are personal aims.
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Appendix 8: Writing Aims

1. (Main focus: grammar - present perfect; supporting skills: speaking)

2. (Main focus: skills: writing; supporting language: grammar - passives)

3. (Main focus: skills: speaking; supporting language: lexis – the language of

shopping and complaints)

4. (Main focus: skills: listening; supporting language: lexical phrases – asking for

clarification)

5. (Main focus: skills: reading / dictionary training; supporting language: lexis –

personality adjectives)

Appendix 9: Timing

Timing problems may be due to several causes and could include:

Poor perception of aims.

Confusion over what are Main Aims and what are Subsidiary Aims.

Unanticipated problems due to insufficient language analysis.

Different learning rates among students.

Degree of student unfamiliarity with concept.

Poor language grading / instructions.

Slow pace of lesson.

Being side-tracked by students.

Being used to working with much longer time-frames, e.g. 2 or 3 hour lessons.

The Distance DELTA

Unit 1 Appendices 144

Appendix 10: Writing Action Points

All the points are much too vague. Here are some more plausible, detailed and

‘concrete’ rewrites:

1. In my next lesson I am going to ask a colleague to monitor my use of language

when giving instructions to investigate why students do not seem to be following

me.

2. Because I feel insecure if my lesson is not planned down to the last detail and

this leaves no space for the learners, I am going to design a section of my next

lesson to allow students to ask questions about the vocabulary they want to

know, rather than what I have imposed.

3. I don’t feel confident about drilling the students and I am not completely

convinced of the validity of drilling, therefore I am going to:

a) Read more about this in ....

b) Chat to colleagues and students to find out whether they find it useful as learners.

c) Watch a video of an elementary class in order to refine my techniques in this

area.

d) Notice how X in my teaching group manages to do it so effectively...

4. I keep being told I talk too fast, but I can’t see this, so I’m going to tape the first

15 minutes of my next lesson and listen to it to check.

5. I always plan too much, so in my next lesson I am only going to plan 40 minutes’

worth of work to see what happens.
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Appendix 11: An example of a Self Evaluation and Action Plan

Richard Evans

Portfolio Assignment 3

Post-Lesson Evaluation

GENERAL REFLECTIONS

I felt that the lesson was well timed and kept to the plan. The classroom

management, including the control of the cassette player and OHP, was competent. I

felt that overall the students enjoyed the lesson and found the material useful. The

students completed the final exercise well, and understood the academic value of the

lesson focus as a technique for use in an examination.

The lesson was clearly structured. The plan allowed appropriate time for the focus

upon the vocabulary and for a period of extended listening.

However, the plan did not allow enough freedom for the development of, and

attention to, phonological difficulties experienced by the students when

reconstructing an example sentence (see Action Plan).

Neither was adequate time allowed to examine the possible different uses of the

vocabulary outside the confines of the example sentences.

As a reflection of reading done for the Assignment, I did not pre-teach any

vocabulary from, or set the context of, the extended listening prior to the first playing

of the text.

The result of this experiment was that student responses were usually vague and

relatively lacklustre, indeed, I elicited only two concrete responses from the group as

a whole. Following my explicit instruction to focus on ´signpost´ words and related

information the students became focused on text and successfully drew a

considerable amount of specific information (see Action Plan).
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REALISATION OF AIMS

The main aim was:

to listen for aspects of staging of formal spoken English by attention to the presence

of linking words in a spoken text and related aspects intonation and stress.

This stated aim was, perhaps, too all-encompassing for a one-hour lesson, too broad

in scope.

I believe that the aim(s) of attending to aspects of staging and signposting were

achieved. However, the aim of highlighting intonation and stress patterns was not

fully realised. The students did have the opportunity to practice the stressing of

linkers in given example sentences, but these aspects were not developed through a

period of boardwork which I now feel would have been appropriate to reinforce the

spoken language.

ACTION PLAN

As a response to I intend to

I) my lack of a thorough working

knowledge of phonology, which led to my

reluctance to fully develop aspects of

intonation and stress in the lesson.

read widely on the subject of phonology

with particular reference in the first

instance to

Roach. P., English Phonetics and

Phonology-A Practical Course, 1983,

Cambridge.

ii) the in-class reading aloud which the

students did following the tapescript at the

end of the lesson.

incorporate aspects of reading into future

lessons, and discuss with colleagues and

course participants the apparent taboo

surrounding this activity.

iii) the reaction to the absence of a period

of pre-teaching of vocabulary or context

setting.

continue to experiment, across levels,

groups and materials, with this procedure.

WORD COUNT 473
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Appendix 12

Draft Assignment: Understanding and Using the Prepositions: IN and AT

INTRODUCTION

Focus = prepositions

Why? Sts at all levels make errors with prepositions. Refer to particular contexts / L1

An area I’m particularly interested in because…?

Scope = focus at pre-intermediate level, also limit number of prepositions to in and at

ANALYSIS

Focus on MEANING + FORM (state parameters of discussion here)

Definition of preposition – with reference to Leech (The English Verb), Cobuild

(English Grammar) and Swan (Practical English Usage)

Attempt to categorise the prepositions (parts of multi-word verbs; independent,

dependent)

Form:

Prepositional phrases as part of a noun group (followed by noun)

He fumbled in his pocket

Meaning:

Look at in, at, (+ on?) – multiple meanings BUT there is a general meaning in a more

abstract sense. Lewis (The English Verb)

e.g. in (egs from Cobuild) + Longman/Collins dictionaries

The baby was found in a carrier bag (specific place)

She was in Sheffield (general)

The child was in trouble/in danger (involved in a particular situation)

In any book, you have a moral purpose (inclusion in abstract)

The first primroses are in flower (reach a particular stage)

LEARNER PROBLEMS

Contrast with L1.

e.g. (Arabic) fil bait – at home (?)

Learners latch onto the most tangible meaning and over-apply – e.g:

X He’s on the bed X

Learners taught simplifications:
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X He works in the British Council X

Learners don’t learn/aren’t taught a fixed phrase e.g:

He’s ‘at home’

Learners aren’t encouraged to notice examples which conform/differ from the rule

Refer to Willis (A framework for TBL) / Thornbury (About Lang) + Batstone

(Grammar). Also Thornbury’s ELTJ Article Tasks that Promote Noticing

POSSIBLE APPROACHES TO THE LANGUAGE

Problem for learners and teachers = this seems like a very big area. Tempting to be

simplistic. Refer to typical approach taken in e.g. Headway, Cambridge. c.f. Cutting

Edge ( encourages a look at larger chunks and differing meanings)

My own approach so far has been simplistic/less helpful (?)

POSSIBLE SOLUTIONS

Need to raise learners’ awareness of general meanings

Draw learners’ attention to this by:

a) highlighting regularly + encouraging questioning on part of learners

b) recording in notebooks

c) building on what students already know

Teach language in chunks Lewis (The Lexical Approach) + concordancing Willis (A

Framework) + ELTJ articles on concordancing)

Use modern dictionaries showing language in use

DILEMMA:

Problems in teaching – students here are typically not very reflective, not ‘noticers’.

Issue of training important.

Perhaps learners learn the more subtle uses as they are exposed to more and more

examples i.e. they progress? Is it therefore necessary to teach them the subtleties

early on?

CONCLUSION

Traditional approaches limited. Need to use data in dictionaries/concordances to

show multiple meanings + shared meaning of prepositions. Can be introduced at low

levels to thinking learners. This approach can give learners a deeper understanding

of what a preposition means.
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Appendix 13

(1) Problems

(2) Problems

(3) Solutions

(4) Analysis of meaning

(5) Analysis of meaning

(6) Analysis of form

(7) Solutions

(8) Solutions

(9) Analysis of form

(10) Introduction

(11) Analysis of pronunciation

(12) Problems
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Appendix 14: Local Tutor Responsibilities

The Local Tutor is responsible for:

1.Formal

Observations

The formal observation of 3 lessons for each CP for whom they are

responsible (PA3, PA5 and PA6). The observations should comply

with the Cambridge ESOL Examinations regulations for the DELTA

programme.

2.Observation

Reports

The initial assessment of the three formally-assessed lessons. LTs

will be writing a full report and uploading it to the Distance DELTA

website by the agreed deadline. Final responsibility for the

moderation and final grade of participants’ assignments rests with

the appointed Course Tutor.

3.Informal

Observations

The informal observation of a minimum of three lessons during the

period of the programme for each course participant for whom they

are responsible. These observations are intended to be

developmental for the course participant and, as such, are not

formally assessed. However, should their participant fail one of the

formally-assessed lessons, they have the option, with the LT’s

agreement, to attempt one ‘retake’, in which case this could

replace an informal observation

4.Monthly

Workshops

Arranging one workshop per month. These will often involve

responding to participants’ queries either about their lesson plans

for formally observed lessons or about topics connected with their

next assignment. Towards the end of the course LTs will be

provided with 3 Seminar Packs which focus on Exam Preparation.

5.Arrangements

for the Written

Exam/ Extended

Assignment

Where participants intend to take the examinations locally, making

arrangements with the Examinations Officer for the written

examination and submission of the extended assignment

6.Arrangements

for the Externally

Assessed

Lesson

Making arrangements for the externally-assessed lesson in

accordance with Cambridge ESOL regulations for the DELTA

programme.

7.Checking

Portfolios

Checking their CP’s portfolio and ensuring that this extremely

important document is complete before it is posted to London.

8. Final Report Providing a brief final report of their candidate’s progress during

the course and their standard in relation to Cambridge DELTA

criteria.

9. Liaison with

Course Tutors

and London

At certain points of the course they may need to liaise with a

Course Tutor, the Administrator or the Course Co-ordinator, usually

by email.
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The Local Tutor is not responsible for:

1. PA1, PA2, PA4, PA7 PA1 (Systems: Grammar) is done on the Orientation

Course. PA2 (Experimental Practice) and PA4 (Course

Planning) are marked solely by the Course Tutor. PA7 is

the externally assessed lesson.

2. Assessing Background

Assignments

In all cases the background assignments (part 1’s) are

marked by the Course Tutor. Participants should not ask

the LT to check these. CPs should make use of the draft

facility and address any questions to their Course

Tutors.

3. Final grading of the

three formally assessed

lessons

This is the responsibility of the Course Tutor who will

moderate the LT’s initial assessment.

4. More than 5 hours per

month

If an LT has a single participant, the LT should be

spending no more than five hours a month on Distance

DELTA related matters. If they have two or more

participants, the time required may be proportionally

less as workshops and seminars will include all

members of the group.
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Appendix 15: Effective Support Systems

1. Contact the Course Co-ordinator immediately. The course assignments are a

vital and non-negotiable part of the course and a necessary component of the

assessment. It may be that the Course Co-ordinator can negotiate an appropriate

series of deadlines for you. However, it may be that you will need to withdraw

from the course. In either case, it is essential that you contact the Course Coordinator

as soon as possible. Please note, however, that all course fees are nonrefundable

and non-transferable. In the application form we recommend that

people take out insurance to cover the course.

2. Contact the Course Co-ordinator immediately.

3. At the beginning of the course, consult your Local Tutor to see if there are going

to be any potential problems of this nature. You or your Local Tutor need to

contact the Course Co-ordinator immediately and find a way to reorganise work

schedules to accommodate your school schedule. It is very difficult for the Course

Co-ordinator to help if s/he is only informed at the beginning of the month in

question.

4. There needs to be a little flexibility on both sides to ensure that the assignment

can be completed in time to meet the deadline. You need to organise

observations well in advance in order to give you both this flexibility. However, if

there are real problems you and your Local Tutor should contact the Course Coordinator.

5. The final grade which you receive for three assignments will be the result of

double marking (i.e. both by your Local Tutor and by the Course Tutor). As a

result, the grade will have been considered and discussed in detail before being

decided. However, it may be that you need help to see why the grade was given.

The first step might be for you to go through written feedback with your Local

Tutor to identify strengths and areas to work on. If you are still unconvinced,

contact your Course Tutor to discuss it further. In an assignment which has been

marked entirely by your Course Tutor, contact her/him to discuss any aspect of

the marking you do not understand. All Course Tutors are experienced Diploma

tutors and work to the criteria set out by Cambridge.

6. An initial step might be to identify what you want to achieve. Many participants

have very high expectations of themselves, particularly as the focus of the course

is teaching – something you have been doing for some time. Please remember

that if you are passing assignments, you are doing very well. Remember you

don’t need to pass everything to succeed. Talk to your Local Tutor and/or your

Course Tutor. Use the discussion forums or emails to other course participants. If

you are seriously worried, or if you have failed a number of components, you

should contact the Course Co-ordinator. S/he can give advice on readjusting your

workload and goals to help you achieve what you need to in order to succeed.

7. Contact the Course Administrator immediately. Participants should normally take

the examination immediately following the course. However, in cases of serious

illness or other serious extenuating personal circumstances, Cambridge ESOL

can defer their entry to the next exam round. Please note that in the case of

serious illness you will normally be required to submit a doctor’s certificate.
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History of ELT

Summary

The history of language teaching is sometimes neglected in the profession. Think

about your previous training; perhaps you had a brief overview of the topic, and this

was all you needed for a CELTA, Trinity or similar scheme. Now that you are doing

the DELTA there is the opportunity to find out more, not simply because it is of

historical interest but also because what we do now is the direct result of all sorts of

theory and practice, mainstream and alternative, academic and practical, serious

and downright eccentric. This is not to say that we have therefore reached “the end

of history”. New theory and new practice is underway all the while.

Objectives

By the end of the section you will:

know about different methods and approaches over the last hundred years with

some glimpses of even remoter history

know how they relate chronologically and developmentally

know about the theoretical background to the different methodologies

be clear about the principles and practices of the Communicative Approach,

which is the closest thing we have to a current consensus

have a clear idea of the plurality of current methodology, the ‘bit of this bit of that’

philosophy that is sometimes termed ‘principled eclecticism’

be aware of some of the topics adjacent to the history of language teaching; the

variety in the world of educational cultures, for example. (Is ‘our way’ necessarily

the best way for students from SE Asia?)

The Distance DELTA

Unit 2 Section 1 2

Contents

1. Methodologies

2. History of Language Teaching

2.1 Grammar Translation

2.2 The Direct Method

2.3 The Communicative Approach
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3.3 Task Based Learning or Task Based Approaches

3.4 The Lexical Approach

4. Principled Eclecticism

5. Continuing Innovation
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1. Methodologies

TASK 1: What we do? (30mins)

Here are some “things we do in the classroom”:

a. tell students not to speak in L1

b. put students into pairs

c. correct ‘at the end’

d. pre-set comprehension Qs

e. tell them to read for gist and not to worry about every word

f. do student-student correction

g. elicit language from students rather than give it to them

1. In the spaces above put two other common practices.

2. Then think of the principles implicit in each of them. Consider whether they are

necessarily good ideas. Think what changes there could be in our outlook. For

example, the first one above could be analysed in this way:

Telling students not to speak in L1: The principle here is that L1 should not

intercede between the student’s mind and the L2; that they should “think” in L2.

The pros of this are obvious: lots of focus on the target language. But the cons

have to be borne in mind. Is the mind of the student a blank sheet of paper? Is

there not already a language there? And could not this language actually help

them to learn another one?

Deal with the other “things we do” in the same way. (Alternatively you might like

to do it as a role-play: Teacher and Student!).

3. Once you have finished this, check in Appendix 1 and see if the issues

mentioned here are the ones you discussed.

Everything we do in the classroom however basic, even ill-advised, is informed by

some kind of methodology; it might be a mistaken methodology but it is there. There

has always been a mass of different and contending methodologies, or, in more

practical terms: methods, approaches, techniques.
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TASK 2: Methods and Approaches (30 mins)

Here is a list of methods and approaches, tendencies from over the last 100 years

Principled Eclecticism

The Listening Approach

Task-Based Learning

The Silent Way

Grammar-Translation

The Lexical Approach

Community Language Learning

Suggestopaedia

The Communicative Approach

Total Physical Response

Direct Method

The Natural Approach

Computer Assisted Language Learning

Humanistic Approaches

1. Look at this list, if possible with a colleague. Mark them as follows:

K (know about)

H (heard of)

NH (never heard of)

2. When you have done this alone, get together with a colleague from your school

and compare your results. Help one another to fill in the gaps you have found,

where possible; however little you may know about the topic. (There will be

plenty of opportunity to check your knowledge later.)
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TASK 3: Definitions (15mins)

Look at the list of definitions of twelve (that is not all) of these methods and

approaches below and match them to the twelve items of the list. This means that

you will not find definitions for two which are really too self-evident to need them.

Principled Eclecticism

The Listening Approach

Task-Based Learning

The Silent Way

Grammar Translation

The Lexical Approach

Community Language Learning

Suggestopaedia

The Communicative Approach

Total Physical Response

Direct Method

The Natural Approach

Computer Assisted Language Learning

Humanistic Approaches

a) A language teaching method in which items are presented in the foreign

language as orders, commands and instructions.

b) A method of FL teaching which makes use of gesture, mime, visual aids and in

particular Cuisenaire Rods that the teacher uses to help the learners to talk.

c) It uses techniques developed in group counselling. The method makes use of

group learning. Learners say things they want to talk about, in their native

language, the teacher translates the learner’s sentences into the foreign

language, and the learner then repeats this to other members of the group.

d) Methods in which the following principles are considered important: the

development of human values, active learner involvement in learning and in the

way learning takes place

e) A term for an approach proposed by Terrell (which) emphasizes

the informal acquisition of language rules

tolerance of learners’ errors

natural communication
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f) A method of foreign language teaching which has the following features:

only the target language should be used in class and there is a firm emphasis on

speaking.

g) Teaching materials used with this approach teach the language needed to

express and understand different kinds of functions, such as requesting,

describing. Emphasis is on the processes of communication.

h) A method of FL teaching developed by the Bulgarian, Lozanov. It makes use of

dialogues, situations, and translation to present and practise language, and in

particular, makes use of music.

i) An approach that encourages the teacher to pick and choose judiciously from a

wide range of methodologies.

j) An approach in which learners do a task, using such language as they can

naturally, possibly having previously seen or heard the task performed previously

by native speakers. Language focus can be made, before or after, though this is

not always felt to be essential.

k) A listening-based application of the ideas of Krashen to the classroom.

l) An aspect of communicative language teaching which focuses more on language

as lexical units rather than grammatical structures.

See Appendix 2

TASK 4: Chronology (5-10mins)

Try instead to establish an order for these above methods, approaches etc, to

establish a sort of history of the last 50 years. Many of these features of Language

Teaching were, of course, current simultaneously; some ‘subsume’ others. You

might like to put together clusters of these methods rather than string them up in a

chronological sequence. This will probably be closer to the truth than something

strictly linear. Don’t worry if you have doubts or feel you can’t do this. It is simply a

prelude to the reading that follows.

Two titles you will find of use should you wish to check your understanding of the

definitions of these methods and approaches are: Approaches and Methods in

Language Teaching Richards and Rogers, CUP 1986 and Techniques and

Practice in Language Teaching Larsen-Freeman, OUP 2000

2. History of Language Teaching

The following is a description of the history of language teaching in the last 100

years, as far as such a thing is possible.

There has been no even, gradual development of language learning methods, one

after the other in the last 100 years. Old methods have not gone away and been

replaced by new ones in an orderly succession; or if in place X they have, in place Y

this change might still take a long while to happen; it might not happen at all. And of

course any history of language teaching would vary according to the nationality of
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the writer. An account written by someone in the US would be significantly different

to this.

One assumption we might all have is this: language teaching started out ponderously

academic and gradually became more practical, more fun until it culminated in the

kind of teaching we do nowadays. This is not wrong; but in fact the truth is more

complicated.

Yes, language teaching was influenced very much by the teaching of Greek and

Latin and was very grammar based and academic. This has been termed the

monastery tradition (see A Foundation Course for Language Teachers:

McArthur CUP 1983.) But there was another tradition, the marketplace tradition

where languages were learned for the purpose of trade.

A good example of the marketplace tradition we find in Howatt: A History of

English Language Teaching OUP 1984. In 1586 Jacques Bellot wrote his ‘Familiar

Dialogues’ for the help of Huguenot refugees in London. One such dialogue goes

like this:

B. Peter, where layde you your night cap?

P. I left it upon the bedde

B. Are you ready, Peter?

P. How should I be ready? You brought me a smock instead of my shirt

B. I forgot myself: holde, here is your shirt.

P. Now you are a good wenche.

Another dialogue is based around seeing the children off to school. These are

charming glimpses of Elizabethan domestic life; but in language teaching terms they

are also classic ’situationalised dialogues’ just as we were still doing 400 years later.

This reminds us that there was never any ‘Dark Ages’ of language teaching.

Shakespeare obviously knew quite a lot of French. It would be nice to think that he

learned something from a little book of this kind. Certainly his language lesson in

Henry V is of a practical nature: marketplace rather than monastery!

Kath: Dites moi l’Anglois pour le bras.

Alice: De arm, madame

Kath: Et le coude?

Alice: De elbow.

Kath: De elbow.

And Katherine, as a good instinctive language learner, knows the value of drilling, for

she says:

Je m’en fais la repetition de tous les mots que vous m’avez appris des a

present…..de hand, de fingres, de nails, de arms, de bilbow

(Alice: De elbow, Madame)

However, the history that concerns us originates in the nineteenth century when the

methodology of foreign language teaching was first approached thoughtfully and
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systematically. So that is where we will begin and the sequence which will bring us

up to date can be expressed most simply thus.

Grammar Translation⇒Direct Method⇒Communicative Approach

Of course we have already seen there is a whole swathe of interesting, sometimes

eccentric, approaches and methods in the history of language teaching so this

‘straight line’ account is of limited use; but in the case of the UK at least, it

represents a sequence of the main currents of language teaching methodology.

Other methods, (the ones you considered in Tasks Two and Three) will be dealt with

after what, I hope, is a traceable historical account of three main periods.

Grammar Translation

TASK 5: What is Grammar Translation? (10mins)

Before you start reading this:

Write down everything you know about this method or discuss it with a colleague.

If you know nothing, what kind of methodology do you imagine would bear this

name?

Whatever the virtues of the marketplace tradition it is true that the monastery

tradition prevailed in the early nineteenth century. Nowadays this is generally known

as the Grammar Translation method.

It was ultimately based on the way that the classical languages (Greek and Latin)

had been taught, and it was applied to the teaching of living languages too. Indeed

the Grammar Translation method was elaborated and codified in the nineteenth

century precisely to teach modern languages in schools. Its name reveals what it is:

it depends on Grammar and Translation. Though somewhat literary in nature, its

materials were not necessarily confined to literary texts. Language was often

conveyed by numbered sentences exemplifying a grammatical structure with an

adjacent translation in L1, or the translation from L1 into L2 or vice versa might be

the task of the learner. Typically, such exercises would have been preceded by a

page of rules, or conjugations/declensions etc. What was not always attended to

was context. Here is a page of examples for learning French. Spot the structure!

You have put on your stockings

I have done my exercise

He has spoken wisely

But spot the unifying context? I think not!

We are not looking here at some archaic museum piece. This is how I was first

taught French. It didn’t seem strange (but I suppose at the age of 10 nothing seems

strange!) that we spoke English all the time, that we read aloud, that we translated

sentences and chanted conjugations:

je suis,tu es,il est etc.

Nor did it seem strange that we had to ‘read’ the Fables of La Fontaine. (This is quite

a good joke: the use of seventeenth century verse fables to teach a child of twelve a

new language!) At the same time I was studying Latin and the methodology was

exactly the same, which tells us something!
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We may like to think that we have left Grammar Translation far behind. We would be

wrong. Indeed it is probably still, in the third millennium, one of the main ways in

which languages are taught! Many students now studying in more communicative

contexts have hitherto studied in this way. Do they know nothing? Not at all. They

know a great deal, but it is largely passive. A mute learner in an Elementary class

may well turn out to have a large body of passive, still-to-be-activated knowledge.

And a very useful resource this can prove to be.

The Direct Method

TASK 6: What is the Direct Method? (10mins)

Once again try to anticipate what kind of theory and practice would come to bear

the name Direct Method. Then read on.

This is a very general name but it is usually understood to enshrine two principles,

whatever differences it may display:

the teaching is all in L2.

there is an emphasis on speaking.

These two things seem so self-evident now that they look unremarkable, but actually

they are the two fundamental pillars on which all language teaching can be said to

be based today and were at one time radical innovations.

No one person ‘invented’ the Direct Method; it emerged surprisingly early, in the

1880’s (with glimpses even earlier) in German state schools as an alternative to GT.

It could never be said to have ‘taken over’ from Grammar Translation; rather it

worked alongside it for years as indeed it still does. We get glimpses of the DM way

back in the nineteenth century. Howatt (op. cit.) gives us the example of J.S. Blackie

in 1845 describing a purely direct method lesson all conducted in L2 and with realia!

This is already remarkable. Even more so is the fact that the same pioneer also

looked forward to current Task-Based practice, for he writes: ‘Step 7. Grammar may

now be introduced, or rather deduced out of the preceding practice’ (my

emphasis)

This sounds to me pretty much what we do today. Here it is described in 1845! A

warning, once again, against imagining a Dark Ages of language teaching.

So an important departure, but the DM was not perfect. It continued to have a very

grammatical view of the components of language and was not always over

concerned with the realness of its language. Indeed this had already been a problem

in the Grammar Translation era, as we have seen. One might have expected the DM

to have improved in the reality of its language. In some ways it had. It was altogether

more everyday and practical, more real; but while the language was more real the

language acts remained strange.

Take the famous classroom question ‘Is this a pen?’ It looks fairly routine on the

surface but try going up to someone in the street with a pen and asking them this!

They would sidle away rather apprehensively I think. A lot of DM language was

unrealistic in this way. The Romanian absurdist playwright Ionesco was delighted

with his English text book. Mr. and Mrs. Smith are seated in their sitting room. Mr.
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Smith informs Mrs. Smith that his name is Mr. Smith and they have three children. I

have seen in an old DM course book the following sentence: ‘Is this a black pen or a

tall policeman?’ Ionesco would have liked that too. Magritte’s famous flashcard (Ceci

n’est pas une pipe) shows the same pleasure in the oddness of language teaching

materials. Small wonder that an Absurdist and a Surrealist should find inspiration in

such materials.

The Direct Method became theoretically more thought out, and its application

extended. It became the basis for the language teaching programmes of the US

Armed Forces, known colloquially as the G.I. Method. It was at the heart of the

Michigan Oral approach. It became intimately connected with the behaviourist theory

of learning and language acquisition; in practical terms habit-formation of a linguistic

nature. The Direct Method was not a term used very often at the time. The form in

which it became most identifiable was the Audio-lingual method. However the Audiolingual

method was more than the old Direct Method. Basically the same principles

lay behind each, but the Audio-lingual method was based on research and theory,

notably theories of language acquisition.

Language acquisition theory was rudimentary until the 1950s. From then on it lay

behind all language teaching methodology. Indeed it helps us separate the Direct

Method from what was to come. The principles could be tabulated thus.

Theory of L1

acquisition Proponent View of

language

View of language

acquisition process

Behaviourist

Skinner

Language is

acquired

behaviour

Imitation

Repetition

Positive/negative

reinforcement

Cognitivementalist

Chomsky Language is

innate

Hypothesizing

Trial and error

Creativity

This is a particularly simple tabulation of the issues and you will wish to refine this

simplification by looking at other sources. Bear in mind once more that these

theories are concerned with how babies acquire their first language. All

application to how adults learn their second language is at your own risk!
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TASK 7: Reading: Language Acquisition

Useful titles which deal with theories of language acquisition and the way in which

these theories are applied to second language learning are:

How Languages are Learned, Lightbown and Spada CUP 1999

Foreign and Second Language Learning, Littlewood CUP 1984

Confirm and amplify your knowledge of the above acquisition theories by dipping

into these titles.

Once again we should not see the DM as a historical curiosity, and for three

reasons:

It is still around; indeed it is as well-established worldwide as the GT

approach

It is an effective and stimulating methodology which is conducive to a busy

and kinetic classroom

Features of the DM are compatible with the more communicative methods of

today. Many teachers drill their class at some time or another, instinctively

knowing that it is good for the students and that they like doing it. I, at least,

have never met a student who objected to drilling. (Rather the opposite.

Show me a person who doesn’t like choral repetition and I’ll show you a

person who isn’t learning a language).

The Communicative Approach

The Direct Method/Audio-lingual approach was basically the prevailing mode in

British-based language teaching until the 1970s, indeed to the present day. In the

US and in many parts of Europe and the World it remains a flourishing and credible

method of language teaching. Very recently the publicity of one language school in

London declared:

“Learning a language, like learning to type or play the piano, is

principally a question of developing a quick reflex……..a quick reflex

can only be developed by mechanical repetition”.

Clearly, however, such a methodology has its limitations. Effective up to a point, it

does appear to lack a human dimension. The Communicative Approach provided

this.

Like many terms in language teaching Communicative Approach could mean

anything. Communicative Approach? Surely language is inherently communicative

and a busy classroom with lots of interaction must be what the CA is all about?

This is not necessarily the case. Some countries have enthusiastically espoused the

idea of communicativeness, by which they mean a busy, interactive classroom and a

lot of fun. But the Communicative Approach is a much more exact methodology than

that. Unfortunately, however, there seems to be a disinclination to define it. On

reading the minutes of a conference in the late eighties concerning the CA (an event

attended by many great names) I was astonished to read the following: ‘It was
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quickly decided that it was impossible to define the CA, and not really necessary to

do so.’ And we are in the language business! No we can, indeed must define it. I will

do so under three headings:

2.3.1 Theory of Language Acquisition

2.3.2 Description of Language

2.3.3 Educational Philosophy

Under each of these headings the CA is distinctive.

Theory of Language Acquisition

The Direct Method/Audio-lingual Method tended to reflect a behaviourist account of

how languages are acquired (see box above, under the Direct Method section); that

is, we learn by imitating, repeating, building up language habits with the aid of

positive (or negative) reinforcement. The Communicative Approach, however, clearly

reflects a different theory of language acquisition: the Cognitive-Mentalist model.

Basically this says that we acquire language through hypothesis, trial and error,

through making mistakes etc.

We should remind ourselves that both these theories of language acquisition were

originally expounded on how babies acquire their first language, not how adults

learn their second language. Think carefully about those last two lines. These

theories were specific to:

Babies not Adults

Acquisition not Learning

L1 not L2

But clearly the two theories have proved much too inviting to be resisted by those of

us in the second language business, for all the caution that Skinner and Chomsky

advised us to take!

Description of Language

Language in the Direct Method view consisted of a set of structural patterns. The CA

sees language as more complex than that. It acknowledges the fact that there is

more to language than just structures. D.A. Wilkins (Notional Syllabuses OUP

1976) queries the ‘adequacy of grammatical syllabuses’ because ‘when we have

described the structural (and lexical) meaning of a sentence we have not accounted

for the way it is used as an utterance.’ He, like many others, recommended the use

of notions and functions as the basis of a pedagogic language description, rather

than structures. This will be dealt with further in the next section, Approaches to

Language Focus.

But what are these notions and functions? Because you have been working with

current published materials you are probably already clear on these. But just to

remind ourselves:

Notions are topics

Functions are the jobs that language does
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Notions first. Language was seen as dividable into topic areas. Nothing new with

that. Victorian language learning manuals were divided into sections such as ‘At the

tailors’ or ‘With the dentist’. But no, notions are more sophisticated entities. True

there are some fairly homely specific notions: Sport, House and Home etc. But there

are also more general notions: Presence/Absence, Being, Distance, etc.

Now for Functions: Linguistics has long recognised that there is no direct equation

between a grammatical structure and the job it is doing. If you come to my flat and I

say ‘There’s a beer in the fridge’ then clearly I am doing more than indicating the

location of a can of Heineken. I am offering it to you. Offering is a Function. Think of

a few more.

This more complicated, multi-layered view of language is an important (and

sometimes awkward) feature of the CA. For we now have three different categories:

Structures, Functions, Notions. How do they relate to each other?

Notion:

Functions

Structures:

Books to do with these new syllabus categories:

Threshold Report Van Ek, Council of Europe 1971

The Teaching of English as Communication Widdowson 1972

Notional Syllabuses Wilkins, OUP 1976 (see above)

However, the use of notions and functions as syllabus or coursebook categories is

only one way in which our view of language changed at the time of the

Communicative Approach. The CA insisted naturally enough on an analysis of

language that was not merely a surface one. One of the writers responsible for a

new approach to language was Henry Widdowson. In 1972 he had written that it

was:

‘a radical mistake to suppose that a knowledge of how sentences

are put to use in communication follows automatically from a

knowledge of how sentences are composed and what signification

Health

Describing

Complaints

Sympathising

Advising

If I were

you…

Why

don’t

you…?

Have you

Tried…?
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they have as linguistic units. Learners have to be taught what

values they may have as predictions, qualifications, reports,

descriptions and so on.’

The practical implications of what writers such as Wilkins and Widdowson were

saying could already be found in an interesting publication of this time: the Threshold

Report of 1971. This was a Council of Europe publication which was an inventory,

under different categories, of what one could be expected to know at a specified

level of attainment, namely The Threshold Level.

What does this mean? Put it this way: sometimes your learners will have approached

you and asked, ‘When will I be able to speak English?’ Of course this is almost

unanswerable and we usually say something encouraging though not very specific

and leave it at that (“Just keep coming to class and doing your homework…”). In fact

the learner’s question is one we should respect, and the Threshold Report provides

an answer. We can say to them: Look, when you know and can use and understand

this body of language, this vocabulary, these functions, these notions these

structures, then you can be deemed to be a speaker of English (or Spanish or

German; for Threshold levels were established for several languages.)

Now let us think in more details about practical aspects of notions and functions.

TASK 8: Notions, Functions and Structures (5 mins)

Look at the following: decide whether they are: Structure (S) Function (F) Notion

(N) Put a letter next to the items. Beware: one of these is a trick one!

advising

the present perfect continuous

going to the doctor

education

the passive

time

modals

disagreeing

inviting

family

third conditional

See Appendix 3
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Educational Philosophy

It is clear that since the sixties in Europe and in the States we have had an

increasingly ‘progressive’ educational philosophy. This is particularly the case in the

UK. In France, where current progressive ideas originated in 1968 (‘L’imagination au

pouvoir!’ went the cry), they didn’t actually implement the more extreme of their

extreme ideas. It was left to the pragmatic anglo-saxon educational world to do so

and this has had far-reaching and not always happy effects on education. Indeed

now ‘trendy teaching’ is deemed by many to have ‘gone too far’ and there is a call for

a return to ‘basics’.

Progressive ideas have naturally found their way into the ELT world; more there than

anywhere else perhaps. And the CA has naturally reflected this in its concern with,

for example:

learner centredness

creativity

focus on fluency rather than accuracy

pair/group work

fun (for a note on ‘fun’ see Section 4)

Even this little list goes more of the way towards a definition of the CA than our

colleagues managed at the conference in Brazil.

3. Other Methodology

Note: this section you will find of particular relevance to your work on the

Experimental Practice Assignment. The Cambridge DELTA Syllabus and

Assessment Guidelines describe this thus:

“The focus of this assignment is an investigation of a specific

lesson-type, teaching procedure/technique with which the candidate

is unfamiliar. It includes reading and research related to the chosen

area, a lesson where the candidate experiments with the new

practice, and an evaluation of its success.”

Earlier we represented the simplified history of language teaching thus:

Grammar Translation ⇒The Direct Method⇒the Communicative Approach

There is a flaw here, of course. We have seen from this history of language teaching

that it is not just a matter of one method succeeding gracefully to another. As we

have seen, GT and DM have not by any means gone away; they are flourishing the

world round and why not? They have proved to be fairly effective. Furthermore what

about all those other methods and approaches we looked at earlier?

Principled Eclecticism

The Listening Approach

Task-Based Learning

The Silent Way
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The Lexical Approach

Community Language Learning

Suggestopaedia

Total Physical Response

The Natural Approach

Computer Assisted Language Learning

Humanistic Approaches

The first important thing is that these don’t necessarily represent methodologies that

are incompatible with general Communicative practice. The latest of them, the

Lexical Approach, is described by its originator as compatible with the practices of

the communicative approach (or ‘approaches’ as he prefers to call them).

Let us look at these methods or approaches. One group is routinely united under the

heading:

Humanistic Approaches

TASK 9: Humanistic Approaches (10 mins)

What does the phrase Humanistic Approaches bring to mind? What do you

imagine to be the features of the Humanistic classroom? Discuss this with a

colleague.

Perhaps Humanistic Approaches is not a particularly good name for the following but

at least it provides us with a label. HA include:

Suggestopaedia

Total Physical Response

The Silent Way

Community Language Learning (to a lesser extent)

Neurolinguistic Programming

The first 4 are all some 20-30 years old. They are all still ‘alternative’, albeit showing

their age somewhat. They have probably played a larger part in the US than the UK

history of language teaching. In the States they are still quite ‘centre-stage’.

Suggestopaedia

This is now sometimes known as Desuggestopaedia. This perhaps indicates that the

original choice of name was ill-advised. The new name, cumbersome though it is, is

a better one: it refers to a language teaching method that wants to dissuade the

student (to desuggest him) from thinking that language learning is difficult. For

Lozanov, the Bulgarian 1960s originator of this approach, believed that we are
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actually capable of learning far more and far more quickly than was previously

thought. This, he claimed, could be achieved by an atmosphere of relaxation, low

lights, sonorous, almost singsong readings of texts by the teacher perhaps to a

background of music. Later, students will do readings and acting out of situations

etc. play games, do role-plays etc. The actual learning process will be ‘peripheral’ to

everything else that is happening in the classroom.

Total Physical Response

This method is based on the theories of James Asher. Total Physical Response is

more or less clear from its name. It is based primarily on the doing of enjoyable

actions in the classroom in response to teacher directions (and later directions from

the students themselves); it is kinetic, fun and lends itself best to younger students

and lower levels. Clearly a frequently used structure in TPR is the Imperative. But

how (we are tempted to ask) does TPR deal with the 3rd conditional? Indeed we have

to enquire to what extent this methodology can be used for students above

elementary level.

The Silent Way

The Silent Way is based on the assumption that ‘Teaching should be subordinated

to Learning’ as its originator Gattegno puts it. The teacher is busy throughout but not

talkative. Indeed the teacher remains largely silent, even slightly formal in manner,

with the help of coloured pronunciation charts and Cuisenaire rods drawing language

out of the students; students correct one another under the aegis of the teacher.

Overall, if one looks at the principles of the Silent Way as listed in Larsen-Freeman’s

analysis we find the essentials of the Communicative Approach more in this than in

any other methodology. It is, one might say, the CA in embryo (with the exception,

certainly of the ‘distant’ teacher manner.)

Community Language Learning

CLL is clearly ‘humanistic’ in its insistence that we teach the ‘whole person.’ Students

sit around a tape recorder and themselves in charge of the recording procedure they

(hesitantly at first) build up a tape recording together. L1 can be used but the teacher

will translate or make suggestions before the utterance is committed to tape.

Gradually an improvised conversation is built up. When it is long enough it is listened

to, with learners remembering what comes next. The conversation is then written up,

line by line on the board, special features are underlined, problems translated etc.

(You will notice that there are no compunctions about using L1 in this methodology,

which makes it interestingly traditional. Traditional? Perhaps instead, I should say

that it is modern and radical for I sense that the banishment of L1 from the

classroom was rash and that it will be on its way back.)

Neurolinguistic Programming

The whole of language acquisition/learning is of course a psychological process,

though so far we have only mentioned psychology in the context of theories of

language acquisition. Our final item under humanistic approaches must be NLP or

Neurolinguistic Programming which has a more comprehensive view of the role of

psychology (in its broadest sense) in relation to language learning, and whose

emphasis, it hardly needs saying, is on learning, not teaching.

First we require a definition of neurolinguistics: it is, according to the Longman

Dictionary of Applied Linguistics
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“The study of the function the brain performs in language

learning and language use. Neurolinguistics includes research

into how the structure of the brain influences language learning,

how and in which part of the brain language is stored…etc.”

An excellent and attractive volume on NLP application to language teaching is Revell

and Norman In Your Hands NLP in ELT Saffire 1997.

In terms of classroom practice NLP means a methodology that is based on the world

of the imagination, the emotional, the kinaesthetic, the associative, the personal, the

holistic, the natural. These of course are all already components of today’s best

communicative practice. NLP practitioners follow these concerns to their logical limits

and the classroom they have created may perhaps not be one that would suit all

learner types.

A Note on “Fun”

Common to the Communicative approach and some of the methods and approaches

described above is a belief in fun; the idea that learning should be fun, that fun

facilitates learning. And of course this is right. In the name of fun, however, some

activities are proposed that certain people might not at all think of as fun; not their

kind of fun, anyway (for we should be aware that for some learner types there can be

no greater fun than going through a gap fill exercise!)

We may here be looking at the excesses of the communicative-humanistic tendency

in language teaching but we should think seriously of the advisability of such ideas.

For example, a teacher in the Suggestopaedia lesson is described by Larsen-

Freeman as reaching into her bag and bringing out fun hats for the students to wear:

“with a great deal of playfulness, they are distributed,” we are told.

Are you a hat person? (I know I’m not.)

The Natural Approach and the Listening Approach

We now need to look at one more approach: The Natural Approach (and the

associated Listening Approach.) These are associated with the names of Stephen

Krashen and Tracy Terrell. Again, in many ways they are associated with the

Humanistic Approaches in their focus on context, and on the speciality and

complexity of the learning process.

The most distinctive feature of these methods is a particular version of Chomskyan

Cognitive-Mentalist language acquisition theory. The main features of this are:

A distinction between acquisition and learning:

Acquisition: rough-tuned and unconscious

Learning: fine-tuned and conscious

The importance of Comprehensible Input: This does not necessarily mean

everything is comprehended, but the learner should be constantly exposed

to reading and listening and that this is most beneficial if it is a notch or two

above the learner’s ‘level’.

The Right to Silence. Speaking should arise as and when. There should be

no pressure on the student to speak. (You will notice that this is very different

from the general assumption of the Communicative Approach with its

emphasis on personal free oral production.)
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A recognition of the importance of the Affective Filter. That the student will

learn better if he feels well disposed to the language and to the learning

process.

The Listening Approach mentioned earlier is an application of Krashenite ideas

through the language skill of listening; that is of exposure of the learner to

“comprehensible input.”

If you would like to learn more about the Natural Approach and the Listening

Approach, read:

The Natural Approach, Krashen and Terrell, Prentice Hall 1995

The Listening Approach, Brown and Palmer, Longman 1988

It would not be possible to complete an account of current language teaching without

dealing with:

Task Based Learning or Task Based Approaches

First a brief note on the word ‘Task’: Task (with a small or large T) has been a

popular term during the last thirty years of language teaching. Indeed during this

period much of what was done in the classroom consisted of tasks, students doing

things together rather than sitting listening to the teacher. Also, during this period the

word ‘task’ became popular in conjunction with the receptive skills. Instead of just

listening to or reading texts, the students were given questions the answers to which

they had to listen out for or look out for. These were seen as tasks.

Actually TBL as it is understood nowadays is something rather more specific than

the simple task-giving described above. Indeed in its earliest forms it was a

decidedly radical methodology. One of the first books to deal with this area was

Second Language Pedagogy, Prahbu OUP 1987. In this book he described the socalled

Bangalore Project in which children in India were taught English through

tasks. This may sound unremarkable but in Prabhu’s strong version of TBL there

would not be any focus on language. In a more moderate application of TBL there

might be language focus but it will come at the end. Jane Willis describes such a

lesson in Challenge and Change Heinemann 1996 ed. Willis and Willis

“Learners begin with a holistic experience of language in use. They

end with a closer look at some of the features naturally occurring in

that language. By that point, the learners will have worked with the

language, and processed it for meaning. It is then that the focus

turns to the surface forms that have carried the meanings”

This comment comes from an extremely useful volume of papers, many of which

deal with Task based issues.

(A personal note: I am attracted by the elegance and plausibility of this description

but it does not actually convince me. It does not to me describe the real struggles of

a beginner embarking on the study of a language quite unlike his own in his own

country. For that is the bottom line of language teaching; that is the ultimate test of

any methodology).

Current TBL however means language activities in which the focus is on the

satisfactory completion of the task (with whatever language the learners have to

hand) rather than with any specific language target. Perhaps, on completion of the

task, a review as to what language the students had used could be done; and
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indeed the teacher may suggest some language that might usefully have been

used. Perhaps the learners could then do the task again using the suggested

language. In ‘weaker’ models of TBL language focus may be a part of the lesson, but

what is presented may be an ad hoc response to the learners’ needs and abilities

there and then. Language focus might simply be based on what learners come up

with, imperfectly, in the doing of a task.

More recently a variation on TBL has involved a taped (or live) demonstration of two

native speakers doing the task. Subsequently learners do the same task. There are,

indeed, many different versions of TBL and (like the Communicative Approach, of

which it could be seen as an extension) it is causing some confusion in its various

manifestations. At present the best theoretical and practical description of it is Jane

Willis: Framework for Task Based Learning, Longman,1996.

In terms of language teaching materials a practical application of features of task

based learning can be found in course-book form in Cutting Edge Intermediate

(and other levels) by Sarah Cunningham and Peter Moor, Longman 1998.

The Lexical Approach

A major and radical ‘methodology’ over the last decade has been the Lexical

Approach, associated almost exclusively with the name of Michael Lewis. While its

very name suggests an entirely different approach, its originality lies more in its

approach to language (and its categorization) rather than to methodology. Indeed

Lewis himself has said that it is entirely compatible with the Communicative

Approach methodology; he is simply proposing a new way of looking at language; at

the heart of Lewis’s ideas is ‘collocation’ or ‘word partnerships’. As he says under his

opening section, Key Principles:

“Language consists of grammaticalised lexis, not lexicalised grammar”

The kinds of activities (exercises, interaction etc) and the manner of their delivery

(learner-centred, exploratory etc) are perfectly orthodox communicative practice; the

view of language is new and certainly an enrichment of how language can be seen

for pedagogical purposes.

A personal note:

The tone of Lewis’s books is stimulating and sometimes combative. So much the

better; it is healthy to have areas of controversy and controversialists in our

profession. Perhaps it is a pity that in his crusade for new truths the author

sometimes tilts at windmills. His suppositions about what teachers or teacher trainers

imagine to be true are sometimes highly questionable. In one talk, for example, he

declared:

“Errors…are a natural part of learning but I have never, ever

met a teacher who was willing to take that seriously” (Video

recording of IATEFL Plenary Keele University 1996).

This is clearly absurd and indeed rather offensive to teachers. It would surely be very

difficult to find a teacher who didn’t believe that errors are a natural part of learning!

There are many such swashbuckling assertions in his work; a pity since his ideas are

perfectly interesting and convincing as they stand.
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TASK 10: How would you feel? (20mins)

Here are some other ideas from the communicative and humanistic end of

language teaching. Discuss with a colleague how you yourself would feel about

them. Some I am sure you would be happy to do; others possibly less so. As a very

minimum we should probably not be asking our adult students to do anything we

would feel uncomfortable with.

wearing a “funny” hat

throwing a teddy bear round in a circle as part of a getting to know you

activity

sitting on the floor acting out a role play in front of the class

discussing politics

doing a circle dance round a vase of carnations

having post-its stuck to your face indicating parts of the body, (nose, mouth)

stroking crystals

jumping up and down patting parts of you body in time to a tambourine

miming everyday activities

singing with other students

making a poster with big coloured pens

doing a running dictation

being roped to a fellow student and asked to describe the experience.

All the above have been seen in the language teaching classroom or proposed in

recent articles.

4. Principled Eclecticism

A Post-Communicative Pluralism?

We have seen that the present ‘scene’ in language teaching is a rather confused

one. The CA is almost 30 years old. It is not the latest thing. If anything we are

post-communicative; which does not mean that we are anti communicative, just

that we have been in the CA long enough to have a critical perspective on it. As we

recognise above, we tend to mix it up with other, older, possibly conflicting practices.

Perhaps as a result we are in a state of slight confusion. We feel that if we draw from

different sources we are being inconsistent.

All sorts of ideas seem to be simultaneously current. And instinctively or deliberately

we pick and choose, mix and match from the ideas. Similarly with the Direct Method.

We may still do choral drilling, (substitution drills even? old style dictation? grammar
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lectures?) and we think why not, and we probably don’t find that this particularly

conflicts with more communicative practice. Indeed we probably all use ingredients

from each of these; not Grammar Translation too much perhaps but then again

which of us, in a monolingual class, has not occasionally translated to help our

students or contrasted L1 and L2? Which of us hasn’t done a grammar lecture?

While this may seem rather random it has been dignified with the name of

Principled Eclecticism: this sounds rather daunting, even somewhat pretentious.

What exactly does it mean?

What we do is eclectic; that means we choose from a large and varied menu. But

we don’t choose any old thing. We choose for good principled reasons. Hence we

have: Principled Eclecticism. This is quite a mouthful but it means that in the way

we teach we choose a bit of this, a bit of that for good reasons.

So we work from a big menu. This must (must it not?) be an ideal conclusion to the

complicated history of language teaching. But perhaps there is a problem here. What

might we think of a very big, multi-item restaurant menu. We might have our doubts

about the restaurant, suspicious, perhaps that they can provide this variety only by

means of major use of microwave cooking!

Likewise we may feel a bit dissatisfied with the pluralism of Principled Eclecticism.

What? Is this all it boils down to? A bit of this and a bit of that? Perhaps we would

still like to cherish the promise of a new, big, single and ultimate Method! Unlikely, I

think (though there may be some authors who aspire to such). We should count

ourselves lucky that we are teaching at a time of such choice of methodology.

Indeed I think it is less and less likely that we will have the confidence to champion

one or another approach or method as definitively the best or better than any other.

One of the man reasons for this is that we appreciate better than before that different

cultures, above all different educational cultures, need different methodologies. It

may well be that the CA is not appropriate for, say China. Indeed the CA may very

well be considered an Anglo-Americo-centric methodology that we should not

presume to impose on a Confucian culture. This new sensitivity to other cultures, in

particular, other educational cultures is an appropriate place to conclude this history.

Principled Eclecticism might not be such a rag-bag after all; it may be the best way to

cater respectfully to this diversity.

5. Continuing Innovation

We have drawn our history to a close with a kind of synthesis: Principled Eclecticism.

But all the time there are emerging new ideas, new focuses, new technologies. The

best place to keep up with these is in the journals. The most useful three titles in the

UK are:

The ELT Journal

Modern English Teacher

English Teaching Professional

It is there that you will find articles on topics such as:

Cultural Aspects of Language Teaching

Learner Autonomy
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Self Access

Content Based Teaching

Computer Concordances

Lexical Issues

Computer Assisted Language Learning

The Issue of Appropriate Methodology

Neuro Linguistic Programming
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Appendices

Appendix 1: What do we do?

b. maximises student talk/creates independence

c. avoids interruption/allows them to make useful mistakes/diagnostic opportunity

for the teacher!

d. arouses interest/activates schemata

e. reduces anxiety/makes them read more globally

f. maximises student talk/creates esprit de corps

g. maximises student talk/gets them thinking/allows teacher to assess actual state

of knowledge etc.

Appendix 2: Definitions

i… Principled Eclecticism

k… The Listening Approach

j… Task-Based Learning

b… The Silent Way

… Grammar-Translation

l… The Lexical Approach

c… Community Language Learning

h… Suggestopaedia

g… The Communicative Approach

a… Total Physical Response

f… Direct Method

e… The Natural Approach

… Computer Assisted Language Learning

d… Humanistic Approaches

Appendix 3:

…F… advising

…S… the present perfect continuous

…*… going to the doctor (None of them, for this is not a language act!)

…N… education

…S… the passive

…N… time
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…S… modals

…F… disagreeing

…F… inviting

…N… family

…S… third conditional
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Approaches to Language Focus

Summary

Think back to just before your initial training. You possibly imagined that your job in

the classroom would consist largely of ‘explaining language to the students’.

You will quickly have found out the hazards of ‘explanation’! (For a start you find

yourself using language more difficult than the language you are ‘explaining’!) Your

tutors would have told you of subtler, more learner-centred ways of focusing on

language. And you will also have found that language focus is not something you

spend all your time doing! But of course it does remain a crucial part of a teacher’s

work, as the following pages will convey.

In this section we will be considering different ways of focusing on language; we will

be looking at the more traditional term, ‘presentation’, and considering objections to

it. We will be recognizing the need to simplify knowledge for the purposes of the

learners. We will be looking at different taxonomies of language. We will be

considering different methods of focusing on language and how each might be more

appropriate to one or another type of language item, learner type etc.

Objectives

By the end of the section you will:

have an awareness of the distinction between presentation and language focus

and know why this is important

know about traditional methods of presentation

know about the PPP paradigm and be aware of current dissatisfactions with it

be familiar with a range of different methods of focusing on language and to

which contexts they are applicable

be aware of some current doubts about language focus and alternatives to it

The Distance DELTA

Unit 2 Section 2 28

Contents

1. Presentation or Language Focus

2. Language Issues

2.1 Language is Holistic not Atomistic

2.2 You can’t generalise

2.3 The Formal and the Functional

3. Methods for Language Focus and Presentation

3.1 PPP

3.2 Directly from a Coursebook

3.3 Teacher Lecture

3.4 From a Text, from a Tape

3.5 Through a Situation

3.6 Guided Discovery

3.7 Test Teach Test / Task Teach Task

3.8 As part of a Task Based Lesson?

4. Criteria for choice of a Language Focus Method

4.1 The Learner

4.2 The Level

4.3 The Language Item

5. Other ways of Looking at Language Focus

5.1 OHE

5.2 ARC

The Distance DELTA

Unit 2 Section 2 29

1. Presentation or Language Focus?

You will see that this section is called Approaches to Language Focus. Some of

you may be uncertain exactly what is meant by this. Others may be thinking: if this is

language presentation, then why don’t they simply say presentation?

TASK 1: Language Focus and Presentation (10mins)

Before you read on decide what distinctions could be made between the two?

Now read on.

Language Focus means focus (in the classroom) on particular features of language

systems; focus on, for example, the present perfect, the function of advising, the lexis

of clothing, the way that the verb ‘get’ collocates, rising intonation to register surprise.

It may seem self-evident that this is part of language teaching. We may even think

that language teaching is largely focus on particular features of language.

So what about the word Presentation? Some teachers are particularly dubious

about single language item presentation. This is for two main reasons:

1. The word suggests a formal, elaborate lesson entirely devoted to one

language item, probably a structure.

2. The word suggests a teacher-centred classroom.

In this section we will be using language focus rather than presentation since it

expresses better the fact that language is not simply conferred on or presented to the

learner; when we do, in these pages, use the word presentation it is to describe

specifically language focus which is done in a teacher-centred way, which has

sometimes been called the ‘transmission’ model.

It is surprising how few writers on language teaching deal with language focus.

Perhaps it is considered so self-evident a part of language teaching that we can take

it for granted. On the other hand I think we may be witnessing a reluctance to discuss

it precisely because of the doubts alluded to above. Penny Ur is one of the few

writers who actually deals with the issue; indeed she seems content to use the

unambiguous term Presentation. In the text below you will notice that she has not felt

it necessary to apologise for this!

TASK 2: Reading: Presentation (20mins)

Imagine a teacher who didn’t like the idea of Teacher–Centred Presentation and

the transmission model. What doubts might she have about this text? You could

perhaps annotate the text itself.
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From Penny Ur A Course in English Language Teaching, CUP 1996

(1)

“It would seem fairly obvious that in order for our students to learn something

new....they need to first be able to perceive and understand it. One of the teacher’s

jobs is to mediate such new material so that it appears in a form that is most

accessible for initial learning.”

(2)

“This kind of mediation may be called ‘presentation’; the term is applied not only to

the kind of limited and controlled modelling of a target item that we do when we

introduce a new word or grammatical structure, but also to the initial encounter with

comprehensible input in the form of spoken or written texts, ….etc, as well as various

kinds of explanations, instructions and discussion of new language items or tasks.”

(3)

“People may, it is true, perceive and even acquire new language without conscious

presentation on the part of the teacher. We learn our first language mostly like this,

and there are some who would argue for teaching a foreign language in the same

way - by exposing learners to the language phenomena without instructional

intervention and letting them absorb it intuitively”.

(4)

“However, raw, unmediated new input is often incomprehensible to learners; it does

not function as ‘intake’, and therefore does not result in learning. In an immersion

situation this does not matter: learners have plenty of time for repeated and different

exposures to such input and will eventually absorb it. But given the limited time and

resources of conventional foreign language courses as much as possible of this input

has to become also ‘intake’ at first encounter. Hence the necessity for presenting in

such a way that it can be perceived and understood.”

See Appendix 1

2. Language Issues

We have talked about ‘language focus’, even about ‘presentation’ and mentioned a

few of the kinds of language categories that we might focus on. Structures come

immediately to mind, though since the seventies focus has just as probably been on

a function, or a notion (remind yourself of the meaning of these in the section on the

History of ELT). More recently we might have become convinced that a primary unit

of language (for teaching purposes at least) is the lexical collocation word partnership

and the lexical phase.

There are other issues that invite caution concerning single language item focus and

it is important to broach these before we go on to modes of language focus or

presentation. We have to deal with these first, otherwise we may be inhibited in

drawing confident conclusions about language systems and rules. All three issues

concern the possibility of isolating language and making rules about it. They can be

summed up thus:

Language is Holistic not Atomistic.
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You Can’t Generalise.

The Formal and the Functional

2.1 Language is Holistic not Atomistic

You will have met the terms ‘holistic’ and ‘atomistic’ before, possibly in your reading

on topics quite different from language. ‘Atomistic’ speaks for itself. ‘Holistic’ means

‘whole’. Generally speaking the western intellectual tradition is ‘atomistic’. From

Aristotle onwards it has believed in dividing up entities in order to study them better.

Associated more with an eastern intellectual tradition, the ‘holistic’ is defined (in the

Cobuild Dictionary) as a “belief that everything in nature is connected in some way”.

Holistic principles have become increasingly applied to language and language

teaching. A holistic view of language might be such as this: “A symphony is not just

notes, a painting not just blobs of paint. Language and communication are not strings

of words and sentences.” Michael Lewis The Lexical Approach LTP 1993

Certainly this is true; of course we should, as far as possible, examine language

‘organically’ or ‘holistically.’ This will provide us with a richer view of language and its

interconnected parts. Who would consider social language without attention to

intonation patterns? Who could teach fluency without attention to features of

connected speech? Who could focus on narrative tenses without discourse linkers?

The holistic view of language has made us rightly cautious of looking at language in

parts; of course as teachers we need to see language as a richly interconnected

tissue; but many of us may contend, just the same, that we are obliged to isolate

features of language in order to teach them, and to help students learn them.

As we have seen, the fortunate resident in an L2 environment, with local friends and

plenty of leisure could indeed acquire language in a holistic manner. The fact

remains that most people actually working in the world of everyday classroom

language teaching, especially in an L1 environment, urgently need to isolate and

categorise language features.

To do so we have to make some pretty large generalisations, or rules as we might

call them. We might even find ourselves informing our learners about “the three

conditionals.” But is this possible? Many writers might claim that:

2.2 You can’t generalise

In earlier language teaching language rules were confidently made and given:

There are three conditionals

Some is used for affirmative; any for negatives and interrogatives.

These of course are often exposed as gross generalisations to which exceptions are

easily found, and, understandably the rule is found to be defective. This is all the

more the case nowadays since we have computer corpus data (such as COBUILD,

the Collins Birmingham University International Language Database). These are vast

collections of authentic native speaker utterances that make our generalisations

appear even more unreliable. But, (and a very big but), we are language teachers,

and to make generalisations on behalf of our learners is part of our job. Imagine a

professor of descriptive linguistics at the back of our class; her jaw would drop at

some of the things we say (“Some is for affirmative; any is for…etc”!).

But then she has never taught a language. More to the point she has possibly not for

a long, long time even been a learner of a foreign language. If she were, she too
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would be crying out for the kind of (provisional) generalisations we teachers make.

So in response to the can’t generalise tendency I would propose the practical

response: Can generalise. Must generalise.

Of course this has to be with a full awareness of its artificiality. We must be aware

(and make our learners aware) that it is impossible to make any satisfactory “rule”

without immediately finding exceptions to it. The important thing is to expect this, to

expect to find exceptions to the rule. But this does not mean that we should

relinquish our rule (or rule of thumb as it might be better termed). And it does not

mean that we are obliged to tell the students about the exceptions- yet.

To our elementary students we might well say:

The Present continuous is for now

The Present simple is for every day

But of course to progressively higher levels we would have to give accounts of more

complexity. How, for example, would we account for the difference in meaning of this

pair of present tenses to an upper intermediate student? We might say:

As a general rule we use the present simple for states or conditions

and use the present continuous to describe actions taking place at the

present moment, though the present continuous is generally not used

with verbs of senses and emotions…etc

Task 3: Language Focus at Different Levels

Consider the following language areas. What at each of the levels would you feel

that your students needed to know about this language area?

Lang Item Elementary Early Int Mid Int

Future Forms

Will, perhaps

probably, pres

cont

As before plus…

‘will’ for

spontaneous

decisions, going to

for intentions

etc (continue here…)
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Intonation

Clothes

Vocabulary

See Appendix 2

Now to the last of our issues:

2.3 The Formal and the Functional

One of the keys to the communicative approach is the distinction between form and

function. We have already looked at this in our History of ELT.

Widdowson, we quoted as saying the following:

‘[It is] a radical mistake to suppose that a knowledge of how sentences

are put to use in communication follows automatically from a

knowledge of how sentences are composed and what signification they

have as linguistic units.’

Likewise Wilkins in Notional Syllabuses (OUP 1976) queries the ‘adequacy of

grammatical syllabuses’ because ‘when we have described the structural (and

lexical) meaning of a sentence we have not accounted for the way it is used as an

utterance.’

You may recall my example: If you come to my house I might say “There’s a beer in

the fridge.” A superficial analysis of this utterance is that the form (there’s a…in

the…) is something about describing objects and their location. In fact of course the

function is an offer. Widdowson is certainly right to point out the difference between

the formal and the functional. And certainly Function is not always apparent from

Form. Indeed the function of a piece of language can be multiple.
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TASK 4: Form and Function 1 (15mins)

Coursebooks have for twenty years been aware of the mismatch between form and

function and rightly made this a feature of the language syllabus.

Look at the following forms. What is the function of each? (There is no one correct

answer. Enjoy exploring the difference between form and function and sometimes

the downright discrepancy between the two.)

How long are you going to be?

What do you mean it’s cheap?

Do you want to talk about it?

There you are! (several possibilities come to mind)

Don’t mind if I do.

What’s yours?

The baby’s crying.

Hang on!

Linguists rightly point out the discrepancies between form and function. The question

is, to what extent should this interesting information from the world of descriptive

linguistics find itself through into language teaching? Do we have to bother to

teach it?
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TASK 5: Form and Function 2 : Reading (5mins)

Read first what Widdowson writes elsewhere:

…this sentence (the policeman is crossing the road) might serve a number of

communicative functions, depending on the contextual and/or situational

circumstances in which it were used. Thus, it might take on the value of part of a

commentary…or it might serve as a warning or a threat, or some other act of

communication. If it is the case that knowing a language means both knowing what

signification sentences have as instances of language usage and what value they

take on as instances of use, it seems clear that the teacher of language should be

concerned with the teaching of both kinds of knowledge.” (Widdowson 1978).

Now read Michael Swan’s response:

“Widdowson asserts, effectively, that a student cannot properly interpret the

utterance the policeman is crossing the road (or any other utterance for that

matter,) if he knows only its propositional (structural and lexical) meaning in order to

grasp its real value in a specific situation, he must have learnt an additional rule

about how the utterance can be used. Very well. For the sake of argument, let us

imagine that an international team of burglars (Wilberforce, Gomez, Schmidt,

Tanaka) are busy doing over a detached suburban house. Wilberforce is on watch.

A policeman comes round the corner on the other side of the road. Wilberforce

reports this to the others. Schmidt, he learnt his English from a communicatively

oriented media course in a University applied linguistics department, interprets this

as warning and turns pale. Gomez and Tanaka, who followed a more traditional

course, totally failed to grasp the illocutionary force of Wilberforce’s remark.

Believing him to be making a neutral comment on the external environment, they

continue opening drawers. Suddenly Wilberforce blurts out. ‘The policeman is

crossing the road’ and disappears through the back door, closely followed by

Schmidt. Gomez and Tanaka move calmly to the wardrobe they are caught and put

away for five years. Two more victims of the structural syllabus.”

This is certainly fun, but the truth probably lies somewhere in between. Swan does, in

spite of his disagreement with Widdowson, sensibly recognise that we cannot simply

assume that function is evident from form and that some focus on particular functions

need to be ‘presented’ or focused on.

3. Methods for Language Focus and Presentation

Throughout the history of language teaching single language item presentation has

been a feature, indeed the central feature of materials and methodology.

In the Grammar Translation method, Presentation was by and large the whole of

language teaching. A GT textbook would, typically, present language in the form of a

tabulated conjugation or declension followed by sentences to translate. We are not
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talking ancient history here. Look through the LT texts in any non-specialist bookshop

and you will find that 50% of them follow this format.

In the Audio-lingual period specific language focus remained the core of the syllabus

but it was nonetheless recognised that mere knowledge of a piece of language was

not enough to ensure it could be said. At least the Audio-lingual method realised that

practice, through drills, had to be part of the presentation process.

Even in much of the CA the presentation (yes, presentation by the teacher of single

language items) remained a parting, in fact a major part, of what teachers did in the

classroom. True the language item might not have been mainly structures, but rather

functions such as advising or complaining. One of the major ways of dealing with

language items was:

3.1 PPP

As you probably remember PPP stands for: Presentation-Practice-Production

P: Presentation. There is focus on the meaning and form of a

particular piece of language.

P: Practice. This language is practised in a controlled way, perhaps

with substitutions.

P: Production. Students practise the language in a freer way with

some autonomy.

This was once a well-established paradigm for a lesson; indeed in many language

classrooms round the world it continues to be so, in spite of the fact that for 10 years

at very least it has come in for a great deal of criticism. It is, we are told

superannuated or ‘discredited’ (as many writers say, with evident relish). Even

supposing this to be true we need to know about PPP because a lot of language

teaching practice defines itself in contradistinction to it. You will certainly

encounter references to it in your reading.

Here are a few comments on the PPP paradigm:

“Any paradigm based on or remotely resembling Present-Practice-

Produce is wholly unsatisfactory, failing as it does to reflect either the

nature of language or the nature of learning.” Michael Lewis

“The PPP paradigm is, and always was, nonsense” ibid

“PPP restricts the learners’ experience of language by focussing on a

single item.” Jane Willis

“The underlying theory for the PPP approach has now been discredited”

Peter Skehan

Certainly the PPP paradigm could disappoint those who put too much faith in it.

Baffled novice teachers may (though I doubt it) return forlornly to staffrooms saying “I

taught them the second conditional last week and this week they kept making

mistakes using it!” Certainly some critics of PP, to strengthen their case, like to

imagine that most teachers have unrealistic expectations of this approach. The fact is

that teachers of even modest experience know perfectly well that progress in

language teaching will always be five steps forward, four steps back, five steps

forward etc. Note that there is incremental progress here, albeit slow!
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Of course PPP has its deficiencies. Lewis is certainly partly right when he says PPP

“does not reflect the nature of learning”. Language knowledge can not be that easily

transmitted. What goes on in the learner’s head is a far more complicated a process.

We may think we are doing one thing; the learners may be doing something quite

different. We might quote the well-known exchange (in the teachers’ room):

Teacher 1: What did you do with your intermediates?

Teacher 2: I did the present perfect. God knows what they did.

One of the reasons that PPP arouses such criticism is the ‘fact’ that it is presumed to

be deployed repeatedly and in every lesson, so as to leave no time for any other

freer activities.

Overall PPP can be considered a reasonable, if limited little paradigm, one of many

for getting to grips with language. It is unlikely to go away. Nor indeed should it.

TASK 6: PPP? (15mins)

Before you move on, with a colleague, think of a PPP lesson that you’ve done

yourself (you may not at the time have thought that it was a PPP lesson!).

Now that you have done so read on:

Let us look at two lessons:

In lesson one the teacher gives a brief lecture on the present perfect with for and

since. The learners look at an exercise and read out sentences of this type. They

then write some sentences of their own like the ones they have read.

This would be a PPP lesson, and rather a boring one.

Now let us think of lesson two. In this lesson the teacher brings in her old photo

album. She shows the students where she used to live, what she used to wear, the

boy she used to go out with at university. She asks the learners what verb form they

have heard her using, they say used to…she asks why she has been using used

to…students discuss this together and conclude that it is for actions/states in the

past now finished. She divides them up to talk about pets they used to have, their

favourite toys, where they went for holidays; students exchange nostalgic

recollections, and then go on to think of other areas of life. The lesson concludes with

a general story telling in which there is much free production, not all of it to do with

the target language.

What kind of lesson is this?

PPP

Note: It is most important that we understand that also the second lesson is PPP.

The basic paradigm:

presentation of language,

practice of language,
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production of language

is common to them both. It is essential we realise that a PPP lesson lends itself just

as easily as any other model to a humanistic, learner-centred and communicative

classroom.

There will be another brief look at PPP as it relates to and contrasts with alternative

views of language focus in Section 6.

Task 7: Language Focus Methods (30mins)

As you look through the following list of language focus methods try to remember

when you last focused on language in one or the other way.

1. Make a few notes about the features of each approach

2. Make notes about why you chose to do it like that

(Directly afterwards you will be reading descriptions of each language focus method

so don’t worry if you are unsure about any of these items).

Teacher Lecture, even in L1

From a text, from a tape

Through a Situation

Guided Discovery

Test Teach Test

As part of a Task Based Lesson.

and finally the one we will deal with first:

Directly from the Coursebook

3.2 Directly from the Coursebook.

We will deal with this first because it is not a language focus approach as such.

Indeed the course book gives us a variety of language focus approaches, many of

them from the list above.

We all use coursebooks in the classroom. During the DELTA course you have time to

be independent of a coursebook. Clearly we need our autonomy, need to feel that we

can do the job ourselves, but we would be wrong to ignore the work that ELT authors

have done on our behalf! Coursebooks today are generally of a high quality, full of

well-designed means of focusing on language, rich in visual and audio backup,

providing plenty of subsequent practice opportunity. It may be that in a busy working

week we use the coursebook quite a lot… possibly half of the time. There is nothing

wrong with this and the students, having been issued with the coursebook (indeed

having paid for it!), will rightly expect it to be used.

As an example of a book-based language focus we could look at the following:
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Cutting Edge Intermediate Module 6

Here the language is –ing/-ed adjectives and passive forms. An initial Vocabulary

and Listening activity is followed by a tape in which four people talk about television,

using adjectives such as interesting/bored etc. Subsequent activities get the students

to decide which of the adjectives describe the person’s feelings, which describes the

programme.

True to Life Elementary Unit 5

The language here is the present simple. A brief check list of morning routines is to

be ticked by the learners. At this stage the verbs are simply in the infinitive (read a

newspaper/start work quickly). The learners are given some examples of

interchanges they can have with their fellow learners (“Do you usually?” “No I don’t “).

They then apply these to the infinitive prompts.

Notice the exploratory approach to the new language focus in both these examples.

Nowadays coursebooks reflect the more cognitive approach to new language data.

There is no reason for a coursebook to provide only unadorned and uncontextualised

transmission of language.

3.3 Teacher Lecture

This has been a somewhat neglected means of “presentation” because it has been

deemed an old-fashioned, ” teacher-talk” mode. Clearly ‘lecture’ is not meant to be

anything particularly formal (not that there is anything wrong in a formal

presentation). It is teacher centred, yes, though a lecture could be enriched by

contribution from the students. Clearly visual aids, tabulations of information etc. can

only enhance the lecture.

It is to be presumed that the lecture would be in L2, and this is probably preferable.

But if you have a monolingual class and they are low level, why not clarify some

piece of language by a little lecture in L1, if you know it well enough?

It goes without saying that a lecture would be brief, clear, interesting and have visual

backup. For example, let us take the contrast between Going to and Will for future

arrangements. Such a lesson may go like this.

Teacher: Shows on board a table thus:

Will

Going to

With the aid of such a diagram the following exposition could be done:
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“Here are two ways of saying the future. Look at will. We use will

for when we decide and speak at the same time.

Now look at going to. We use going to when we decide before we

speak. Sometimes a long time before we speak. etc.”

Simple exposure to teacher talk (once considered “TTT” and frowned on) is now

seen as a real virtue in the language classroom, and so it is; teacher talk provides

what exponents of the Natural Approach (such as Krashen) call comprehensible

input. Note also that the lecture style presentation is quite compatible with a more

learner-centred continuation of the lesson; it could be followed by examples, by

student practice, exercises etc.

3.4 From a Text / from a Tape

Texts and tapes, perhaps used primarily for practice of the receptive skills, can also

provide a source of specific language focus. What better than to focus on the

language, embedded as it is in context, and in a text or tape with which the learner

has already become familiar? Such a lesson might go like this: from Everyday

Listening and Speaking Intermediate Sarah Cunningham and Peter Moor OUP

1992. Here is a tapescript of Unit 11b.

Dan Hello

Doc Hello….sit down…What can I do for you?

Dan Well, I’ve been feeling unwell for a few days…

Doc Mmmmm…

Dan My ear really hurts, I’ve got a bad headache, and I’ve got

aches and pains all over

Doc I see….any temperature?

Dan Yes, and I’ve got a very sore throat.

Doc OK. Let’s have a look….

etc

In this unit there are plenty of activities provided around this listening text of course.

But we could make our own use of it in this way:

Once we have used it as listening practice, (giving students Qs or information areas

to listen out for without any particular language focus) we could play the tape again,

honing in on the phrase: I’ve got a… as well as some common lexical phrases such

as ‘I’ve been feeling unwell’ ‘my – really hurts’ This could be processed in a

conventional way, through repetition, group and individual, and practised with

substitutions. Students could then make their own examples in pair work or role play.

3.5 Through a Situation

The teacher establishes a situation in which the target language is implicit, out of

which the target language can naturally be drawn. Typically it would go like this: let

us imagine that you are wanting to focus on the causative: have something done:

Establish (with the help of the students) a situation in which someone has

bought/inherited a house in poor condition. Establish that this person has plenty of

money (why is this essential to the clarity of the meaning?) Establish all the things
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that need fixing. When this has been done, elicit a marker sentence: he’s had the

roof repaired. This is drilled, with due focus on form and on details of meaning

(sometimes by means of concept questions). Once each of these has been

established, controlled practice with substitutions takes place followed by freer

production.

This was once the basis of many a preliminary teacher training course, being referred

to sometimes as a situationalised presentation. It could be seen as an elaborate

application of the PPP (Presentation Practice Production) paradigm. This approach

to language focus has certainly been around long enough for some writers to deem it

to be old-fashioned or ‘discredited’. It may be both. It also happens to be extremely

effective.

3.6 Guided Discovery

The excellent phrase Guided Discovery could, in a general way, be seen to describe

all enlightened teaching. In terms of language focus, however, it means something

quite specific, giving students language data and getting them to work out rules from

this data. An example would be as follows:

Learners are given a variety of cards, some of which feature sentences with used to

for discontinued action (I used to have a dog), others of which used to for

familiarisation in spite of difficulty; (London transport is pretty hard but I’m used

to travelling by tube now). We are all aware of the differences in both meaning and

form that exist here, and the confusions it causes (though you might like to review

these confusions with a colleague). We know all too well that learners will insist on

saying I am used to get up early in the morning or (different meaning) I am used

to have for the past.

They are asked to divide these on the board or on the floor; they will probably make

one or two useful misplacements. Get them to reconsider the two groups until they

are right. Once this is done get them to confer about the difference in meaning,

gradually leading them towards some conclusions. When (with the discreet coercion

of the teacher), they have reached the correct conclusion re meaning and form

practice, controlled and freer can take place.

This approach is so well established that even some coursebooks now contain

sections labelled Guided Discovery in which students are asked to draw conclusions

from language data.

3.7 Test Teach Test

This speaks for itself. It could be said to represent a simple version of Guided

Discovery (above). Students are given a test concerning some particular language

item or area (for example a test of items requiring either a/the/some or zero article).

Their success (or otherwise) and the very nature of their mistakes tell the teacher

what they know and what misconceptions they have. On the basis of these results

teaching can take place. Thereafter another test can be given (or even the same test

after a reasonable interval of time to get rid of the memory factor).

3.8 As Part of a Task Based Lesson?

TBL is an approach which focuses on the successful doing of a communicative task.

Thus TBL cannot be seen as a Presentation or Language Focus mode. Indeed it

implies a distinctly different language teaching philosophy, a philosophy that would

not consider language focus to be at its heart. See the end of this unit for a fuller

account of TBL and how it relates to language focus.
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4. Criteria for Choice of a Language Focus Method

We have looked at different language focus or presentation methods. How do we

decide which one to use? Our choice might depend on some of these factors:

4.1 The Learner

Age: possibly a lecture mode might be more appropriate to the older student,

reflecting more what they were used to when they were at school.

Educational Culture: students from a more traditional educational culture

might likewise prefer the above.

Gender: you might like to consider whether this is an issue! It is traditionally

considered to be one.

Learning Style: Some students are more atomistic in their view of language,

some more holistic; some are more field-dependent than others (see

Longman Dictionary).

4.2 The Level

A valid focus mode or paradigm is going to be applicable at any level though clearly

one may lend itself more to one level than another. Which would be more appropriate

to higher levels? Which to lower levels? Which would you assign to higher or lower

levels?

4.3 The Language Item

Some language (in some contexts) is difficult in meaning though not in form. For

example, the present perfect for experience. European language learners would

welcome its apparent similarity to their equivalent tenses but perhaps fail to note the

rather specific type of pastness that it embodies, assuming perhaps that it is just

another past tense to which a time marker could be added.

Some language is difficult in form though not in meaning. Do you think you could

possibly…? is something of a mouthful in terms of form but its meaning (polite

request), is simple.

Some language (but fortunately not too much!) is difficult in meaning and form. For

example the third conditional in English is rather unwieldy in its form and remotely

hypothetical in its meaning.
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TASK 8: Choosing a Suitable Method (30mins)

Which language focus methods would you use for the following language items and

in the following circumstances?

1. a present continuous/present simple contrast at elementary level

2. ‘// for spontaneous decisions for a group of formally educated students who

prefer to say will

3. discourse features of a commercial letter for business students

4. phrasal verbs for dating etc. Ask out / break up / make up, etc. young

multinational summer school students

5. the future perfect; a first time presentation at mid intermediate

6. rising intonation on Yes /No questions for male Arab students who are wary of

sounding effeminate (A real issue in the writer’s experience!).

7. a pre-exam review of the conditionals

8. adjective order before a noun for some serious university students of literature

See Appendix 3

5. Other Ways of Looking at Language Focus

Up to this point we have been dealing with different ways of doing language focus.

What they have in common is that

we have in mind a particular piece of language which…

we aim to get the learner to use and…

ultimately acquire

The idea that a lesson should follow a presentation-practice-production trajectory has

long been questioned. Even single language item focus of any sort is under scrutiny.

As a result new paradigms are emerging. One of these is OHE.

5.1 OHE

This is a paradigm proposed by Michael Lewis.

Observe-Hypothesize-Experiment (OHE)

O: students observe language. Lewis tells us that the “Observe element of the

paradigm is not synonymous with exposure; it is exposure subject to critical

examination”.

H: students hypothesise, establishing generalisations, clarifying and deepening

(their) perceptions….

E: students experiment with the language forms themselves.
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5.2 ARC

ARC is the paradigm proposed by Scrivener. It differs from PPP (in as much as this

was ever consciously formulated) and OHE in that it is not a paradigm for language

focus. But it does identify language focus as one of its components (see C below).

What we have here are categories that can be used to describe the things that

happen in a lesson. They are as follows, but could appear in any order:

A. Authentic use activities: these are activities with no particular language item

agenda. More informally, and from the students’ point of view:

I can use all the language I have at my disposal. Under the A or Authentic category

Scrivener mentions activities such as communicative activities, discussions,

conversations, or in skills other than speaking, reading newspapers, poems, notices,

listening to radio or TV.

R Activities that require particular restricted language use:

There is a deliberate limitation on the language that I use. I am using only part of

what I know. Indeed I am being directed to use a particular item. Under the R or

Restricted category Scrivener mentions drills, exercises, elicited dialogues etc

C Clarification and focus of language item

As if using a magnifying glass, I zoom in and look closely at some specific pieces of

language. These pieces may be ‘new’ to me or they may be language that I already

use (note that this is the language focus category). Under the C or Clarification

category, Scrivener mentions rules, examples, reference information translation,

error analysis etc.

ARC is a useful way of analysing the components of a lesson. Why not take a lesson

plan of your own, produced for some other formal occasion and see which stages fall

under which of these three categories A, R or C? Remember to expect an analysis

that might very possibly read something like: R-A-C-C-A-R-C. This would have been

a busy, well-varied lesson.

(ARC was designed as a specific response to the perceived inflexibility of the PPP

model. Personally I feel that Scrivener and most other critics of PPP do not do justice

to the flexibility of that model; so much so that I suspect they may have never quite

understood it or applied it usefully.)

5.3 A Note on TBL

The main innovation in language teaching in the last ten years has been TBL or Task

Based Learning. It is therefore reasonable to ask: where does TBL stand on the

language focus question?

TBL is an approach in which students do a task, using such language as they can

naturally, possibly having previously seen or heard the task performed previously by

native speakers. Language focus can be made, before or after though this is not

always felt to be essential.

Thus TBL has a somewhat non-committal relationship to language. For this reason

its place is in Unit 2, in the section on The History of ELT.
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Reading

Essential Reading

Scrivener J, 1994 Learning Teaching Heinemann

Additional Recommended Reading

Harmer J, 1998 How to teach English Longman

Lewis M, 1993The Lexical Approach LTP

Lewis M, 1997 Implementing the Lexical Approach LTP

Rossner R, (ed) 1990 Currents of Change in LT *OUP

Thornbury, S. 2004 Natural Grammar OUP

Ur P, 1996 A Course in Language Teaching

Wilkins D, 1976 Notional Syllabuses OUP

Willis J and Willis D, 1996 Challenge and Change Heinemann ed.

*(This is important for containing conveniently the Widdowson/Swan exchanges

written in the earlier years of the Communicative Approach)
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Appendices

Appendix 1

You may have doubts in Section 2 about the idea of “limit and control”. Can

we/should we “limit and control” the complexity of language?

In Section 3, what problems might there be in teaching students a foreign language

“in the same way” as they learned their first?

In Section 4 does “limited time and resources” not evoke a somewhat utilitarian, unhumanistic

type of language teaching?

(On a personal note I have to say that I think this is an excellent passage and I

admire Ur for dealing practically with presentation at a time when many writers are

evading the issue!)

Appendix 2

There is of course no ‘correct’ answer here; but you grid might look something like

this:

LANG ITEM ELEMENTARY EARLY INT MID INT

FUTURE FORMS

Will

Perhaps;

probably

Pres.cont

as before plus…

‘will’ for spontaneous

decisions

‘going to’ for intentions

as before plus..

future continuous

future perfect

INTONATION

Fall

for statements

as before plus

fall for wh. Qs.

rise for yes/no Qs

as before plus

range for surprise.

enthusiasm etc

CLOTHES

VOCABULARY

everyday items

wear

as before plus

further items

get dressed/ undressed

as before plus

fit/suit

too/enough
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Appendix 3

Of course there is no one correct answer. Your answers may well differ from these.

Discuss with your colleagues your answers and the answers suggested here:

1. A guided discovery lesson? At elementary level and a monolingual class some

guidance could be given in L1

2. Language focus from a tape

3. Language focus from a text

4. A situation

5. A situation

6. Language Focus from a tape

7. Lecture

8. Guided discovery
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Testing and Assessment

Summary

In this section, we will begin by looking at all the different ways in which we can

gather information for assessment purposes. We will briefly consider informal

assessment then focus on formal assessment through the use of tests. We use tests

at different stages of the learning/teaching process and we will consider the general

characteristics and purpose of each type. We will also think about the advantages

and disadvantages of tests as a form of assessment. Learners themselves can also

be encouraged to take on responsibility for assessment of their own learning so we

look at self-assessment too. We will then go on to look at factors we need to bear in

mind when selecting or designing tests of any kind. Finally we will also look at how

we can test different aspects of learners’ language performance, that is grammar and

lexis, listening and reading, writing, and speaking by looking at different test formats

and systems for marking and grading. We will also consider some of the advantages

and disadvantages of these test formats.

While you are working through this section, you should be thinking about what

assessment procedures you can use for your case study of a learner in order to

gather information about his or her language performance and needs.

Objectives

By the end of this section you should be able to:

Identify, describe and evaluate a variety of means of assessing your students

Develop a coherent, varied and fair system of assessment for your classes, using

informal and formal assessment procedures.

Identify key requirements and problem areas in formal testing.

Describe different kinds of tests and their purpose.

Produce tests or other assessment tasks, using varied task types appropriate to

your testing objective.

Assess your students’ work fairly and consistently.

Use oral and written rating scales when appropriate.

Begin planning how to gather data for your extended assignment case study.
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1. Introduction to Assessment: What, When, Why, How, Who

1.1. When do we assess?

Assessment may take place before a language course begins, at the beginning of the

course, during the course on specific occasions or on an on-going basis, or at the

end. It may also take place afterwards.

1.2. Why do we assess?

This is obviously linked to ’when’. It may be done in order to place the learner or to

advise them on what kind of course or work they should be doing. It may be

diagnostic in nature, in order to analyse the learners’ needs and decide what to

teach, to plan the course and decide on appropriate learning activities. It may be to

gauge progress during the course or, at the end of a course, it may be to assess

whether the student has learnt what was taught in the course. Or we may want to

assess their language proficiency in general, for example to advise them on

whether they are ready to do a public exam.

These different reasons for assessment may of course overlap.

1.3. What do we assess?

In most teaching situations we need to carry out some kind of assessment of our

students. We may need to assess their knowledge of lexis or grammar, or their ability

in the four skills, or their ability to carry out certain kinds of real life tasks which may

involve different language knowledge and skills. We may also need to assess their

progress, their behaviour, their participation or their attitude. We may need to assess

their suitability for doing a particular job or course.

1.4. How do we assess?

There are various ways of assessing. It can be done ‘informally’ on the basis of the

teacher’s impression of what the learner does in class or in homework. The teacher

may write a report or award a band or grade to the learner, based on his impressions

of that learner’s work. They may just pass or not pass into the next level.

Assessment can also be done formally, meaning that there are specific occasions for

assessment and specific tasks which are assessed. It can be done just once or twice

through formal tests or more frequently with different kinds of tests or tasks or

observations of performance.

1.5. Who assesses?

In some cases the teacher may be responsible for assessment. In others it may be

the students themselves, peers, a Director of Studies or an examining board.
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Task 1: Completing a Spider gram (15mins)

Summarise the different options onto a Spider gram.

Task 2: Thinking about Assessment in your Teaching Situation

Think about these questions and make notes:

When are your students assessed?

What form does the assessment take? Who is responsible for it?

What is assessed? Why?

2. Different Information Sources for Assessing our Learners

Most of the assessment that teachers are involved with is that which takes place

during the actual course of study. (There are other types of assessment such as

entry or placement testing, which is usually dealt with by the school or Director of

Studies, and public exams which are administered by examining boards).

We will start off by considering all the different ways in which you, as a teacher, can

gather information about your learners in order to assess them, whatever the

purpose.

Assessment

How?

What?

When?

Why?

Who?
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Task 3: Brainstorming (10 mins)

What different ways are there for gathering information for assessment

purposes?

Write your ideas onto the Spider gram

Now let’s look at some of the ideas you have probably come up with in more detail.

Add ideas onto the diagram as you read.

3. Informal Assessment

‘As language teachers we assess all the time. We do it unconsciously in

every class we teach. Whether we have made a deliberate decision to

assess our learners or not, after a term or two of teaching a class we

have a pretty good idea of who the good ones and the not-so-good

ones are’.

Allan, D. April 1999 Distinctions and Dichotomies: Testing and

Assessment ETP Issue 11

Informal assessment includes activities such as asking concept questions, checking

understanding of instructions, eliciting student explanations or definitions, and all

forms of oral controlled practice, and written grammar exercises. Basically, anything

that you ask the students the answer to, even though you already know the answer,

is a kind of test. At times, teachers may even turn potentially communicative activities

into a form of testing if they correct the language rather than focus on the content.

Many classroom activities such as skills activities may also be used for testing rather

than teaching. When we monitor or observe our students doing a task we may also

be assessing them informally.

This kind of informal testing is useful, however, it provides both teacher and learners

with an ongoing and impressionistic idea of how they are doing in the class. It

enables the teacher to make decisions about what to do next (the next moment – do

they need further practice of this? - as well as the next lesson). In other words it

Assessment
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enables the teacher to assess student learning and how effective his/her teaching

has been.

As well as informal language testing, the teacher may also consider other factors

informally: the degree of participation, the ability to work in groups, punctuality and

regularity with which homework is done, for example. We notice these things and

they feed into an overall picture of what that student is like as a learner of English.

4. Tests

These are one of the most common and traditional ways of gathering information for

assessment purposes. There are various kinds of tests and they can be used for

different purposes. They can also focus on specific areas of language knowledge,

skills and performance.

4.1. Different Tests and Different Purposes

We will begin by distinguishing between different kinds of tests and considering what

they are used for.
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Task 4: Identifying the Purpose of Tests (5mins)

Can you fill in the gaps in the following texts with the types of test?

Diagnostic test

Final achievement test / summative test

Proficiency test

Progress test / formative test

Placement or entry test

a) A _______________ or __________________ test is administered during the

course. The test aims to find out how well students have grasped what has been

taught on the course so far. In other words the test content is based on the

teaching content, not on other things. As a result of this test, the teacher and the

learners see how they are progressing. They can be used to help the teacher and

the learners themselves set their own learning goals.

b) A ______________________________ or ________________________ test is

used at the end of a course to see if students have achieved the objectives set out

in the syllabus. An end of year test, for example, falls into this category. A lot of

information from this type of test is often wasted because it does not feed back into

the learning process.

c) A _______________________ test is used at the beginning of a course to find

out what the students know and what they don’t know. It is more finely tuned than

a placement test and the content reflects what the students should know or will

need to know at this particular level. Based on the test results the teacher or

course planner can then ensure that the course content is relevant to the students’

needs, or in other words, will teach them what they don’t already know.

d) A _______________________ test focuses on what students are capable of

doing in a foreign language, regardless of the teaching programme. It is used to

assess whether a student meets the general standard. These types of tests are

often set by external bodies such as examining boards. They may be used within

schools to see for example whether students are at the required level to enter for

and pass a public exam.

e) A ________________________or ______________________ test is used to

find out what a learner’s level is before deciding which course or level he/she

should follow. It is usually used at the time of enrolment for obvious reasons! The

content may reflect the syllabus of the school.

See Appendix 1.
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Task 5: Different Types of Tests (5mins)

Which would be a suitable kind of test in these situations?

1. Some students want to enrol in your school.

2. You want to find out what your students know and don’t know in order to plan

your programme.

3. You want to know if your students have understood the work that you’ve

covered in the first few units of the book.

4. You want to know how much they’ve learnt over the whole course.

5. You want to know what the students are capable of and if they are ready to go

into a CAE class.

See Appendix 2.

Task 6: Your Situation (5mins)

Answer these questions:

1. Which types of test do your students have to do?

2. Which tests, if any, are you responsible for designing and implementing?

3. Which of the above test types feed into your assessment of your students?

The types of test that you are most likely to be involved in making are diagnostic or

progress tests. Placement or entry tests are not usually the responsibility of the

individual teacher. Achievement or summative tests, at least in a largish school, may

also be out of the hands of the teacher since one of the aims is to decide who should

go up a level or who should repeat. It is important that there is a standard across the

board so all classes of the same level should be doing the same test. Proficiency

tests are also not likely to be designed by an individual teacher. (If you want to know

if your students are ready to do an external exam, the easiest way is to get them to

do a ‘mock’ i.e. use a past paper).

We can use different task types in tests depending on what we want to test and the

purpose of our tests. We will look at how to devise good tests in sub-section 7.
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4.2. The Advantages and Disadvantages of Tests

Task 7: Brainstorming (10mins)

What are the advantages of tests as a way of gathering information for

assessment purposes? What are the disadvantages? Make notes.

Compare your ideas with those below

Advantages

To meet learner expectations – it’s often what they’re used to, it’s a traditional

form of assessment, they usually easily see the relevance.

If all learners are given the same test, it’s a straightforward way of comparing

them.

There is less ‘record keeping’ for the teacher than continuous assessment.

A test result is a concrete record of learners’ performance rather than an

impression based on informal assessment.

Disadvantages

Difficulties in designing good tests that actually test what you’ve taught and that

are reliable.

It’s time consuming writing tests and marking them.

Many tests in schools are flawed because they are written by teachers who have

little specialist skill in test writing.

Learners may have ‘off’ days so the test doesn’t reflect their ability.

Some learners never perform very well in tests.

It’s a snapshot, not a full picture of their work.

Tests may not reflect what you’ve done (e.g. you do a lot of oral work in class but

a written test is used because it’s easier to design and administer).

Tests may create negative backwash (i.e. you adjust your teaching to suit what

is in the test, doing lots of ‘test practice’ rather than focusing on learners’ needs

from a longer term or broader perspective).

Learners may not bother with class activities or homework because they know it’s

only the final test result that counts.

An alternative (or addition) to using tests for assessment purposes is continuous

assessment. If you are interested in reading about this, see Appendix 3.
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5. Self-assessment

The teacher could base his or her assessment of a learner simply on his or her own

records of the learners’ work. However, the teacher is not the only one able to

assess. As Harris and McCann say ‘Self-assessment is an integral part of learning’.

‘Self-assessment can also be a much more direct and efficient way of getting

information than teacher assessment.’ (Assessment chapter 3, page 63)

Task 8: Brainstorming and Reading on Self-assessment (40mins)

Before you read, think about these questions and note some ideas in the grid

below.

Why is self-assessment a good idea?

What problems do you anticipate? How could these be solved?

What tools can be used for self-assessment?

Now read one or more of the following and add to your notes:

Harris, M. & McCann, P. 1994 Assessment Heinemann (Chapter 3 Selfassessment)

Baxter, A. 1997 Evaluating Your Students Richmond (Chapter 10 Assessing

Procedures and Attitudes)

Harris, M January 1997 Self-assessment in formal settings ELTJ 51/1

Compare your ideas with those in Appendix 4.

Reasons for doing self assessment

Possible problems

Solutions to problems
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Tools for self assessment

5.1. Learner Diaries

Learner diaries (logs or journals) can be used for many different purposes, including

as a tool for self-assessment. They are a useful private channel of communication

between the learner and the teacher. As well as being used as records of learning

(see below) they also offer students the opportunity to write about their personal

learning objectives or difficulties.

(See Baxter op cit page 63)

5.2. Records of Learning

Students can be encouraged to assess their own work after carrying out specific

learning tasks. This could mean getting them to do an exercise to test themselves on

a bit of language (many coursebooks include this at the end of a unit or a few units

e.g. Acklam, R. 2000 First Certificate Gold Longman) or it could mean reflecting on

their performance in carrying out a task. For example, in Appendix 5 you will find an

example of a task in which students reflect on their role in a group discussion activity

(from Hadfield, J. 1992 Classroom Dynamics OUP) and an example of a pre and

post listening checklist (from Vandergrift, L. July 1999 Facilitating second language

listening comprehension: acquiring successful strategies ELTJ 53/3).

You can also get learners to fill in a record of work and to assess their own

confidence or ability in that skill or language point. See Harris, M and McCann, P

Assessment chapter 3 pages 83 to 86.

5.3. Checklists

These are lists of the language, language skills and learning skills areas that are to

be covered in the language course. They can be drawn up before the course if the

teacher is working from a prescribed syllabus or during or after the course if there is

more room for negotiation of course content with the learners. Basically the

document represents the syllabus for the learners. It is a good idea, particularly with

lower level learners, to include examples of language points alongside the name.

The learners assess their knowledge of the different language items and skills listed

at different stages of the course.

(See Baxter op cit page 62)

5.4. Can-do Statements

These can be presented in the form of questions or statements to tick or cross.
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From Revised CPE Specifications and Sample Papers, Cambridge ESOL, 2000 (page 3)

ALTE (the Association of Language Testers in Europe, of which Cambridge ESOL is

a member) is in the process of drawing up can-do statements for each level.

Above is an example of the draft statements relating to a proficiency level candidate.

These differ from checklists in that they refer to language competencies, or what the

learner can do with the language rather than what language items he or she knows.

Task 9: Drawing up a Checklist or List of Can-do Statements (30mins)

Based on one of the courses you are teaching at the moment draw up a checklist

or list of can-do statements for that level. Follow the model for the Proficiency

statements.

Post your list on the DELTA Discussion Forum.

5.5. Assessing Writing and Speaking

Students can be encouraged to assess their own written work. For example, they can

write a comment about it before they give it to you (e.g. I think my story is good but I

had problems with the vocabulary. I’ve tried to make sure I use paragraphs better

than last time).
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If you use holistic rating scales (or bands) you can ask learners to say what grade

they would give themselves. Obviously you need to familiarise them with the scales

you are using and ensure they understand what is meant by the descriptors.

You can ask learners to record themselves doing a speaking task and then assess

themselves using a similar rating scale for the speaking skill.

5.6. Marking their Own Work

Learners can be encouraged to mark their own work if they are provided with keys to

exercises (for example this may work with workbook exercises or coursebook

progress tests). This may encourage them to think about what they can and can’t do

rather than just relying on the teacher to tell them. They can ask the teacher

afterwards about any problems.

5.7. Report Writing

The learners can write reports about themselves following the model that is used in

the school if there is one. The final version can be negotiated between the learner

and the teacher.

5.8. Counselling

One-to-one or group counselling provides an opportunity for self-assessment.

Learners’ can be asked to reflect on their objectives, progress and difficulties before

the counselling session. They can be given a form to complete before the session.

They could also be asked to grade their performance in general using rating scales

or bands.

In addition to self-assessment you could include peer assessment in your evaluation

procedures. If you are interested in this, see Appendix 6.

6. Assessing the Quality of a Test

We now return to the topic of tests.

It is difficult to write good tests. When we are designing or choosing a test there are

certain important factors that we need to bear in mind.

Firstly it must test what it is supposed to test, and only that. It should also look as if it

is testing that thing. It must accurately reflect the students’ performance, so that if

they did the same test again they would get the same results. Also, if two different

people were to mark it, the same result should be obtained. Furthermore, a good test

must be straightforward and possible to administer, given the situation, and finally it

should not have any negative ‘backwash’ effect on the teaching programme.
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Task 10: Reading and Note-taking on Validity, Reliability, Practicality

and Backwash

Read Baxter, A. Evaluating your students Chapter 4 Testing: what makes a

‘good’ test good?

Make notes in the grid below. It is more important that you remember the concepts

involved when designing tests than remember the names for them.

See Appendix 7.

Content validity

Construct validity

Face validity

Test reliability

Scorer reliability

Practicality

Backwash
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6.1. Writing Tests: General Points

Task 11: Reading about Writing Tests (30mins)

Read Harris and McCann Assessment Chapter 2, Section 2.4

Summarise your reading and your own ideas from experience into a list of ‘dos’

and ‘don’ts’ for test writers.

See Appendix 8.

Task 12: Checking tests (20mins)

Do the task on page 52-3 ‘Checking Tests’ Harris and McCann, Assessment.

(The suggested answers are on page 62 of that book).

7. Testing Techniques

If you are interested in reading something about the history of language testing, see

Appendix 9.

We will now move on to look at what kind of tasks our tests can include. It obviously

depends what we are testing so we will look first at tests of grammar and lexis, then

reading and listening, then writing and speaking.

Firstly, however, we will return briefly to the question of validity and reliability.

A reliable test is not necessarily a valid one, and vice versa. For example, if you want

to find out if students can write an essay, then the valid test is to ask them to write an

essay. However, unless you have thought carefully about the amount of guidance

you will give, the exact criteria for marking, and all the markers can totally agree on

what is good and what isn’t, it can be a very unreliable way of testing essay writing

skills. On the other hand, although written multiple choice items may be a reliable

way to test students’ ability to recognise the correct structural item in the written form

because markers agree on the correct answer, they are certainly not a valid way of

testing students ability to produce these items or recognise them in spoken form.

There is a tendency for more reliable tests to be easier to standardise when marking

because where it is possible to be more objective about the answer, it is easier for

markers to agree on acceptable answers.

Both objective tests and subjective tests have their advantages.

Objective tests (i.e. ones in which there is a single correct answer) are very quick to

mark and in fact don’t even need to be marked by a teacher. (They can be marked by
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clerical markers or a machine such as an OMR – an optical mark reader). They may

be more difficult to design, though, and more difficult to make valid.

Subjective tests (i.e. ones in which the marker uses their judgement) are easier to

design but they have to be marked by a teacher (i.e. an expert). Marking can be timeconsuming

as it may involve a lot of decision making about the quality and

acceptability of answers. This necessarily means subjectivity. Furthermore, in this

kind of test students can avoid or get around things they aren’t sure of. They can also

show off other knowledge beyond what you’ve actually set out to test. It is important

to decide if they get credit for that or not.

We thus have two types of testing technique to choose from in terms of marking:

objective and subjective.

Another consideration is whether we want to test single items of language i.e.

discrete items or whether we want to test a wider knowledge of the language and

ability in certain skills. If we want to know if a learner can recognise or produce a

specific language item, then we use discrete item techniques. If we want to know

how well a student can use his combined knowledge of single items, then we use

integrative testing techniques.

Most tests nowadays use a combination of these techniques depending on the

language and skill that is being tested.

7.1. Testing Grammar and Lexis

Why do we test grammar and lexis?

Often our teaching programme is closely based on a grammatical/lexical

syllabus.

Students expect it.

Teachers often still link student ability and progress to knowledge of grammar.

Grammar and lexis is also easy to test and easy to score (mark) because it is

easy to make objective tests, that is, ones in which there is a clear, right answer.

(Compare a multiple choice grammar test with a writing task). Perhaps we test

grammar and vocabulary sometimes simply because it is easy to test.

How can we test it?

Task 13: Brainstorming (15mins)

Think of as many ways as you can for the testing of grammar and lexis.

After you have done this, compare your list with the following. You may have more

ideas to add.

Some common types of testing techniques used for grammar and lexis are:

Transformation (first word(s) or one word are given as prompts). For example:

It isn’t usually necessary to book a table in advance.
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You don’t _________________________________________________________

A lot of people applied for the job.

There were _____________________________________________________

Matching tasks (e.g. word and definition, halves of collocation, sentence halves

etc.), for example:

Salt and toast

Bread and chips

Baked beans on pepper

Fish and pie

Apple butter

Gapfilling (with specific focus, e.g. past tense verbs. Base form may be given or

not), for example:

Last year I (go) ____________________ on holiday with my boyfriend to Greece. We

(fly) ______________________ to an island called Santorini.

Cloze tests. In a text words are deleted. Strictly speaking, this should be every 7th

word, though in a modified cloze between every 6th and 10th word is best. Students

fill in the gaps. In practice often the gaps do not occur at regular intervals. This is to

ensure that coherence is maintained. Notice that a cloze is not the same thing as a

gapfill. For example:

Nowadays parents often feel guilty ________ they don’t give their children healthy

food for __________ single meal. Packaged food is frequently known ___________

junk food but __________ many instances that simply isn’t so.

Jumbled sentences for students to order, for example:

Tonight you what doing are?

Error spotting (editing sentences or texts), for example:

In times of trouble when snails have the perfect escape.

But retreating into a shell does not always guarantee.

A survival. For the land snail, Arianta arbustorum.

Faced with local climatic warming in the Swiss city.

Of Basle, having had a shell has not helped a bit.

(It can be a good idea to state how many changes are needed in each line.)
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Skeleton sentences, which need to be written in full, for example:

Last time / you / blame / me / lose / the keys.

Joining sentences (e.g. to practice linkers, relative pronouns etc), for example:

I like my job. I don’t earn much money.

Multiple choice, for example:

It was a ______________ of luck that Jane was available when the job came up.

a) blow b) stroke c) brush d) touch

Odd one out, for example:

Circle the odd one out:

Dishwasher cooker fridge bed

Writing questions for answers, for example:

A: __________________________________

B: I’m 26.

A: __________________________________

B. I’m a chef.

A: ____________________________________

B. Yes I do. It’s great.

Adding to categories, for example:

Add three more items to each set:

Dress, trousers, ____________ , _____________ , ______________

Banana, apple, ____________ , ______________ , ______________

Matching (Words to definitions, collocations, words to pictures), for example:

Match a word from A with one from B to make a collocation:

A B
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Blue Hair

Brown Moon

Blonde Bread

Task 14: Evaluating Test Formats for Grammar and Lexis (30mins)

What kind of language items are the above types of test especially useful for? Can

you see any advantages or disadvantages to each type of test?

For ideas, read:

Harris and McCann Assessment chapter 2 p 38

Baxter, A Evaluating Your Students chapter 6

Alderson, J.C., Clapham, C. And Wall, D. Language Test Construction and

Evaluation (CUP) 1995 chapter 3 section 3.5

See Appendix 10 for comments.

Some of the test types above allow for more than one correct answer. Especially if

more than one teacher is using the test, it is essential that there is an answer key

made available with possible answers and scores for each item listed.

In terms of allocating marks in a test, answers which require learners to produce

language rather than just recognise and select the right answer (e.g. writing

questions for answers rather than multiple choice) should carry more marks.

For more on devising tests of grammar and lexis read:

Heaton, J.B. 1988 Writing English Language Tests (Longman)

7.2. Testing Reading and Listening

Some of the techniques used for testing grammar and lexis can also be used to test

listening and reading skills, for example multiple choice questions or gapped

sentences. Examples of testing techniques for reading and listening are:

Multiple choice questions

True/false/ don’t know questions

Gapped summary (to complete with one or more words)

Spotting differences in content between a written and a spoken text

Completing a table with information

Matching (e.g. titles or topics to texts or paragraphs)

Putting missing sentences/headings/paragraphs back into a text in the right order

(multiple matching)
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Diagrams to complete/label, maps to follow

Selecting a picture or sequencing pictures

Sequencing a jumbled text (reading only)

Writing answers to questions

Task 15: Reading (30mins)

Think about the pros and cons of each type.

Read Baxter, Evaluating Your Students chapter 7 and Harris & McCann,

Assessment (chapter 2 page 36) to check your answers.

7.3. Testing Writing

Some of the techniques we have seen used in the testing of grammar and lexis could

be said to be testing writing in an indirect way. For example, if you test the students’

knowledge of linking words you are testing one of the subskills of writing. However, if

you want to test writing more holistically then you are likely to test it by asking the

students to write a text of some kind. Writing tasks can be set up in a number of

ways:

Give students the title and text type. They write.

Give notes, they expand.

Give visuals, they produce a text (e.g. map for directions, picture story for a

narrative, picture for a description, diagrams for processes etc).

Rewrite a text (change the style).

Reply to a letter or write a response to something they read.

Form filling

Summary writing

Some of the above types of test also test the reading skill, which could be seen as a

disadvantage. However, it could also be argued that these are valid types of test

since they are closer to how real life writing often happens. They are also more

communicative types of task than, for example, writing a story based on some

visuals.

Devising a test for assessing writing in this way is not usually that difficult (once you

have decided what topic and type of writing you want to test). However, the marking

of it, or rather the assessment of it, is far more complex than the other types of test

we have looked at. We cannot just count right answers as in an objective test. Here,

we are faced with a much bigger sample of language – a whole text – and, if the test

is to be reliable in terms of scoring, then we need to have very clear criteria in place

as to how it should be marked. We need to try to ensure that if the same person were

to mark it twice on different occasions (once tired and in a bad mood, once happy

and fresh!) they would give it the same mark. We also need to ensure that two
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different teachers would give it the same mark. An impression mark is therefore not

sufficiently reliable.

Two types of scale can be used in assessing writing. We can use a holistic scale

which uses descriptors and looks at the writing from a global point of view (see

Appendix 11 for the Cambridge FCE scale), or we can use an analytic scale. This

means that we divide the writing skill into various components and award marks for

each category. In Unit 3 in the section on writing we looked at various assessment

criteria. In a formal assessment situation you need marks, too, for each of those

categories. So you might decide for example to award marks as follows:

Content (relevance, interest level, clarity of organisation) 5

Sense of audience, clear purpose, appropriate text type

(content/register/layout/length) 5

Range of structure and vocabulary, appropriacy of language 5

Accuracy (grammar, spelling) 5

Organisation and linking devices 5

Presentation 5

Total 30

These scales can also be made available to learners, of course, and will help them

understand why they get the marks they do in their writing test.

If more than one teacher is using the test and the scales, it is important to ensure

inter-rater reliability. In other words, it is important to ensure that two different

markers apply the scales in the same way. This can be done in standardisation

meetings between colleagues. All the teachers mark the same pieces of work

(samples) and agree on the marks. These can be then used as guidance when it

comes to marking your set of tests. Alternatively, two teachers can mark the same

class set of tests and see if they agree with each other. Sometimes it’s easier to be

objective if you don’t know the students concerned.

7.4. Testing Speaking

Speaking is one of the most important skills for many learners of a foreign language.

Teachers spend a lot of time in class on encouraging oral communication. But it is

the one skill that does not often feature in tests. Testing speaking formally perhaps

raises more problems than testing other aspects of language performance. Why is

this, do you think?

It raises practical problems of time (especially if you have large classes) and space

and it also raises problems of reliability of scoring, perhaps more so than writing

because we are dealing with speaking which is ephemeral.

It may then be easier to assess speaking during normal class activities. For example

you can choose to focus on just a few learners during a particular speaking activity,

and then focus on others during another one. Or you could choose to focus on one

aspect of speaking for example pronunciation and assess the whole class on that

one element during a speaking activity.

In assessing speaking we can use scales similar to those used in writing, i.e. either

holistic scales or analytic scales based on the speaking skill.
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Task 16: Brainstorming Categories for Assessing Speaking (20mins)

What categories could be used in an analytical scale for the speaking skill?

Read: Dawson, J. October 1997 Assessing Spoken English ETP Issue 5 and/or

Cambridge ESOL Handbooks (KET, PET, FCE, CAE, CPE).

See Appendix 12 for comments.

If you do decide to formally test your students’ speaking, you need to decide how to

do it. The first consideration is whether the students will do it individually or in pairs. If

you are preparing students for one of the Cambridge ESOL exams, for example, a

paired format would make sense. It also helps you as the assessor since you do not

have to join in as much. It also makes it more realistic since the students can interact

with each other (and most real life speaking and listening is interactive).

Task 17: Brainstorming Speaking Tasks for Assessment (5mins)

What kind of activities could you use to assess your students speaking? Make

notes then compare with the following list.

Individuals can:

Describe a picture, compare and contrast pictures

Tell a story from pictures

Give a talk or presentation on a certain topic

Read aloud (you would need to decide whether or not learners would have a

chance to see the text first)

Discuss a topic

Answer questions from the examiner

Pairs can do the above but also:

Role-play

Problem solving tasks (discussion and coming to a joint decision)

8. Conclusion

Assessment generally plays a very important role in formal language learning

situations. Teachers are most likely to be involved in writing diagnostic or progress

tests, but as Directors of Studies or level co-ordinators they may have to write other
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sorts of tests. Test writing is demanding: the content, purpose, test format and

marking schemes need close attention if the test is to be valid, reliable, practical and

positive in terms of backwash. Remember to bear these factors in mind in designing

tests for your case study learner.

Teachers may also be involved in designing or putting into place systems which use

other forms of assessment such as self or peer assessment. There are many

advantages to extending assessment to include more than tests. If you are interested

in thinking more about this, look at Optional Task 4, a case study on designing an

assessment system, in Appendix 13.
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Reading

Essential Reading:

Baxter, A. 1997 Evaluating your students Richmond

Harris, M. & McCann, P. 1994 Assessment Heinemann

Recommended Additional Reading:

Alderson, J. C., Clapham, C. & Wall, D. 1995 Language Test Construction and

Evaluation Cambridge University Press

Allan, D. April 1999 Distinctions and Dichotomies Testing and Assessment ETP

Issue 11

Bowler, B. & Parminter, S. April 1997 Continuous Assessment ETP Issue 3

Dawson, J. October 1997 Assessing Spoken English ETP, Issue 5

Harris, M. January 1997 Self-assessment in formal settings ELTJ 51/1

Heaton, J. B. 1988 Writing English Language Tests Longman (new edition)

Hughes, A. 1989 Testing for Language Teachers Cambridge University Press

McNamara, T. 2000 Language Testing Oxford University Press

Underhill, N. 1987 Testing Spoken Language Cambridge University Press
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Appendix 1: Identifying the Purpose of Tests

Progress or formative test

Final achievement or summative test

Diagnostic test

Proficiency test

Placement test

Appendix 2: Different Types of Tests

1. A placement test

2. A diagnostic test

3. A progress or achievement test

4. A final achievement or summative test

5. A proficiency test

Appendix 3: Continuous Assessment

‘This is no different from any other form of assessment- it simply refers

to how frequently you test or evaluate the students. The student is

assessed on not just one performance but on many performances.’

Baxter, A. Evaluating your students, Richmond, (glossary)

‘An approach to assessment in which students are assessed regularly

throughout the programme rather than being given a single assessment

at the end’. (LDLTAL)

In practice, however, continuous assessment does usually include more than just

tests which is what a ‘once or twice a course’ system of assessment usually offers.

Continuous assessment can take different forms. It can mean simply an on-going

informal, impressionistic means of assessing our students. In some situations this by

itself may not be very useful since it offers no visible evidence. What if the teacher

and the student disagree when it comes to the end of the year? How can we ensure

that the teacher’s judgement is reliable? How can we ensure that teacher x uses the

same criteria to assess students as teacher y? It is too subjective and without

concrete examples to back it up it may be hard to justify.

We will consider now the different elements that can feed into a system of continuous

assessment.

Test results

The teacher can keep records of the results of any tests that the student takes. This

may include diagnostic tests, progress tests and achievement tests.
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Mini check tests

Mini check tests are small progress tests which focus on particular language items or

skills that the students have been learning. They can be used for diagnostic purposes

or to check learning. They can also be used on a self-access basis, with keys

available for checking; students do them when they want and record their marks. If

they have problems, they can go away, study and then do the test again later.

Formally assessed classroom tasks

This refers to tasks done in class which are formally assessed and the marks

recorded. Thus rather than setting up specific tests students can be assessed while

they are carrying out normal classroom tasks. You could inform the students that you

are going to record marks or not.

You can use any kind of normal classroom activity, for example a listening, reading,

writing or speaking task, a project or an exercise of some kind. In the case of

listening, reading or grammar or vocabulary tasks you can probably just record a

mark (either collect the task in or ask the students to mark it then ask them for the

result). In the case of a writing or speaking task you will need to use either holistic

(global) or analytic scales to rate performance. (These scales are discussed in more

detail in sections 7.3 and 7.4). You would normally collect the writing in.

When assessing the students’ speaking during pair or group work activities, you can

focus on a few students only and record marks or make comments about their

performance. You could assess another group of students during another speaking

task. Or, you could decide to focus on a particular aspect of the speaking skill (for

example, fluency) with the whole group. You can also assess speaking, perhaps

more easily, during individual or group tasks such as presentations. It is particularly

useful to assess oral skills in this way because few schools can manage to organise

opportunities for formal speaking tests for their students because of time constraints.

It is also possible to record marks or comments about the students’ behaviour or

attitude. These factors may also play an important part in the learning process. For

example, you can assess participation in groupwork, contribution to a project, or

presentation skills (oral or written).

Homework

Teachers often keep records of students’ written homework at least. They may

record a comment or a mark or even a series of marks for different aspects. The type

of homework can vary of course. It can apply to essays, or exercises, or tests. The

teacher may collect the work in and mark it him/herself or may ask the students to

self-correct (using an answer key for exercises, tests, reading tasks etc.) and then tell

the teacher the results. If students are mainly using workbooks for homework tasks,

the teacher can collect these in from time to time and record a comment or grade on

work done so far.

Students can also be asked to create portfolios of their work.

Portfolios

In the same way that an artist keeps a portfolio of their work, we can ask students to

do so. This is rather like a ’display file’ where they keep tests and test results, pieces

of written work, reports from teachers, certificates gained, learning checklists, diary

excerpts, project work, self evaluation sheets, an attendance record and record of

completed homework tasks, records of counselling sessions etc. It can be used

during counselling sessions with the teacher and provides a useful source of

The Distance DELTA

Unit 2 Section 3 74

information for end of course assessment. If a class has more than one teacher, this

could be a particularly useful tool for assessment.

Counselling sessions

Counselling sessions is the term we will use to refer to a meeting between a student

– or it could be a group of students- and the teacher to discuss their work, their

objectives or assessment results. Baxter uses the term ‘appraisal’, others refer to

tutorials.

This is clearly a way of involving the students in assessing their performance and

therefore encouraging them to take on responsibility for their learning. If done on an

individual basis it offers what may be quite a rare opportunity for the teacher to find

out about the student as an individual.

As a result of a counselling session you may find yourself adjusting your assessment

of a student, perhaps because they tell you about something that may have affected

their performance in a test or in class, for example.

Non-linguistic factors

Continuous assessment may also be based on aspects of student behaviour and

attitude and not just his or her knowledge of the language. Thus you can also assess

and keep records of attendance, punctuality, attitude, the ability to co-operate with

other members of the group, the ability to work independently and so on.

For more on this topic, read Harris & McCann Assessment chapter 1 section 1.4.

The advantages and disadvantages of continuous assessment

You have already considered the advantages and disadvantages of tests as the sole

source of information for assessment purposes. We will now consider the

advantages and disadvantages of a system of continuous assessment.

Optional Task 1: The Advantages and Disadvantages of Continuous

Assessment

Read:

Bowler, B. & Parminter, S. April 1997 Continuous Assessment ETP Issue 3

Allan, Dave April 1999 Distinctions and Dichotomies Testing and Assessment

ETP Issue 11

What are the advantages of continuous assessment? Can you think of any

disadvantages or situations in which it would not be appropriate?

See below for suggested answers.

Optional task 1: Suggested Answers

Advantages of continuous assessment:

Provides a fuller picture of student progress and achievement
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Enables assessment to focus on all aspects of a student’s work (e.g. oral skills,

participation in group work, grammatical accuracy etc.)

Encourages students to take their work seriously throughout the course

Provides opportunities for recognition of effort/progress in weaker students

Greater validity as an assessment procedure

More reliable than one short test taken on a particular day

Avoids problems of negative backwash

Disadvantages

May be less appropriate on short courses

More record keeping and paperwork for the teacher

If it is not standardised as a system, teachers may ‘do their own thing’ resulting in

non-standardised and unreliable assessment

If it is standardised as a system, it may take more work in setting up than simply

using tests

Students may not perceive the different tasks used to assess as ‘important’ as a

‘big test’

Appendix 4: Brainstorming & Reading on Self-assessment

Reasons for doing self assessment

To increase student involvement in their learning

To make students more aware of what is involved in language learning

To increase student responsibility for their learning

To help students plan their learning

To help learners improve and see their own progress

Possible problems

Students are not used to it

Students do not self-assess realistically

Students think assessment is the teacher’s responsibility

Takes up valuable class time
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Solutions to problems

Introduce self-assessment gradually

Explain the rationale

Explain that it will be used in conjunction with traditional forms of assessment (i.e.

teacher based assessment)

Train learners and provide support for them in carrying out self assessment

Tools for self assessment

Learner diaries

Records of learning

Checklists

Can-do statements

Assessing writing and speaking via scales

Marking own work using keys

Report writing

Counselling
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Appendix 5: Records of Learning

From Hadfield, J. 1992 Classroom Dynamics Oxford University Press (page 40)
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From Vandergrift, L. July 1999 Facilitating second language listening comprehension:

acquiring successful strategies ELTJ 53/3

Appendix 6: Peer Assessment

Students can also assess each other or aspects of each other’s work. This has to be

handled with care, however. In Evaluating your students, Baxter suggests that in

counselling (or appraisal) sessions with individual students, to help them with selfassessment,

you ask them to compare themselves with other students (see page

83). This is, of course, useful in raising their awareness of how they stand in relation

to the group. The teacher needs to be careful, though that he/she doesn’t make

negative comments about other students, which might be reported back. Baxter also

describes a situation when he, as the teacher, was unable to agree with a student on

the assessment band for his speaking skills.

‘At the end of term, I asked a class to assess (via bands) their own

talking and writing skills. They then came and discussed the band they

had chosen with me. Most had underestimated themselves by one

band. One student though had given himself a very high band for

speaking. We talked about it but still disagreed. I asked him to go and

talk to another student and get a second opinion from him. He asked

me ‘What shall I talk about?’ I suggested that he explained the problem

to the student, and then he should ask the student to band him. Five

minutes later, the second student came up to me, sadly shaking his

head. He agreed with me. The first student looked unhappy but what

could he say? He had been judged by his peers.’

(Baxter op cit p77)

If students are working in groups to produce some kind of project (a poster, a roleplay,

a piece of writing, a recording etc.) then peer assessment may be entirely

appropriate since it is less personal. They could use a rating scale and then vote on

the best end product.
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Students can also look at each other’s written work at the draft stage and offer

feedback and comments.

Student produced tests

Provided students have had experience of progress tests, and have seen the type of

tasks that are used, students can write tests which they then give to their peers to do.

Remind them or show them the types of task they can use. They will need to look

back over work they have done to select areas to focus on and they will also need

time to write the test. However, the time is usefully spent because, in the process of

designing the test, they need to prove their own understanding and knowledge of the

language. It is best if students work in groups of mixed ability for this task (rather than

grouping weak or strong students separately). You will also need to check their work

before they pass it on to other students to do. It is very useful if your students have

access to word processing facilities for this task.

Read Baxter, A. op cit chapter 10 (7 Student Written Tests)

Appendix 7:Validity, Reliability, Practicality & Backwash
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Content validity

Refers to a test testing what it is supposed to test. In

constructing a test you should draw up a list of the skills,

structures etc. that you want to test. Then devise the test

using this list. The test may not contain all of these things

but should contain a representative selection of them. This

helps avoid testing what is easy to test rather than what is

important to test.

Construct validity

Refers to a test testing what it is supposed to test and

nothing else. For example, if the students do not understand

the instructions and are therefore unable to get the right

answer to a test item, you will not have tested what you

intended to. Or if you want to test their listening skills and

you give them a test based on distinguishing minimal pairs,

are you sure that this will give you a good indication of their

overall listening ability?

Face validity

Refers to a test appearing to test what it is trying to test. This

is not a scientific concept; it refers to how the test appears to

the users. For example, if you aim to test a student’s ability

to read and understand whole texts, it might appear strange

to do this by giving them a multiple choice grammar test.

Test reliability

This means that if the same students, with the same amount

of knowledge, took the same test at a different time they

would get more or less the same results. (It would never be

exactly the same because humans aren’t like that.) The

closer the results, the more reliable the test. It is unlikely that

teachers designing tests will be able to test this kind of

reliability. If a student does surprisingly badly or well in a

test, what do you do? (A disadvantage of tests as the sole

means of assessment!)

Scorer reliability

This means that different markers or scorers would give the

same marks to the same tests. This is easy with discrete

item tests such as multiple choice if there really is only one

correct answer and the markers mark accurately. But with,

for example, a piece of ‘free writing’, the marking may be

more subjective, particularly if the marker knows the

students who did the test. To improve scorer reliability you

can use things like clear guidelines for marking (criteria and

points awarded), standardisation meetings (to compare

sample tests and agree on what constitutes an A, B or a C

for example), or double marking (two teachers mark each

piece of work and the score is averaged).

Practicality This means that it is possible to carry out the test. For

The Distance DELTA

Unit 2 Section 3 81

example if you want to use video for testing listening skills,

have you got sufficient copies of the video and enough video

players for all of the classes that need it.

Backwash (or

washback)

Backwash refers to the effect that the test has on the

teaching programme that leads up to it. For example, if the

end of year test only tests writing and grammar, then it may

discourage teachers from spending time on oral skills in

class.

Appendix 8: Writing Tests – dos and don’ts

Do avoid confusion and ambiguity in the test.

Do the test yourself after you’ve written the first draft.

Do get at least one colleague (preferably more than one) to do it.

Do co-write tests if possible.

Do ensure instructions (rubrics) are clear and tell students exactly what to do.

Include an example if it helps.

Do keep rubrics concise.

Do ensure questions do not test general knowledge, culture or customs rather

than language (unless you set out to test these!).

Do ensure the content reflects the whole syllabus (or the whole part that you are

aiming to test).

Don’t use task types which are unfamiliar to the students.

Do use tasks that will have a positive backwash effect on the teaching (or rather if

you are already teaching the course, use task types that you have used in class).

Do try to ensure that the tasks are as relevant as possible to real world use.

Do ensure enough time is allowed for doing the tasks.

Do ensure that it is practically possible to get the test ready (e.g. if using tapes,

enough of these are available as well as tape recorders in the test room,

photocopying can be done in time etc.).

Appendix 9: Testing a Historical Perspective

Testing prior to the 1960s can be considered non-scientific.
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Optional task 2 Finding out about the history of language testing

Read McNamara, 2000 Language Testing Oxford University Press Chapter 2 and

then read the summary below.

1960s The name associated with the first attempts to base language testing on any

kind of scientific theory is Robert Lado. A key feature of his approach was to break

language down into isolated parts and test these individual items. This practice is

known as discrete point testing and multiple choice type questions were found to

be most suitable. This approach was influenced by psychometrics (‘the emerging

science of the measurement of cognitive abilities’ - McNamara) and structural

linguistics. As a supplement to the testing of grammar or vocabulary (tested

separately) the skills could be tested, also separately.

1970s With the development of the communicative approach, there was a new

interest in test types which would focus on the way in which language was used to

achieve communication rather than just test formal knowledge of the language

system for its own sake.

Thus tests were developed which integrated knowledge of language systems with an

understanding of context. A distinction was drawn between discrete point tests and

integrative tests such as writing texts, oral interviews and tests of reading and

listening comprehension. However, it was recognised that there were problems in

actually holding such tests: they were time-consuming and difficult to score. Markers

needed to be trained and even then they might disagree in their assessment.

John Oller carried out research and argued that the cloze test (a gap-filling reading

test) was an economical and effective replacement for tests of the productive skills

(interviews, writing). He said that the ability to do cloze tests also required learners to

call upon different kinds of knowledge: grammatical, lexical, contextual and

pragmatic.

Cloze tests remain a popular method of testing although further research has shown

that on the whole they still test discrete items of vocabulary and grammar, and not,

as it was hoped, the ability to actually use the language.

1980s Further developments in testing were eventually felt as a result of the

communicative approach.

‘Communicative language tests ultimately came to have two features:

1. They were performance tests, requiring assessment to be carried out when the

learner or candidate was engaged in an extended act of communication, either

receptive or productive, or both.

2. They paid attention to the social roles candidates were likely to assume in real

world settings, and offered a means of specifying the demands of such roles in

detail’.

(McNamara, T. Op cit chapter 2)

Communicative tests should be based on interaction (integrated skills) and involve a

degree of unpredictability. The language use should be contextualised and

purposeful and authentic materials should be used. It is the candidates’ performance

rather than competence that counts, and their success or failure is based on
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descriptions of behaviour. The starting point for designing such tests would be

looking at real life tasks that the testee would be likely to perform.

All of these developments in testing have influenced what we do now in writing tests

and public exams that we are familiar with.

Optional task 3: reflecting on personal experience

Look back through the text and think about this question:

What evidence have you seen of these developments in testing, in tests that you

have used or made yourself?

For example, can you think of specific examples of discrete point tests or

communicative tests?

Appendix 10: Evaluating Test Formats for Grammar and Lexis

Here are some comments about the different types of test items.

Transformation

This is often used for testing grammatical structures. It can be a contrived exercise,

and it sometimes suggests that two ways of saying something are the same when in

fact they are not (e.g. active/passive). It may test IQ rather than language, and there

may be several correct answers. It can lead to rather unnatural sentences.

Gapfilling

This can be a good technique for testing lexis or verb tenses, gerunds or infinitives

etc. Language items are contextualised. There may be lots of possible answers.

Cloze test

There may be lots of possible answers. Cloze tests can test lots of different language

areas simultaneously. Language is contextualised. It can test IQ rather than

language.

Jumbled sentences

These are good for testing structures where word order is a problem (e.g. questions).

Error spotting

This replicates a real life task – proof reading. It can be used for punctuation, word

order problems, tense forms, collocation etc.

Students need to be used to doing this. They need an awareness of the kinds of

errors they are looking for (it’s possibly a task type that a lot of learners are less

familiar with).
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Skeleton sentences

These are useful for focussing on accuracy, for example, in prepositions, tenses,

articles etc

Joining sentences

These are useful for focusing on items such as linking words, agreement between

verb and pronoun etc.

Multiple Choice

These can be used for lexis, tenses, gerunds/infinitives, collocation. Multiple Choice

tests offer excellent scorer reliability; they are objective, only testing recognition.

Students can guess the correct answer; they can be very difficult to write (with only

one possible answer, without using ‘silly’ distractors).

Odd one out

Different students may have different criteria (e.g. in the example given only the

fridge is a cold thing) or dishwasher is the only one written with a capital letter on the

test sheet, or dishwasher is the only one I haven’t got etc. If you get them to write

why it may help.

Writing questions for answers

These are good for focusing on questions. There may be more than one possible

question for a given answer, however.

Adding to categories

These are good for focusing on lexical sets. This technique caters for the fact that

students don’t necessarily all learn exactly the same items. It is very open ended and

students may come up with things that are questionable, (e.g. tomato in the second

category? Or avocado? – it’s eaten as a dessert in Brazil). It doesn’t test whether

they know all the lexical items.

Matching

If learners get one wrong, they’ll get more wrong (unless extra options are given). It is

possible to guess answers. Test writers need to make sure there really is only one

possibility (with collocations). With definitions learners may know the word but not

understand the definition.

With all of these types of test items, if a key is provided, it should include all possible

correct answers, not just the answer that is most obvious to the test writer!
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Appendix 11: FCE Assessment Scales for Writing

From FCE Handbook, Cambridge ESOL 1997

Appendix 12: Categories for Assessing Speaking

There are various possible answers to this question but the categories will probably

include elements relating to grammatical accuracy, pronunciation (intonation, stress,

sounds), range of language (lexis, style, variety of structures) and communicative

interaction (turntaking, length of utterances, fluency, task achievement).
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Appendix: 13

Optional task 4: Case study

In this chain of language schools most students come to study for at least one

complete academic year (many for longer). They have to ‘pass the year’ in order to

go up to the next level. They follow syllabuses closely based on coursebooks. Some

but not all take Cambridge ESOL exams at various stages of their study.

The Director of Studies wants a system of assessment for adults that will be put into

place in all the schools (seven of them in and around one capital city) which will be

uniform and reliable. There are about seventy teachers with varying experience and

qualifications.

What kind of assessment system would you recommend in this situation and why?
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Portfolio Assignment: Experimental Practice

In this assignment you will be researching and writing about a particular lesson type,

teaching procedure or technique which is new to you, and one that you are

interested in. You should relate it to an area of language or skill of relevance to your

learners. The assignment is 2,500 – 3,000 in length and consists of:

a) a background essay (approximately 1,900 words)

b) a lesson plan directly related to the experimental approach / procedure /

technique you discussed in your essay

c) a lesson, which is not assessed by your Local Tutor (although you may wish to

ask a colleague to observe you)

d) an evaluation of the strengths and weaknesses of the experiment as realised in

your lesson (450 words)

e) action points for your future professional development with regard to the

experiment you have written about (450 words)

f) a brief evaluation and action points relating to the lesson itself (200 words)

Read the following guidelines in conjunction with the Cambridge ESOL specifications

and criteria for this assignment in the Cambridge DELTA Syllabus and

Assessment Guidelines (3rd Edition) pages 25 - 26. Please note that this is a very

different kind of assignment from the Systems and Skills assignments (PA1, 3, 5 and

7). It is a piece of structured Action Research and therefore the content and

approach is different – you are focusing on the process and evaluation of the

experiment (hence the word count weighting towards the evaluation and action plan)

and so, for example, even if the lesson is not successful this does not matter as long

as you are able to draw conclusions about the approach or procedure from the

experiment.

Here are some suggestions:

a task-based lesson

using a ‘lexical approach’

TPR (Total Physical Response)

CLL (Community Language Learning)

a suggestopaedia technique

a silent way approach

NLP (Neuro-Linguistic Programming)

using a learner-training activity

using a ‘dogme’ approach

a grammaticisation* activity

using dictation or dictogloss

focusing on an aspect of phonology

using storytelling

building a dialogue

a ‘live listening’ activity

using a process writing activity

other: consult your Course Tutor
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*for examples, (see Batstone Grammar and Thornbury Uncovering Grammar)

As said above, choose something that will aid your professional development. For

example, if you see yourself as an ‘entertainer’ who perhaps talks too much or whose

lessons are overly teacher-fronted, you could investigate those aspects of the Silent

Way where Gattegno talks about the subordination of teaching to learning, and

design a genuinely learner-centred lesson. If you feel your grammar lessons lack

variety, you could try a grammaticisation activity such as a text reconstruction or a

dictogloss to extend your repertoire. If you want to talk through your choice of topic or

need some advice, please contact your Course Tutor.

What this involves and how this relates to the Cambridge DELTA Syllabus and

Assessment Guidelines (3rd Edition) pages 25 - 26. Numbers and letters refer to

the criteria.

Below is a suggested plan to help you organise your assignment. Word limits are

approximate. There are two important things to note here regarding how this

assignment differs in content from PA1: a) there is no separate commentary;

information about the criteria for selection of approach/procedure/techniques in

relation to your class are included within the background essay, b) you need to

provide two distinct types of post-lesson evaluations and action points. The first

relates to the experiment itself i.e. the effectiveness of the approach that you had

selected. The second relates to the lesson itself - issues not directly related to the

experimental practice. Here you may wish to comment on an area in which you have

progressed since your last observation (e.g. classroom management).

1. Background Essay

Cover page

Including a title, list of contents (headings with page numbers and

any appendices of sample materials)

NB This is not included in the word count

↓
A - Introduction

State your interest in the topic you have chosen. You can refer to

classroom experience, professional development as well as your

reading here (“I was interested by my reading of …”) (2a)

(A =100 words)
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B - Background essay

Describe the procedure/ technique/approach you have chosen,

explaining what it is and the theory behind it. To do this you will

need to research several relevant reference books and/or articles,

and refer to sources in the text. (2a)

(B = 900 words)

↓
C – Background essay

Explain its relevance to particular contexts and groups of learners,

including those in your current class. (2a, 2c)

(C = 400 words)

↓
D – Background essay

Identify objectives for the experiment, e.g. “What are the learners’

reactions to TPR? Does it aid their memory of the target language?”

Make sure your objectives are specific and measurable. (2a, b, c)

(D = 100 words)

↓
E – Background essay

Describe how you plan to evaluate the experimental

approach/procedure/technique and its effectiveness. You need

to refer here directly to your objectives, showing how you will

evaluate them. Look back to Unit 1 6.4 for some ideas and the

principles of classroom-based research. If a colleague is observing

you, you could give them specific observation points relating to the

experiment. You could also get feedback from the students, either

at the end of the lesson or afterwards from interviews or a

questionnaire (samples of these plus observation points should be

added as appendices). (2b, 2c)

(E = 450 words)
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2. Lesson Plan

F – Lesson Plan

This will use the procedure/ technique you have selected for your

assignment. Read Unit 1 Section 5 which gives information and

advice on writing lesson plans. The aims of the lesson should be

relevant and useful to the learners. They should contain language

skills with supporting systems or vice versa. They should, of course,

be expressed in a way that is faithful to the principles of the

experiment. You will need to include a class profile, anticipated

problems and solutions, assumptions and your timetable fit as you

do in all your PA lesson plans.

3. Post-Lesson

H – Post-Lesson Evaluation of the Experiment

Evaluate the experiment in relation to the objectives in D above

and drawing on information from data collected. Remember to

attach any observation sheets or learner questionnaires as

appendices. (2b, 2c)

(H = 450 words)

↓
I – Action Points specific to the Experiment

Identify ways in which this area could be adapted for inclusion in

future work (or consideration of why this area is not worth further

extension or adaptation). You can refer to different levels and

different uses of the approach/procedure/technique (2b).

Summarise these and any other points arising from the experiment

in a brief Action Plan for future personal professional development.

Make sure your action points are ‘concrete’ and measurable (2b).

(I = 450 words)

↓
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J – Post-Lesson Evaluation and Action Points relating to the

Lesson itself

Provide a brief evaluation of the effectiveness of the lesson itself in

relation to the stated aims (systems/skills) and general areas of

your teaching skills (classroom management, timing etc.) referring

back to you post-lesson evaluation, action points and evaluation

from your Course Tutor from your PA1 (Syllabus Overview 6.1 – 4)

(J = 150 words)

↓
Word Count (1f) and Bibliography (1e)

Your bibliography should be arranged in alphabetical order of the

authors (e.g. White, G. 1998 Listening Oxford University Press)

Examples of good practice

Referring to the Cambridge DELTA Syllabus and Assessment Guidelines (3rd

Edition) pages 25 – 26 and the grid above, decide what candidates have shown in

the following extracts taken from past distinction assignments. See Appendix 1 for

answers. Use this appendix as a checklist when drafting and checking your own

assignment.

(1) Introduction

I chose… as the focus for my

experimental practice because I

wanted to find out more about the

principles and rationale behind an

approach gaining more currency in

my workplace. Also, until recently, I

have been a very ‘grammar focused’

teacher and have started to realise

the limitations of this and the need to

look for new approaches.

(2) Particular Contexts

In Poland my students had a high

exposure to English and a great deal

of interest in learning ‘real English.’

Furthermore, coming from a western

educational background, they were

already familiar with… In Thailand

students have very little exposure to

authentic English outside the

classroom and so... Their own

language is so different from English

that…There is a much higher

exposure to English in Penang… My

class also come from a very teachercentred

background…
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(3) Particular Contexts and

Current Class

I collected 12 'Before the class'

questionnaires. All said they needed

to learn grammar to speak more

correctly… 9 did not like it because it

was difficult. …Even most of the ones

who claimed to like grammar felt

frustrated and bored. This confirms

my perception that they had a

negative attitude to grammar. …We

have to assume that their

understanding of the word 'grammar'

is probably the decontextualised

exercises that they do in their books

and possibly the grammar

transformation exercises that they

practise for their FCE exam.

(4) Objectives for the Experiment

a. To see whether contextualising

examples of the passive form

improves learners' understanding of

its meaning and use.

b. To see whether learners enjoy the

activity.

c. To see whether it changes their

negative attitude to learning

grammar.

d. To evaluate whether the activity

gives greater opportunities to learners

to draw on their language resources

and activate their knowledge in

student-centred tasks, and to see if

the students see the benefit of this

more learner-centred approach.

(5) Post-Lesson Evaluation of the

Experiment

The most tangible language gain

made by students during the lesson

appeared to be in terms of their

personal vocabularies. The colleague

who observed my lesson noted that

students who took most advantage of

the opportunity to ask questions while

preparing their stories used more

accurate and natural language during

the task. The new language was

‘personalised’ – students had asked

for it to express their own

experiences, and they had an

immediate opportunity to put this

language to use.

(6) Action Points relating to the

Experiment itself

Sue Murray (2001) has suggestions

for an 'Extended' version that offers

more contextual and co-textual

coherence to the activity, the

meaning being supported by link

words. I would use this approach with

longer passages, supported by key

words and several readings. I would

use it to introduce a range of new

structures (e.g. reported speech in a

news item), or focus on a particular

genre (e.g. a letter of complaint), or to

raise awareness of linking features in

a passage.

(7) Action Points Related to the

Experiment Itself

I intend to take the following action

with reference to…

a. Experiment with the… approach at

lowers levels.
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b. Set up a contrast between a PPP

lesson and a…lesson and get learner

feedback as to which approach they

felt was most useful.

c. Plan… lessons with more well

defined planning and reporting stages

and investigate the degree of

difference in type and level of

language students use in the more

formal reporting stage compared to

the task stage.

d. Incorporate post-language focus

second tasks to give students

opportunity to use new language.

Examples of unsatisfactory practice

Referring to the Cambridge DELTA Syllabus and Assessment Guidelines (3rd

Edition) pages 25 – 26 and the grid above, decide what problems are apparent in

the following extracts taken from past fail assignments. See Appendix 2 for Course

Tutors’ comments. Use this appendix as a checklist when drafting and checking your

own assignment to ensure you are also not falling into the same traps!

(1) Introduction

For many teachers keeping the

students quiet can be a relief or even

an objective with the later example of

instructions in mind but silence so it

can be useful when we learn to apply

it correctly.

(2) Introduction

…which is disappointing because the

aim of EFL teaching is to produce an

ability to communicate.

(3) Introduction

To begin with, choosing Learner

Training was a process of elimination.

(4) Describing the Procedure

TPR could be used with a variety of

language areas: present continuous,

phrasal verbs and idioms to name a

few.

(5) Describing the Procedure

Asher details several principles in

relation to language learning theories:

Listening should develop before

speaking, which is how children learn

(6) Particular Contexts

I have taught grammar using formal

methods in the classroom as this

seems to suit Arabic learners.
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from a very young age;

Once listening comprehension has

been developed, speech then

develops naturally and effortlessly;

Learning a second language is equal

to learning a first language.

(SIL International, 1999)

(7) Describing the theory

Although arguments for and against

have been batted about for some

time, more and more teachers are

turning back to… as a testing device.

(8) Objectives for the Experiment

To teach a 50 minute TPR lesson to a

group of 12 students

To enable students to use a number

of simple phrasal verbs connected

with clothing, e.g. to put on, to take

up, to do up.

To evaluate by way of a student

feedback sheet how the students felt

about the class

To evaluate the TPR method by way

of an observation schedule

(9) Evaluating the Experiment

One of my peers will observe the

lesson and I have designed an

observation schedule (Appendix 1)

from which I will use the information

to evaluate how the students have

responded to my instructions, see if

they can produce the target language

and whether my instructions were

clearly given at the start of each

activity. I have asked questions

relevant to each activity.

(10) Evaluating the Experiment

In order to measure the effectiveness

of the lesson, I’ve prepared a short

‘Comments sheet’ to be handed out

at the end, asking whether or not the

students found it useful and why /

why not.

(11) Post-Lesson Evaluation

The lesson seemed to go well in

terms of relevance to their needs and

in the smooth running of the activities

– everyone was challenged at some

point, whether it was speaking,

grammar or vocab. I got the full

complement of 12 students and they

split into groups more or less evenly,

so classroom management wasn’t a

(12) Action Points

As a response to my lack of

experience in this area, I intend to:

observe colleagues who are focusing

on Learner Training

read more widely on the subject

devote at least an hour in each 48

hour course to Learner Training
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problem. They especially enjoyed the

tape recorded segment of the lesson,

appreciating the chance to hear

themselves speak. I left more room in

my lesson plan than in PA1, so time

wasn’t an issue.

between now and December
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Appendix 1 - Examples of Satisfactory Practice

(1) Introduction

Clearly specified and realistic criteria

for selection of experiment

(2) Particular Contexts

Referring to current and other teaching

contexts: influence of mother tongue,

culture, previous learning experiences.

(3) Particular Contexts and

Current Class

Involving learners in the chosen

approach via a questionnaire and

close evaluation of results data prior

to the experiment.

(4) Objectives for the Experiment

Clearly focused objectives for

assessing the experiment, and clearly

distinct from the lesson objectives

(5) Post-Lesson Evaluation of the

Experiment

Detailed insights clearly related to the

approach being experimented with,

referring to colleague’s observations.

(6) Action Points relating to the

Experiment itself

Reflecting on the experiment rather

than just the lesson, showing evidence

of research and a personal evaluation

of this reference.

(7) Action Points Related to the

Experiment Itself

Detailed, realisable points directly

related to the experiment and the

teaching context.
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Appendix 2 – Examples of Unsatisfactory Practice

(1) Introduction

This sentence is confusing. You also

need to make more use of commas,

to help clarity in these sentences, and

others.

(2) Introduction

Is it? This is a very sweeping

statement.

(3) Introduction

Not the best reason to choose a

particular approach

(4) Describing the Procedure

Give specific language examples to

support your point, showing how it

would work.

(5) Describing the Procedure

You need to go beyond summarizing

what authors have written and

evaluate their opinions in the light of

your teaching experience and

teaching contexts.

(6) Particular Contexts

You need to clarify what you mean by

these

(7) Describing the theory

Be wary of making sweeping

statements and make your points

specific and supported by clear

references to your background

research.

(8) Objectives for the Experiment

You need to make sure you are

listing specific objectives rather than

describing the experiment itself, or

talking about your tools of evaluation.

You should not include the aims of

the lesson itself (systems or skills)

here.

(9) Evaluating the Experiment

Careful to ensure your task includes

means of evaluating your experiment

and not just your teaching

(10) Evaluating the Experiment

This is a very general comment

sheet. It would have been appropriate

to have done a ‘before and after’

questionnaire, asking your learners

about different ways of approaching

skills work, their preferred ways, ways

familiar to them before the tasks, and

then another questionnaire focussing

on what different or new ways of

approaching skills work they had

discovered, which was the most

interesting, suitable for them and why
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etc. This would have given you

valuable insight into the learning

experience as a whole

(11) Post-Lesson Evaluation

You have limited your comments to

very general observations on the

lesson itself. It would be more useful

to concentrate on what was achieved

in terms of your experiment. What did

you gain from this experience? How

would you conduct it differently on

another occasion? Were the

objectives of the experiment met?

Why? Why not?

(12) Action Points

These are very vague action points.

You need to detail your rationale for

choice of each one much more here

more clearly and ensure they are

realistic (c.f. your last point).
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Exam Thread:

General Introduction and Focus on Question Three

Summary

During the course we will be providing you with training and practice for the DELTA

Written Examination. Each month we will be working through a question with you in

some detail and then posting up a similar type of question on the website for the

members of each study group to discuss. You will then send your individual answers to

your tutor for comment. In Units 2, 3 and 4 we suggest you spend about 4 hours on

exam work, including writing your ‘send-in’ answer. In Units 5 and 8 you will have the

opportunity to do full mock exams in order to give you practice at writing under timed

conditions, and from Unit 5 onwards you may wish to devote more time to exam

preparation. In the latter part of the course, your Local Tutor will be conducting three

seminars in preparation for the exam.

Objectives

By the end of the course you should

have received all the necessary training and practice to enable you to pass the exam

have improved your language analysis skills through working on exam questions

be better able to relate underlying principles to classroom practice, particularly in the

evaluation and exploitation of authentic and ELT published materials and in the

evaluation of learners’ written work

have had practice in writing effectively under pressure of time
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Cambridge ESOL)
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1. Introduction to the Written Exam

The examination takes place twice a year (on the first Wednesday of December and

June) and consists of three questions, each of which has three tasks, making nine in all.

Candidates should answer all the questions and must pass five out of nine tasks;

one task in each question must pass. To gain a Distinction, candidates must achieve

a pass in all nine tasks, with a Distinction answer in two tasks in different questions. The

questions are as follows:

Question One

This is based on a text written by a learner. You have to assess it, identifying its main

strengths and weaknesses, and then decide which two areas of weakness you would

focus on and why. You then give practical ideas to help the learner in these selected

areas.

Question Two

This is based on an authentic written text. You have to answer questions about the style

and language of the text and describe a lesson using it with a group that you specify.

Question Three

This is based on published adult ELT materials. You have to answer questions about the

language and/or skills features in the materials. You will identify the assumptions about

learning, teaching and/or language underlying the materials and will then evaluate the

material in relation to a context or group specified by you.

For more detail on exam content, the Cambridge DELTA Syllabus and Assessment

Guidelines on your CD Rom. We recommend you print this out and keep it as a

reference.

Commentary

As you see, each question in the exam is based on ELT data and is designed to reflect

the decisions that you as a practising teacher have to make on a daily basis. Because of

this, we believe the examination can have a very positive ‘backwash’ effect on your

teaching and will help build your confidence in three specific areas. First of all, it will help

you in assessing and marking your learners’ written work and focussing clearly on how

to help them improve. Secondly, it will sharpen up your language analysis skills,

particularly in relation to real language use in authentic texts, whilst at the same time

helping you develop your ideas for selecting and exploiting such texts in class. Thirdly, it

will help you develop a clearer awareness of principles underpinning published materials

and a more critical eye as to their effectiveness in different contexts.

You will have already worked on a Question Two during the Orientation Course and we

continue exam practice from Unit 2 in order to ensure you are completely prepared for

this component. Systematically working through the Questions in this way has proved

extremely effective on previous courses and the exam pass rate for Distance DELTA

candidates is high.
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2. Exam Training Schedule

The Exam Thread is organised to relate to the content of the Units:

Unit 2

1. Introduction to the exam

2. General Advice

3. Introduction to Question Three: ELT published materials

4. Training: Question Three

5. Study Group / Uploaded Task: Question Three

Unit 3

1. Introduction to Question 1: Learner’s writing

2. Training: Question One

3. Study Group / Uploaded Task: Question One

Unit 4

1. Introduction to Question Two: Authentic materials

2. Training: Question Two

3. Study Group / Uploaded Task: Question Two

Unit 5

1. Training: Further work on Question One: Learner’s writing

2. Mock Exam One: All 3 Questions to be posted/faxed to Course Tutor

Unit 6

1. Training: Further work on Question Two: Authentic materials

2. Study group / Uploaded/posted/faxed Task: Question Two

Unit 7

1. Training: Further work on Question Three: published ELT materials

2. Study group / Uploaded/posted/faxed Task: Question Three

Unit 8

1. Revision programme and exam tips

2. Mock Exam Two: All 3 Questions to be posted/faxed to Course Tutor
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3. General Advice

At the beginning of the exam you have 30 minutes reading time before the 3 hours

proper. We recommend that you read through the whole exam first and decide how

you are going to allot your time. You can begin writing as soon as you like within

the 30 minutes. You may decide to use some of this time to make brief initial notes

on all 3 questions or you can start working on Question One. It is up to you to see

what works best for you. It is very important, however, that you attempt all the tasks.

You are always given an indication of how long each task should take. This is not an

absolute, but is intended as a guideline to help you manage your time and is a rough

indication of the depth of answer expected; you should begin to be concerned if you

are going significantly over this time limit.

It’s useful to highlight the key instructions in some way (underlining, highlighter

pen…) so that you make sure you don’t miss any areas. For example, you might be

asked to talk about “class work and homework.” If you forget to refer to homework,

you won’t pass the task. Likewise, if you only answer part a) and b) of a task and

omit part c) you won’t pass.

Always state the obvious. Sometimes you can find yourself thinking “They can’t

mean that; it’s too simple!”, but if you leave it out, the marker will wonder if you know

it.

Generally you will be writing in continuous prose, although numbering and

headings can help you organise your answer, and sometimes a more note-like form

can be effective. Overall you need to be aiming for clear, accurate and easy-tofollow

language which “does not impose a strain on the reader.”

The answers are not academic essays. Aim for a neutral style which is not too

academic or too colloquial, and do not waffle. Go for a punchy, substantial answer

which makes plenty of relevant points and gives clear examples of language and

of practical ideas. During the course, we will be giving you examples of answers,

advice on content, and feedback on the content and style of your own answers.
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4. Training: Question Three

We are starting with the third type of exam question because it relates closely to the

topics you have covered in Units 1 and 2. In Question Three, you will be provided with

an extract from published adult ELT materials. Task 1 asks you to analyse a language

area (an aspect of grammar, lexis, phonology or discourse) or a skill (speaking, listening,

reading, writing); Task 2 asks you to list the assumptions/principles underlying all or part

of the material; Task 3 asks you to evaluate the material in relation to a group or context

specified by you.

4.1 Identifying key instructions

TASK 1: Identifying key instructions (2 mins)

Read the questions and the extracts below. Underline key words in the tasks. (You

may find yourself underlining a fair amount of the rubric).

See Appendix 1

December 2001: Question 3

There is one extract from published material for this question. It is reproduced on pages

4-8 of the insert.

Extract: Bowler & Cunningham, Headway Intermediate Pronunciation.

Oxford University Press, 1990, Pages 34-37

Task one (15 minutes)

I

dentify and comment on the phonological and grammatical features, which are linked

together in this material.

Task Two

What assumptions about teaching and learning are implicit in the sequence of activities

titled 2 The sound /h / on page 5 of the insert?

Task Three

Evaluate the usefulness of the sequence titled 4 Question tags with falling intonation on

page 6 of the insert - in relation to a teaching context or group with which you are

familiar. Briefly describe that context.
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4.2 Question Three: Task 1

This task instructs you to do two things:

1 Identify links between the phonology and grammar in the material. Here you look

through the material and note all the features of phonology and the grammar areas

which the authors have linked to these. Always include specific exercise numbers so

that the marker can follow your references.

2 Comment on the identified links. That is, for each item you identify, offer any extra

information you know, any brief explanations etc.

TASK 2: Identifying and commenting on…. (20 mins)

Write an answer to this task. Remember to state the obvious, and if you don’t know or

aren’t confident about the answer, try and work it out as best you can on the spot.

See Appendix 2 for the Specific Assessment Criteria, a guideline answer and a

sample pass answer from the exam.

4.3 Question Three: Task 2

You will find that many questions ask you to 'identify assumptions (or principles,

which are the same thing) of learning and teaching (or sometimes of learning and

language) which underlie material.' What is being asked for here?

This type of task is designed for you to demonstrate your knowledge of different theories

of learning/teaching and language and how these influence materials design.

One way of approaching this task is to put yourself in the shoes of the writer of the

material. For example, at one extreme, you might believe that it is very important that

learners have no explicit focus on language forms, but simply read or listen to authentic

texts which are just above their level and gradually acquire language in this way. If this is

one of your fundamental beliefs, your materials might favour a ‘deep-end’ approach and

consist entirely of authentic reading and listening texts of increasing difficulty together

with speaking and writing tasks with little or no explicit language work at all. Interestingly,

there is no course book (yet?) that has aimed at such a radical approach.

Or you might believe that talking about personal issues is of little value in the language

classroom, so your materials might have no opportunities for personalised practice -

again something that would be very unusual in current coursebooks.
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TASK 3: Underlying Assumptions/Principles (10 mins)

a) Look at the two columns below. On the left, you will see activities and on the right,

assumptions. Match each activity to an assumption/principle.

b) Underline phrases in the assumptions column which would help you in formulating

assumptions, e.g. ‘X is important because…’

1. Students talk about their first

day at school

a) It assumes that a guided discovery of rules is

important because engaging students cognitively

may help retention of language as well as being

more motivating. A side-effect is that it encourages

practice in speaking.

2. Students listen to a model

sentence on a tape and repeat it

paying attention to stress

b) The belief that lexis should be taught not only in

individual words but also in combinations, in this

case collocations, because this is how we actually

learn and store lexis mentally. This shows the

influence of the Lexical Approach.

3. Students match verbs from

one box with nouns from a

second box, e.g. to do / your

homework

c) The importance of learner-training leading to

greater autonomy. Helping the learners to become

more aware of their own strategies and find ways to

develop these can lead to a greater degree of

autonomy.

4. Students do some reading,

then some speaking, then some

listening around the same topic

and language point

d) The value of personalisation: the writers believe

that learners are more motivated by talking about

themselves as this makes the activity more

meaningful and language is more likely to be

retained; humanistic influences.

5. Students answer a series of

written questions about the form

and concept of the past perfect

after reading a text containing it

e) The assumption is that language is best learnt by

rote learning; a strong influence of behaviourism and

audiolingualism; the belief that repetition aids

accuracy and memorisation.

6. Students work in pairs to check

their answers to a listening

comprehensions

f) This assumes that it is important to have

integrated skills lessons where learners practise

more than one skill at a time, because this reflects

the way we encounter language in real life; one of

the tenets of a more communicative approach.

7. Students are given guidance

on how to record some lexical

phrases

g) The principle is the value of collaborative learning

because it encourages learner autonomy and peer

teaching as well as possibly fostering a better

classroom dynamic. Derived from a more

communicative approach.
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See Appendix 3

TASK 4: Q3 T2: Underlying Assumptions (20 mins)

Write an answer to Task 2 of the December 2001 exam. Take care that:

a) you only refer to the part of the material specified

b) you do not stray off-task into simply describing the material or even evaluating it.

c) you try and include a minimum of 6 assumptions. You actually need 4 but this will

allow you some leeway in case some assumptions are incorrect.

See Appendix 4 for the Specific Assessment Criteria, a guideline answer, and a

sample pass answer

Advice

If you want to investigate the principles underlying any course book, a good place to

start is in the Teacher’s Book where these fundamental beliefs are laid out. It might be

interesting for you to read and take notes of some of these from the major course book

series. However, of course, you need to read with a critical eye because sometimes the

stated beliefs are not borne out by the material in the book! For example,

‘communicative’ and ‘interactive’ are often bandied about in a rather loose way.

You will probably now realise how this exam question is closely linked to the reading you

have been doing in this Unit about the history of language learning and teaching and the

underlying principles behind the major movements and methodologies therein.

4.4. Question Three: Task 3

The final Task of Question Three asks you to evaluate all or part of the material in

relation to a context specified by you.

You need to refer to a context or a specific class, with which you are familiar and

which has some relevance to the extract. After all, there would be limited value in talking

about low intermediate learners in relation to an advanced coursebook or a business

class in relation to IELTS preparation material. For this training section we will identify

what is required to describe a context and when looking at Question Two we will cover

how to write a class profile.
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TASK 4: Q3 T3: Describing a context (5 mins)

Read the two well-described contexts below and identify the key elements you need to

include:

A

I regularly teach groups of Chinese students at University level who are preparing to go

to the United States to study at University. They have a good knowledge of grammar for

their level (pre-advanced) and are accurate when writing but weak at spoken production,

particularly in terms of pronunciation and fluency, and need practice in this. They also

need to be introduced to lexical phrases to help fluency in all skills, but especially in

listening, which is also weak. They are used to a very traditional style of teaching,

alternating between big classes and individual language lab work.

B

One context with which I am familiar is teaching elementary ESOL learners in multilingual

classes in the UK. They are mainly asylum seekers, who urgently need a range

of basic skills to survive. These include being able to handle simple transactional

conversations (in a shop, a post office, at the doctor’s, at a station, on the telephone,

etc.). They also need to be able to complete written forms. They lack confidence in

listening. They are usually lively, active groups who respond well to visual and

kinaesthetic activities.

See Appendix 5

Once you have identified a context, you need to state the positive and negative aspects

of the text explicitly in relation to that context. A general evaluation will not pass, even

if the points you make are valid. Note that you usually need to refer to specific exercises

and activities as well as often giving an overall evaluation of the extract’s suitability.

TASK 5: Evaluating materials (5 mins)

Brainstorm a set of criteria for evaluating material. What makes it useable or nonuseable

in a particular context?

See Appendix 6 for ideas.

You might like to find a mnemonic to help you remember these categories and questions

for the exam. Suggestions are welcome!
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TASK 6: Question 2 Task 3 (5 mins)

1 Read the Specific Assessment Criteria for this task

2 The answer below failed the task. Find three reasons why.

Specific assessment criteria

I

n order to reach PASS standard, candidates must:

􀂃refer to an appropriate teaching context or class. The level must be appropriate and

reference must be made to learners’ needs.

􀂃make comments on the usefulness of the material with reference to the context

mentioned above.

I

n order to reach DISTINCTION standard, candidates must also:

􀂃provide a clear teaching context

􀂃show keen insight into the material and breadth of understanding of how to use such

material in the classroom.

I will evaluate this material with reference to my normal teaching context which

includes intermediate classes in a private language school in Newcastle. They are

multilingual, with a predominance of Arab speaking students, and study in intensive

general English classes.

I think they would find the focus on question tags useful and the activities

enjoyable but I would change several things about the material. I would start by

revising question tags with them through writing a sentence on the board and

checking that they understand the meaning and the form. I would then ask them to

listen to exercise 1.

Exercise 2 would be very difficult for this group.

I would leave out exercise 4 as it would be too much pronunciation all in one go, so I

might do it another day.

See Appendix 7
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TASK 7: Question 2 Task 3 (10 mins)

1 Write a brief context.

2 List (in note form) at least six positive and negative features of the question tags. For

each point explicitly refer back to your context to justify it.

Check your answer against the guideline answer in Appendix 8

Practice: Question 3

Download this month’s question in the Resources (Exam practice) section of the

website. Upload your answer to the website. You can discuss ideas in your study group

forum (but don't give too many ideas or you'll leave your colleagues nothing to add!)
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Appendix 1: Identifying Key Instructions

Suggestions for underlining:

December 2001: Question 3

There is one extract from published material for this question. It is reproduced on pages

4-8 of the insert.

Extract: Bowler & Cunningham, Headway Intermediate Pronunciation.

Oxford University Press, 1990, Pages 34-37

Task one (15 minutes)

I

dentify and comment on the phonological and grammatical features, which are linked

together in this material.

Task Two

What assumptions about teaching and learning are implicit in the sequence of activities

titled 2 The sound /h/ on page 5 of the insert?

Task Three

Evaluate the usefulness of the sequence titled 4 Question tags with falling intonation on

page 6 of the insert - in relation to a teaching context or group with which you are

familiar. Briefly describe that context.

Watch out for a word like briefly, which indicates that you shouldn’t spend ages stuck on

the question. Also look out for references to homework or to specific parts of the text.

Red Alert! It is rather alarming in the exam how many candidates answer the question

they think is there or they want to be there rather than what is actually required!

Appendix 2: Identifying and commenting on…..

Specific assessment criteria:

I

n order to reach PASS standard candidates must:

􀂃identify 4 phonological and 2 grammatical features

􀂃comment on them by showing how they link together in the material.

In order to reach DISTINCTION standard, candidates must also:

􀂃identify all the features

􀂃comment on them by showing clear understanding of the link between grammar and

phonology.
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Note, it is not necessary to be able to describe how the phonemes are made but it would

strengthen your answer.

Guideline Answer (based on Cambridge Report)

Task One

Phonological and Grammatical links

1) Phonemes

(a) vowels: /æ/ and /√/ (open front vowel, open central vowel respectively) linked to the

past simple and the past participle forms of a set of irregular verbs. Ex 1-3 p. 38.

(b) consonant: /h/ (unvoiced glottal fricative) linked in part to the present perfect simple.

Ex 2 p. 39)

2) Connected speech

(c) elision of h in weak forms of the auxiliary verb has with the present perfect. Ex 2 p.

39.

(d) weak forms of for linked to the present perfect Ex 3.3 p 39.

(e) liaison or linking or intrusive or rhotic r linked to prepositional time phrases beginning

with for and associated with the present perfect Ex.3.1/2 p. 39

3) Intonation

(f) Falling intonation associated with question tags to check information and using

examples with the present perfect Ex 4 p.40

The following sample answer was awarded a Pass grade in the actual exam:

Exercise 1,2 and 3 are revision of past simple and past participle. They are irregular

forms where the vowel sounds change from /√ / or /ˆ / to /æ / to /√ / .This is

for recognition of the different sounds, focusing on the phonemes /æ / and /√ /.

In exercise 4 the verbs are contextualised by being presented in complete

sentences, so students choose the correct tense - either past simple or present

perfect. Exercise 5 is recognition of correct pronunciation.

2- focuses on /h/ using sentences in the present perfect as examples. Then goes on

to look at silent 'h' in words, this time, decontextualised.

3- focuses on the weak form of 'for' so for pronunciation it practises the schwa

/W /and grammatically, it's revising the present perfect with 'for' to talk about

'How long….?'
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Exercise 4 looks at the grammatical area of question tags and phonological feature

of how meaning of these affects intonation. The questions in part 3 are further

consolidation of question tags in the past simple and present perfect tense.

Examiner's Comment on Sample Answer:

Links are made between phonological features and the past simple and past participle.

/ h / is linked to its use in the present perfect when elided.

The weak form of ‘for’ is linked to the present perfect.

Question tags and intonation are linked, although falling intonation is not mentioned.

Thus four grammatical and two phonological features with links are made
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Appendix 3: Underlying Assumptions/Principles

1d) 2e) 3b) 4f) 5a) 6g) 7c)

Note useful sentence starters to help you phrase your answer:

It is important to

The belief that

(Strong) influence of

The value of

The assumption that

The principle/assumption is

Language is best learnt by

One of the tenets of

and you can add to these:

This assumes that…

The writers believe that…

The principle behind this is that…

Red Alert! It is important that you also always include ‘because’ or clearly show the

reason why something is deemed to be ‘good.’ This shows that you have more than a

superficial rote-learnt understanding of assumptions. For example, ‘this exercise

assumes that personalisation is beneficial’ will not be awarded a mark.

Appendix 4: Q3 T2: Underlying Assumptions

Specific assessment criteria

I

n order to reach PASS standard candidates must:

􀂃refer to 4 points on assumptions with regard to teaching and learning.

􀂃give examples from the exercises

I

n order to reach DISTINCTION standard candidates must also:

provide a wide range of assumptions, which cover each exercise.
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Guideline Answer

Candidates may interpret this in different ways but they should provide assumptions,

which cover both teaching and learning and show understanding of the principles

involved.

The guideline is written in note form and would need to be written out more fully:

The value of listening preceding production: behaviourist (ex 2.1)

Accuracy is prioritised over intelligibility with the implication that achieving nativespeaker

standards is a goal; possibly derived from behaviourist tenets (ex 2.3)

Controlled practice - decontextualised, imitation practice - from behaviourist theory

(ex 3.3)

Inductive presentation of features of connected speech (i.e. elision of /h/) -

recognition of value of cognitive work (ex 2.2)

Decontextualised sentences, artificial sentences; no attempt to deal with meaning -

focus solely on form; behaviourist rather than communicative (ex 2.1)

Value of repeated practice to achieve fluidity - imitation: behaviourist (ex 2.3)

Use of dictionary as aid to learning; belief in learner autonomy (ex 2.4)

A sequence tasks for vocabulary work (spelling, meaning, exceptions, recall) - aid to

memory - cognitive depth (the whole extract)

A link between pronunciation and grammar; the assumption that pronunciation work

should in part be integrated (ex 2.1)

Visual representation could appeal to students who learn better this way (ex2.2)

The following sample answer was awarded a Pass grade

Exercise 1 - The belief that learners should first learn to recognise the linguistic

or phonological feature before they can be expected to produce it themselves.

This stems from Krashen's view that students shouldn't be made to speak until

they are ready. Here, the exercises raise their awareness by getting learners to

recognise segmental features of English (/h/). The principle is: recognition before

production. It is also slightly communicative as far as the fact that we are given

whole sentences, so the words appear in context as opposed to decontextualised

words presented individually. The principle is that learners learn best when

presented with language in context.

Exercise 2 is a guided discovery approach, in that students have been given

examples and now work out the rules themselves by answering the two questions. I

presume their answers will then be checked either by the teacher or by looking in

the back of the book. The principle behind this is that learners are more likely to

remember things if they work it out for themselves.

Exercise 3 is a drill. This is a behaviourist approach, because there is no checking

of meaning. The focus is on form and pronunciation and accuracy of these. The

principle is that learners learn best through the imitation of models, and if they
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hear something enough, they'll remember it. This comes from the audio-lingual

approach, in which learners listen and do substitution drills, with no checking of

meaning. The student's aim is native speaker-like pronunciation, and all mistakes

are corrected immediately.

Exercise 4 encourages learner training, as learners need to practise their

dictionary skills. It is not clear what they check in the dictionary - just the

meaning or the pronunciation? If they work out the exceptions themselves, it is

more of an inductive approach because they have worked out the rules and they

need to apply them. If they look up the pronunciation in the dictionary, it's learner

training practice and more deductive - they find the pronunciation and then

practise. It works on the assumption that if learners are given words in categories

or lists like this, they are more likely to remember them. It also encourages

learner autonomy and presents a way of learning vocabulary as well as pronunciation

- by looking at the words and trying to memorise them.

Examiner's Comment on Sample Answer

A very competent answer with reference to assumptions of learning as in Exercise 1, 2

and 4 and on teaching in Exercise 3. The candidate refers to various approaches and

shows an understanding of some of them (some are not correct, e.g. the reference to

Krashen and a debatable understanding of 'context' here). Use of terminology

(inductive/deductive) in the last paragraph is somewhat unclear.

Appendix 5: Writing Contexts

You need to include:

The location / nationalities / level / strengths / weaknesses / needs / learning styles and

preferences.

Of all these, strengths, weaknesses and needs are the most important.

If you were describing a group you would use a starter such as ‘I would use this extract

with a group of ….. , studying in …, who need….’ When describing a context, use a

starter such as ‘I regularly/often teach groups of ……., studying in …. who need…..’
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Appendix 6 Evaluating materials

1. Possible areas to consider

Topic: Is there a clear single topic? Is it intrinsically interesting? Is it relevant? Is it

suitable for the age group/context (e.g. is the topic unfamiliar or culturally unsuitable or

UK-centred?)

Language or Skills Focus: Is any new language clearly contextualised? Is the context

clear? Is it clear or minimal? Natural or contrived? Appropriate for level and purpose

(e.g. is the lexis distractingly difficult in a practice activity intended primarily for grammar

work?) Is there helpful information about form, meaning and phonology?

If the extract has a skills focus, is the staging helpful? Are relevant subskills being

practised?

Practice: Is there sufficient practice including practice of phonology? Is it meaningful?

Personalised? Varied? Does it cover accuracy and fluency work? Is there anything

missing?

Methodology: Is it accessible and appropriate? Inductive (usually guided discovery) or

deductive (rules are simply given)? Are there opportunities for learner

autonomy/training?

Suitability for different learner styles: Is there something to appeal to different

learners in terms of layout and approach?

Exploitability: How adaptable is it? Does it naturally lead to follow-up activities? Could

you leave parts out easily?

Wholeness: Is the material coherent and well-integrated or does it feel disconnected or

bitty?

You might like to find a mnemonic to help you remember a range of categories for the

exam. Suggestions are welcome!

Appendix 7: Reasons for failing Task 3.

1. The strengths and weaknesses of the learners are not identified, nor, more

importantly, are their needs, and therefore it is almost impossible to assess the

evaluation

2. Hardly any reasons are given why the writer does not ‘like’ a particular activity and

these are not related convincingly to the context described.

3. The writer is off-task most of the time and talks about how s/he would actually use

the material rather than simply evaluating it (ie stating the positive and negative

aspects)
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Appendix 8:

Guideline answer

The context should have an appropriate level as well as referring to students’ needs and

possibly learning styles.

􀂃Reference could be made to the inappropriacy for younger students who have not

been to a job interview. The level of the job is also very high.

􀂃Accuracy based - not very communicative so not so useful for certain contexts.

􀂃Relevance to students’ needs of getting these patterns right.

􀂃Intonation is very subjective and difficult to teach. Is it worth it in this context?

􀂃Exercise 2 is inductive to an extent – students have to interpret speakers’ intentions

before having them explained to them. Does this suit the context?

􀂃Is a reinforcement of past simple /present perfect useful for the level?

􀂃Provides context for new language but may not be appropriate

􀂃Assumes Ss know what question tags are; is this the case?

􀂃Links to Ss book; would this be a problem if the students don't use the book?

􀂃Only deals with falling tags. Do Ss need to contrast with rising?

􀂃Clear visual indication of how to copy the intonation. Would this suit the students in

this context?

Red Alert! For each point you wrote down, did you refer it explicitly back to the context.
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Extended Assignment: overview; finding out about

your learner; introduction to collecting data

Contents

1. Overview of the Extended Assignment

2. Choosing your learner

3. Finding out about your learner’s background and perceived needs

4. Evaluating the strengths and weaknesses of your learner; deciding what data to

gather

5. Reading

6. Presentation of the assignment

7. Summary of your tasks for this unit

Appendices
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In this first part of the Extended Assignment Thread there is a considerable amount

to read to familiarise you with the requirements of the assignment and a fair amount

of initial work to do; you may find this rather daunting. However, we want to reassure

you that the amount of reading decreases in subsequent threads and none is as long

as this one.

1. Overview of the Extended Assignment

The Extended Assignment is one of the three components on which you are

assessed in the DELTA (the others are the coursework and the exam). You will begin

working on it now, and will be sending us a first draft when you are working on unit 5

and a second draft towards the end of the course. You hand in the completed

assignment to the Examination Centre on the day of the exam. Look back to Unit 1

Section 9 if you want to check the administrative information.

The Extended Assignment consists of a case study of an adult learner, 4000-4500

words in length (excluding appendices).

1.1. What you have to do:

a. Choose one learner and find out about their reasons for learning English, their

motivation, learning style and any other information that might influence their

learning.

b. Collect samples of their English, run tests and observe them in class so that

you can:

c. Analyse and evaluate the data and establish the learner’s strengths and

weaknesses.

d. Recommend what they should do in the future in order to improve their

English, by devising learning objectives and recommending materials and

activities for achieving these.

As part of a. above, you will discuss theory of learning styles and motivation.

As part of b. above, you will need to discuss testing principles.

For a more detailed account of what you have to do, look at the Specifications for the

Extended Assignment in Appendix 1.

1.2. How to organise the assignment:

Part 1: Learner profile (about 750 words)

Part 2: Description of samples and tests, rationale for their selection, application of

test factors to own test(s) (about 1000 + words)

Part 3: Analysis of data, evaluation of strengths and weaknesses (about 1500 +

words)

Part 4: Learning objectives and suggestions for achieving them (about 750 + words)

Appendices: containing the completed tests, annotated samples of writing and

annotated transcript of spoken data, completed questionnaires on needs analysis or

learning style
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For more detailed information on the content of the assignment and its presentation

look at the DELTA Extended Assignment Report 2004 on your CD ROM under

Cambridge ESOL documents. This offers advice to centres and candidates and

shows examples of two complete assignments. Please note, however, that the

examples are NOT blueprints for your own assignment; see them as a source of

possible ideas and formats rather than following them blindly.

1.3. How you will be assessed

There is a full list of assessment criteria in the Syllabus and Assessment Guidelines

(on your CD ROM under Cambridge ESOL documents) and reproduced in Appendix

2 of this thread. You might want to refer to these later so as not to overload yourself

with information now.

1.4. How to go about it?

In Appendix 3 you will find a grid showing you in more detail what you have to do,

and how this work is spread over the course. You can follow this schedule exactly, or

you can choose to follow your own timetable based around your own particular

workload and you could discuss this with your Local Tutor. However, it is vital to keep

up with the Extended Assignment and not leave it until the end of the course. There

are three points at which you have to send in work to your Course Tutor, and we

hope this will help you to stay on track.

1.5. How will this assignment help you in the future?

Apart from helping you to pass the DELTA course, how will this assignment help you

in your future teaching? You probably won’t spend so long discussing one learner

again in your teaching career, so what’s the point? Here are some of the ways in

which you can benefit.

It is not often that you get to talk to individuals in depth about their learning. This

assignment gives you an opportunity to analyse the needs of one learner in depth.

This should make you more aware in general of factors that affect learners.

By having to choose and evaluate tests, you should become more aware of issues in

test design. This will help you if you have to write or select tests in the future.

Learning English to pass a test is becoming more and more commonplace (perhaps

unfortunately), and a deeper understanding of the issues involved should be useful.

Evaluating learners’ strengths and weaknesses is an important skill for any teacher; it

will enable you to quickly identify areas to work on. Error analysis will give you an

insight into why learners make errors and subsequently help you to choose the best

way of dealing with them.

Being able to use information to devise objectives will help you to focus your teaching

on what learners really need; it will help you select material appropriately rather than

plodding through your coursebook. In addition, having to choose learning materials

according to learner needs will help you to analyse and evaluate material more

effectively.

Finally it seems that candidates find the Extended Assignment helps them to relate

theory and practice in a satisfying way, as the quotes from candidates on recent

courses shows:
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“I have noticed that I am able to give my learners much more specific

advice on how to improve their language. I feel more confident about

the advice I give and I also feel I have more resources to draw on

when I give it, I can now give relevant practical suggestions to go with

the advice!”

“I found the Extended Assignment the most enjoyable and beneficial

part of the coursework – because I like longer-term projects which

leave lots of room for individual work. This assignment gave me the

chance to work with the theory I’d read about. The task of assessing

the real material produced by my student made the theory meaningful

for me. I don’t believe I would have felt its relevance to my teaching

situation had the course been merely a matter of reading black on

white.”

1.6. How does the Extended Assignment fit in with the other parts of

the assessment?

The skills you need for this assignment overlap with other parts of the assessment:

for example you have to analyse a sample of student written work in the exam

Question 1, which is similar to the analysis of learner writing and speaking in this

assignment.

In your Course Planning assignment you will need to devise objectives and

recommend materials and activities based on learner needs; this mirrors what you

have to do in this assignment.

Providing relevant profiles of learners is a skill you need for all your Portfolio

Assignments, for the exam questions, which ask how you will use materials for

particular groups of learners, and for your Course Planning Assignment.

So you can see that the work you do on this assignment will help you with other

areas of the assessment, and vice versa. The only area which is exclusive to the

Extended Assignment is the discussion of the testing principles, so you will need to

make sure that this is clear, as you don’t have another opportunity to show that you

understand these principles.

2. Choosing your learner

The first step in this assignment is to identify a learner as the focus for the case

study. Ideally it should be someone who will be around during the whole period you

are working on the assignment, but the first four months (units 2 to 5 if you are

following the suggested pacing) are the most crucial.

It may be a good idea to choose a learner whose L1 you are familiar with, or you

could use the assignment as a way to learn about an L1 which is new to you. We

advise against selecting a partner or family member as it is sometimes difficult to

maintain the necessary ‘distance’ required.

We strongly advise you to choose a learner at intermediate level or higher, and not a

beginner or elementary student. This is because there may not be enough for you to

say about the language and skills ability of a very low level learner. Another problem

is that unless you speak the learner’s L1 well, it is sometimes difficult to get

information about their learning styles and reasons for learning English.
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Previous course participants have often chosen learners who have very specific

needs in relation to their jobs or to an exam they wish to take, or to a course of

academic study they wish to pursue. This can help make the selection of tests,

samples, learning objectives and study ideas more focussed.

Make sure that the learner is willing to be the focus of your study because it will

require some time and personal commitment from them. Explain to them what is

involved, so that they are clear from the start. In particular, make sure that the learner

is comfortable with discussing their previous experiences of learning English and

their general background (this may be a touchy subject with an asylum seeker for

example). Having said all this, the most usual experience is that learners are very

happy to be chosen for a case study as they will benefit from it and it makes them

feel special.

NB Please note that you should not use the learner’s name or any other

personal details (address, email etc.) in the assignment in order to comply with

data protection regulations. You can refer to the learner by the initial of their first

name.

3. Finding out about your learner’s background and perceived

needs

Having chosen your learner, you then need to think about what you want to find out

about them and how you can do this.

3.1. What to find out about your learner

At this stage the most important thing is to establish the learner’s basic level, their

reasons for learning English and what they want to do with their English in the future.

It is also important to get an idea of their ‘perceived needs,’ i.e. what they think are

their strengths and weaknesses, as well as your own initial assessment of these.

This information will inform your approach to data collection (tests and samples). We

want you to start tests and sample collection as soon as possible, so that you have

plenty of time to analyse them.

In addition to finding out what the learner is likely to want to do with their English, you

will find out about relevant personal details (current job etc), and language learning

background, so that you have a kind of overview. You may not need all this

information for your assignment; later you can select what is relevant.

In unit 4 you will be exploring motivation theory and learning styles and you will find

out more about your learner’s preferred style of learning and add it to the learner

profile. Right now it is not essential to find out about your learner’s style as you won’t

need it until we get to setting objectives. However, if you have time to read about

styles and you want to include this in the data gathering for this unit then you can.

You will need to read about styles in Focus on the Learner, unit 4.

Important note: if your learner is likely to ‘disappear’ before unit 4, it is important that

you collect ALL information you need NOW. In other words you will need to get

information on your learner’s style and motivation NOW instead of in unit 4. In the

past, some candidates ‘lost’ their learner before they had collected all the information

they needed and they had to start again; don’t let this happen to you!
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3.2. How to find out about your learner

In order to obtain the information above you can use a variety of techniques, but

there are two which will give you the information quickly: questionnaire and interview.

Questionnaires are useful because you end up with a written record of the

information you collected. There is a certain objectivity to questionnaires. You can

show the results to other people and they can interpret the information themselves

and evaluate any conclusions you have drawn. Questionnaires also provide an ‘at a

glance record’ of the information collected.

Interviews allow you to respond to the learner as you go along, so that, for example,

if they say something that you don’t understand, you can ask for more information.

The potential danger is collecting too much information, for example if the learner (or

you) starts to ramble somewhat. If you do interview the learner, then we suggest that

you have a clear idea of what information you want (e.g. make a list of questions you

are going to ask) and that you stay on track during the interview.

A good approach is to give the learner a questionnaire first, look at the results and

then interview them afterwards. You can then pick up on any information that wasn’t

clear in the questionnaire or that you want to pursue further.

You can use the interview as one of your samples of the learner’s spoken language.

You will then need to record it so that you can analyse the learner’s language later.

Hopefully the conversation will be natural (it is a real communicative act), but bear in

mind that the learner may feel their language is being tested if you are recording the

interview and that this might make them nervous.

Observing learner behaviour in class

You may well be using a student from your class as your chosen learner. In this

case, you will already have some insights into their needs and motivation styles etc.

You should certainly use this in your assignment. Although it is more subjective than

data gathered formally, it is nevertheless very important in the real life of a teacher.

You could consider formalising this information somewhat by making notes on your

learner after each lesson – a kind of diary. If the learner is not in your class, you

could ask their teacher for their reflections and also ask if you could observe.

Needs Analysis

Now you need to jump ahead to the Course Design section in Unit 4. In this unit read

Section 3 on Needs Analysis. This will help you decide what information to collect

and help you to design a needs analysis questionnaire. Note that Unit 4 discusses

needs analysis specifically for groups of learners, whereas you will be focusing on

only one. The issues (mostly problems) that arise when balancing the needs of many

learners will not apply to your needs analysis of one learner in this assignment,

making it somewhat less complicated.

The Course Design section of Unit 4 contains examples of needs analyses in the

appendices. You can adapt one of these for your Extended Assignment or you can

devise your own from scratch. Completed Needs Analysis sheets or Questionnaires

should be attached as appendices. Likewise relevant parts of any interview.
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4. Evaluating Strengths and Weaknesses of your Learner;

deciding what data to gather

Having found out about the learner’s perceived needs and drawn some conclusions

yourself about their needs, you can now collect data about the learner’s language

knowledge and skills in order to establish their strengths and weaknesses in these

areas.

In this unit we ask you to outline what data you will collect, how you will collect it, and

why you will do it in this particular way. You will send this information, in the form of a

table, to your Course Tutor; and s/he will give you feedback on your outline. We hope

that completing the table will help you to establish a clear and principled plan for data

collection and analysis, which is a major part of the assignment. At this stage it is a

good idea to print out the table in Appendix 4 so that you can refer to it as you read

on.

4.1. What do you need to find out? And what kind of data can you

use?

In this assignment, you are required to comment on your learner’s strengths and

weaknesses in all four skills and in language systems (grammar, lexis, phonology

and discourse). You can see that all these areas are accounted for in the table,

although discourse can be dealt with as part of writing and speaking skills.

In order to analyse your learner’s strengths and weaknesses, you need to obtain

some samples of their work – i.e. pieces of writing and speaking. One or two of

these samples must be obtained by using a “diagnostic test or some other form of

assessment activity”. You also provide additional samples of the learner’s work, not

obtained under test conditions. The samples and test/s can be used to draw

conclusions about your learner’s speaking and writing skills, including their use of

grammar, pronunciation and lexis in those skills.

This leaves the receptive skills. Ability in these skills can be obtained by conducting

formal tests (i.e. a reading and listening test), or by more informal observation of

learner behaviour during reading and listening activities. Indications of listening

ability can also be gleaned by analysis of interactive spoken data.

So far we have considered looking at ‘whole skill’ activities, that is, where learners

are engaged in producing or comprehending whole pieces of discourse. Another way

of collecting data is to test particular areas of language knowledge or skill in isolation.

An example of this would be a multiple-choice test where learners fill a gap in a

sentence with the correct verb form or vocabulary item.

To summarise then, you will choose a range of samples and tests which you can

analyse in order to get a picture of your learner’s strengths and weaknesses in the

language. You can also supplement all this information with more subjective, informal

observations about your learner during class activities.
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4.2. How to choose your samples and tests

Choosing samples and tests according to learner needs and interests

Your choice of samples and tests should be based primarily on the learner’s level,

needs and reasons for learning, which you have established through questionnaires

and interviewing, as discussed in Part 3 above. This information should help you

decide on topics, genres (text-types) and task types to use in the samples and tests.

For example, if your learner uses English to write business reports, then it makes

sense to get them to write a business report as one of the written samples. If your

learner has an interest in technology then you could test their range of technical

vocabulary, or use a technological text as the reading test. If your learner wants to

skim newspaper articles to get the main points, then you can give them a skim

reading task as part of the reading test. Your learner may be planning to take one of

the public examinations in the future and therefore using part or all of that public

exam makes good sense.

This principle works well if your learner has clear needs. You may, however, have

one who is not sure what their future needs are and have very general interests. In

this case, it will be more difficult to choose tasks which are directly relevant to them.

You can use tasks which you think would be useful to any learner (for example, a

conversation where speakers exchange basic personal information, seems like a

good task for a learner with general interests, whereas a discussion on the

environmental impact of urban foxes in London would appear rather specialised!).

Another approach to dealing with a general English learner is to use part of a public

examination such as FCE or CAE. As these were designed with ‘general needs’ in

mind they would appear to be suitable.

Meeting the requirements for discussing testing issues

It is a requirement of the assignment to “give a rationale for the diagnostic

test/assessment procedure including relevant discussion of the principles of

assessment” (Cambridge ESOL Syllabus and Assessment Guidelines). To put it

another way, for the formal test(s) that you set your learner, you must discuss testing

principles. We will look at testing principles more closely in Unit Three’s Extended

Assignment thread, but for now the important thing is: firstly, that you must do some

FORMAL testing on your learner and secondly that you should limit the number of

formal tests you conduct. The reason for this is so that you don’t give yourself too

much to write when it comes to the testing principles section.

Sources of tests

You could write a test yourself. This is a specialised skill and it can be time

consuming, so we suggest you limit your own test writing. You may prefer to adapt

existing tests. Your school probably has progress tests that you could use or adapt

(or just look at them for inspiration). NB a school placement test from the beginning

of a course is not usually a good idea as it is unlikely that this would provide evidence

of the learner’s ability at the time of the assignment. Many coursebooks also contain

useful tests. You can also use public tests such as CAE or FCEn or samples of

IELTS tests. Public tests are generally very well thought through and are probably

the best source of inspiration and good practice in test writing.
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We suggest the following for samples and tests:

a. Writing skills

Collect samples: give the learner two written tasks of different genres. For example, a

formal report and an informal letter. Don’t choose two tasks of the same type (e.g.

two formal letters) as they will be assessing the same thing and make sure that the

tasks are substantial enough (e.g. a note and an email would not provide sufficient

data). Alternatively, you could select one of these written tasks to be done as a

formal test under test conditions. This will depend on your learner’s needs and

priorities. You could add observations you have made on your learner’s previous

written work.

b. Speaking skills

Collect samples: also give them two speaking tasks; one of them must involve the

learner interacting with another learner / other learners. This ensures that you will be

able to comment on the learner’s ability to manage discourse (e.g whether they are

able to initiate, ask for clarification etc.). If you decide to use one speaking task as a

formal test, you could use a FCE/CAE style oral test for this, and use the Cambridge

assessment criteria to assess it.

The other speaking task should be something which will involve different skills. For

example, describing a picture or a story or telling you about a newspaper article; this

would involve the learner in using longer turns and different functions. You could use

your interview with the learner as one of the tasks, so that it doubles up as a tool for

getting information about the learner’s background as well as information about their

language skills.

Keep the spoken tasks short and to the point; the more you produce, the more you

have to listen to in the analysis stage. You could also add observations you have

made in class e.g. how well the learner copes with open class discussion.

You will be using the speaking sample in part to assess the learner’s phonology:

intonation, stress and rhythm, and sounds production, including connected speech.

c. Reading and Listening Skills.

One option is to conduct some formal skills tests, possibly done in class by all

students (you can then compare your learner with the others in the class).

You may be able to comment further on your learner’s listening ability by analysing

the spoken samples you collected, for example by noting when they need to ask for

clarification (is it because of difficult vocabulary or the speed of the speaker?) Make

sure you refer clearly to the evidence in the sample.

If your learner is in your class, you could make a point of observing their behaviour

during receptive skills activities. For example in a reading exercise, do they use their

dictionary a lot, do they use their finger to guide them through the text, do they seem

to read once quickly and then go back over parts of the text, or do they ‘plod’ through

it more slowly than the other learners? (You may be able to tell this by looking at

where their finger is on the page).

When commenting on receptive skills try to take your evidence from as many

different sources as you can. For example you could find out how the learner

themself assesses their reading and listening ability.
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d. Discrete item tests

The samples of speaking and writing that you obtain will be used to ascertain the

learner’s ability in lexis, grammar or a discourse feature (such as use of

conjunctions). In addition, you can perform some discrete item tests (such as

multiple-choice and gap-filling) to focus on individual items of grammar, lexis or

discourse.

Having spoken already to your learner and hopefully observed her in class, you may

already know of specific areas that you would like to investigate in more depth. In this

case you can use additional tests in parallel with your ‘whole skill’ sample gathering.

One alternative we recommend is to first get the whole skill examples, look through

these and then choose areas to focus on in more detail. So for example you may see

that the learner has difficulties with verb tenses when writing and speaking; you could

then write a discrete item multiple-choice test to find out in more detail which tenses

cause most difficulty. Adopting this approach means that your data gathering has two

stages, moving from the general to the specific.

It is not absolutely necessary to run tests such as these as you may be able to get

enough information from the samples of ‘whole skill’ activities and you may decide

that your formal test(s) will be of writing or speaking. However, discrete item tests are

good candidates for the testing principles discussion.

4.3. Filling in the data collection grid

When you have decided what kind of samples to get and what tests to carry out,

create a table in the form of Appendix 4 outlining why you want to do things

this way, and upload it to your Course Tutor for feedback. Include a list of

learner needs and reasons for learning English on which you based your decisions.

You will receive feedback on this table so that you can adjust your choices if

necessary and start collecting data.

To finish this section, here is a task which should clarify some of the things discussed

above.
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Task 1: Evaluating choices of samples and test(s)

Look at the brief learner profile below. This was written by a candidate about their

learner after gathering initial information about their needs and background.

a) What samples and tests would you select for her?

b) Look at the completed grid below this box. This outlines the tasks the candidate

has chosen to give his learner in order to assess her strengths and weaknesses.

Evaluate to what extent the samples and tests chosen relate to the needs of the

learner described in the profile.

c) Check your answer against the commentary in Appendix 5.

Learner Profile:

D works in a language school and needs to improve her English to make her more

effective at work. She feels English is important for progressing in her career. She

also likes to speak socially with her English-speaking colleagues at work. She has no

plans to travel abroad. She wants to become very proficient but is still at Pre-

Intermediate level* (i.e. she is using English File Pre-Intermediate as her coursebook

in class); therefore she needs to improve in all areas of her English. She has specific

needs at work, however. These include telephoning, writing notes, and

communicating face to face both formally and informally. She identifies reading as

one of her strengths but finds speaking on the telephone difficult. She feels least

proficient in writing in English, although at work she needs to write memos which she

finds less difficult. She finds listening ‘quite difficult’. She also described grammar

and remembering words as ‘quite difficult’ rather than ‘very difficult’. My own

perceptions concur with this.

* D is of a lower level than we generally recommend. Note that you need to explain

your terminology re level in relation for example to a coursebook used or to an

internationally recognised level scheme.
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Data analysis for Doris (S = sample; T = test)

Systems/Skill

area

Means of data collection Justification

Speaking skill 1. Informal chat about

needs and background

(S)

2. Controlled interaction

task with another learner

on making informal

arrangements (S)

3. Controlled formal

telephoning task (S)

Doris needs to speak in both informal

and formal situations, and needs to

engage in both transactional and

interactional speaking activities.

In 1, I can see how she copes with

longer turns, something she should be

beginning to do at this level.

2 and 3 test use of key functional

language she will need and ability to

manage interaction

Writing skill 1. informal letter from a

PET test (T)

2. writing a note (S)

1. Will allow me to assess her ability in

written discourse, grammar and lexis in

general. The PET test would offer a

more objective diagnosis of her level

2. One of her stated needs.

Listening skill 1. PET test – two people

talking on telephone (T)

2. Informal chat – see

speaking (S)

1. She needs to understand phone

conversations. The PET test is

convenient and ready made.

2. I can assess her listening skills by

studying the tapescript. I will get an

idea of how she copes during real

conversation, but not in test conditions

(to contrast with 1).

Reading skill PET test reading for

specific information –

using report (T)

The report is not specially related to

Doris’s work, but it is of general interest

and tests reading for specific info,

which is the kind of reading she is most

likely to do at work.

Grammar Discrete item test on

articles and prepositions

(T)

Analysis of grammar in

written and spoken

samples (S)

Looking at the tapescript of the

interview I noted weaknesses in articles

and prepositions and therefore decided

to test in this area specifically.

Lexis Analysis of vocab use

written and spoken

samples (S)

This should provide sufficient data for

me to get an idea of her vocab level.

Phonol Analysis from spoken

sample (S)

Her pron is quite good for her level and

therefore I decided not to focus on it

separately from samp les.
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4.4. What happens to the samples and tests when you’ve got them?

In unit 3 you will continue to collect your samples and run your test(s). In units 4 and

5 you will analyse the results of the tests and the content of the samples and results

of the test(s) to establish the learner’s strengths and weaknesses. In unit 5 you will

devise objectives for her future learning based on your findings.

5. Reading

When you have established which learner you are going to use for your assignment,

find the appropriate Chapter in Learner English (Swan & Smith, 1982), and read

about the features of this learner’s mother tongue and culture. This will help you

when you analyse the data or give further tests. Another useful source is Teaching

Pronunciation (Kenworthy, 1987) which discusses the pronunciation problems of

particular L1s at the back of the book. These books do not deal with every L1,

however.

6.Presentation

You will need to present your Extended Assignment in a professional manner and

towards the end of the course we will be reminding you of how to do this. For now,

please note the following key points, based on the Extended Assignment Report

2004:

a) It is recognised that not all candidates are native speakers but you are expected

to check their assignments for language errors.

b) You should provide a Contents page and sub-headings should be used to reflect

the relevant sections

c) At DELTA level you are expected to use appropriate terminology and to refer to

sources, where necessary.

d) Good candidates show an extensive range of reading resources. Reading should

be referenced either in the text or in a footnote e.g. Lightbown and Spada (1996).

If specific quotes are used, they should be in italics and author(s)’ surname(s),

year of publication and page numbers quoted.

e) The bibliography needs to be presented appropriately in alphabetical order of

author’s surname. Year of publication and publisher should be included. In the

bibliography candidates are recommended to separate research reading sources

from suggested materials for the objectives. (See Unit 1 for further detail on

writing bibliographies)

f) The word count is very important as it provides a form of standardisation for the

assignment.

g) The appendices can only be used for samples of questionnaires, test data,

samples and copies of resources to meet the objectives. All information on the

learner, the test (but not the test itself), the analysis and the objectives must be

contained in the main body of the assignment.
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7. Summary of your tasks for this unit

Choose your learner

Collect initial background information about the learner, conduct a needs analysis

and find out her reasons for learning English

On the basis of the above, decide what samples to collect and test(s) to give.

Summarise these in the table provided and send it to your Course Tutor to read

and comment on

(If you have time) start collecting data and running tests. Keep copies of any

questionnaires, diaries etc. used, and recorded conversations or interviews with

the learner (to go in the appendix of your assignment).
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Appendices

Appendix 1: Specifications for the Extended Assignment

Format and Scope

This written assignment consists largely of connected text, with diagrams, notes and

samples of test items/assessment tasks as appropriate.

NB The analysis and objecties must be included in the body of the assignment not in

the appendices.

Length:

4,000-4,500 words

Candidates should:

identify a learner as the focus for the case study and refer to their general

background, their language learning background, learning style and

motivation for learning English.

provide samples of the learner’s use of spoken and written English. These

should be obtained using a diagnostic test or some other form of assessment

procedure, which can be carried out individually or within a group. In addition,

other samples from classroom or individual activities must be included.

give a rationale for the diagnostic test / assessment procedure, including

relevant discussion of the principles of assessment, which must be related to

the chosen test.

analyse the data from the test and other samples, leading to conclusions

about the learner’s strengths and weaknesses. Candidates must refer to the

learner’s knowledge and use of the language systems (i.e. grammatical,

lexical, phonological and discoursal) and skills (i.e. reading, writing, speaking

and listening) and comment on type and possible source of errors.

state language learning objectives for the learner, with suggestions for

activities and resources to achieve these.

(from Cambridge ESOL DELTA Syllabus and Assessment Guidelines, 3rd

Edition, page 29)
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Appendix 2: Assessment criteria

The assessment criteria for the Extended Assignment (taken from the Cambridge

ESOL DELTA Syllabus and Assessment Guidelines 3rd Edition) are:

At PASS level successful candidates can:

1. present an assignment

a. which is written in language which is clear, accurate, easy to follow and does

not impose a strain on the reader

b. is clearly ordered with page numbers and contains a contents page

c. uses appropriate terminology accurately

d. makes references to sources in the text

e. contains a reference bibliography

f. respects the word limit (4000-4500) and states the number of words used.*

2.

a. provide personal details of the learner and a description of their previous and

present learning background

b. refer to the learner’s motivation and comment on learning styles with

reference to information elicited from an appropriate questionnaire

c. compare their evaluation of the learner’s learning style with their own

observations of the learner

3.

a. select, adapt or create a diagnostic test or some other form of assessment

procedure

b. provide a rationale for the choice of test and its content

c. show an understanding of test factors including validity, reliability and

practicality and relate them to the selected test

d. show that the test is appropriate to the learner’s level and needs.

4.

a. provide appropriate samples of written and spoken data from the

test/assessment procedure as well as further samples of the learner’s written

and spoken English

b. show evidence of assessing reading and listening skills.
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5.

a. analyse and comment on the data, using accepted terminology, in order to

draw reasoned conclusions about the learner’s knowledge and use of English

with reference both to language systems (i.e. grammatical, lexical,

phonological and discoursal) and skills (i.e. reading, writing, speaking and

listening)

b. comment on the learner’s strengths and weaknesses with reference to level

c. refer to type and possible source of errors

d. ensure that analysis and comment are clearly referenced to the data provided

in the appendices

6.

a. state the language learning objectives for this learner with regard to their

needs and learning styles

b. suggest activities and resources to achieve these

At DISTINCTION level candidates need to meet all the criteria specified above and

7. in addition they will show evidence of being outstanding in two or more of the

following: the ability to

a. give a perceptive evaluation of the learner’s strengths and weaknesses with

clear reference to level

b. discuss, more fully, the type and source or errors in the learner’s English

c. suggest activities and resources which clearly suit the learner’s learning style

*The appendices may only contain examples of questionnaires and tests, samples of

the learner’s work and copies of resources suggested for the learner. The analysis,

objectives and suggested resources must be in the main body of the assignment and

within the word limit. Footnotes can be used for referencing and definitions but not

for comments suitable for the main body of the assignment.
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Appendix 3: Overview of the Extended Assignment

Unit What you will do Relevant Reading What you will write as part of the actual assignment

2 Choose your learner.

Find from the learner their reasons for learning

English, their perceived needs, their motivation for

learning English and some general background

information.

Decide (based on the learner’s needs) what kind

of data collection you will conduct (samples and

test(s)).

Needs analysis u4

Focus on the

Learner u4

Testing u2

Write an outline of the data collection procedures using

the table provided. Include a list of needs and reasons for

learning English that you based your choices on.

(NB: this is not actually part of the assignment, but it will

help you to get an overview of what you are doing).

Send in the Outline.

3 Start collecting data and running tests.

Devise/choose and run an extra test if necessary

as a result of initial sampling e.g. discrete item test

of selected grammar, pron and vocab areas.

Testing u2

Write up Part 2 of your assignment: rationale for data

collection procedures (sampling and testing).

Don’t send in Part 2 yet.

4 Gather information on learner styles; this may

include writing questionnaires or interviewing the

learner again.

Interpret the info about learner styles. Read about

theory of motivation.

Start analysing data.

Learner styles and

motivation u3

Analysing written

discourse u3

Exam Thread u3

Write up the first draft of the Part 1 of the assignment,

Learner Profile, including background of the learner,

styles and motivation. At the end, include a summary list

of needs that you are going to take into account when

devising objectives.

Don’t send in the Learner Profile yet.
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5 Analyse data.

Review the list of needs you drew up in 1, and add

what you have learnt from your samples and tests

and what you learnt from your investigation of

learner styles.

From these needs, draw up a list of objectives.

Responding to

writing u5

Analysing spoken

discourse u5

Errors and

correction u5

Course design (for

objectives) u4

Write up the first draft; this will include sections 1-3 and 4-

objectives. That is everything except for the materials and

activities which follow the objectives.

Send the first draft to your Course Tutor.

6 Look for suitable materials and activities to

recommend to your learner (using your list of

objectives and list of needs from u5).

(Resources and

materials u7)

Write up Part 4 of the assignment: Objectives (revised)

and Recommendations.

7 Write 2nd draft, including the materials and

activities section and taking into account the

comments on the first draft.

Complete your second draft and send it to your CT.

8 You will receive your 2nd draft with comments. No

new input in this unit.

Write the final version of the Assignment ready to hand in

on the day of the examination. And you’re done!
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Appendix 4: Suggested Format: Table for Analysis

Language/Skill

area

Means of data

collection

Justification

Speaking skill

Writing skill

Listening skill

Reading skill

Grammar

Lexis

Phonology

Discourse
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Appendix 5: Evaluating choices of samples and tests

Commentary

Generally this candidate has related his samples and tests closely to his learner’s

needs. If anything, one could argue that, because it is very closely related to this

learner’s needs now, it may not tell us enough about how she would cope later on in

the future. However, this is debatable and does not detract from the overall

impression that the choices are well thought through and are clearly focused on the

learner.

He has used genres which his learner uses now and will use in the future (e.g.

telephoning task in the speaking skill, writing a note in the writing skill; however, the

‘note’ would need to be fairly substantial in order to provide sufficient data). For the

listening test, although a general test is used (PET), a situation which is relevant to

this learner has been selected.

There are a variety of genres used for the writing and speaking so that different kinds

of speaking and writing are tested and sampled.

The discrete item grammar test is well justified in terms of the learner’s needs.

There is no specific test for lexis, but the rationale for this is reasonable. The same

applies to his treatment of phonology.

There is a good coverage of all skills and systems. However, there is no separate

category for Discourse. He could have said: ‘Analysis of discourse in written and

spoken samples.’

Notice also that the candidate’s task of choosing was made easier by the fact that

they had a very clear picture of the learner’s needs and level in the first place. This

demonstrates the importance of your initial needs analysis and reasons for learning

English.
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Appendix 6: What’s the difference between a sample and a test?

A test is an assessment procedure that the learner goes through, such as writing a

letter or listening to a phone conversation and filling in a grid, in a limited time under

more formal testing conditions

A sample is a piece of discourse produced by the learner; in the above case this

would be the letter itself, but for the listening, there is no discourse produced by the

learner (the completed grid is not a sample). Samples then, are associated with

productive skills – speaking and writing. They can be analysed after the time of the

speaking or writing, and conclusions can be drawn about the learner’s language.

When we look at receptive skills, the situation is a little different. You can’t get a

sample of a learner’s reading skills because when a learner reads, there is no

concrete product to analyse. You can give a task and draw conclusions from the

learner’s performance on the task, but this is not a sample.

The same applies to listening skills. However, you CAN draw conclusions about a

learner’s listening from samples of interactive speaking such as a recorded interview.

For example, if during the conversation the learner says “Sorry can you speak more

slowly”, then this tells you something about the speed of speech that she can deal

with.

NB It would not be sufficient for the Extended Assignment simply to run tests for the

receptive skills.
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Unit 2 – Summary and Feedback

Hello everyone.

Welcome to the first Distance DELTA Unit Summary and Feedback. The aim of

this monthly report is to provide you with general feedback and advice on the Unit

assignments and exam questions.

I

n Unit 2, Helen Barker, Fran Hughes, Jim Chapman, Brigid Nugent and Jon

Goodliffe marked drafts for PA2, the Extended Assignment data collection outline,

and an exam question.

Drafts

The majority of you made use of the draft facility. We strongly encourage you to do

so as receiving feedback at the draft stage will help ensure that your finished

assignments meet the Cambridge assessment criteria.

Next month, there is less time for writing a draft and you will need to decide whether

to upload an outline (as in the example in Unit One, Appendix 12) or to swap

deadlines and do your exam question first and produce a more substantial draft

slightly later. (Please tell us if you want to do the latter as this will help CTs to

organise their marking more efficiently.) Bear in mind, however, that it is difficult to

give feedback on a draft that is too sketchy and that it is helpful if you include some

questions to your Course Tutor within the draft to help focus their comments. It would

also help the CTs if you were to state what stage you feel your draft is at (ie Is it

really basic and you acknowledge that you need to fill in a lot more research or is this

more or less the final version in your eyes?)

I

n general the drafts we received were well organised and showed evidence of

research and reading. Stronger assignments gave sensible and relevant rationales

for your choice of focus and it was good to see real enthusiasm for the experiment

coming through from many of you.

Areas that we would like to offer advice on included:

Make sure you proofread your work thoroughly

Include a cover page with word count clearly stated on it

Check your references (how to write them in an assignment – check p49 in

unit 1 if you’ve forgotten - and make sure that all the books in the bibliography

are mentioned in the main body of the text)

Try to vary the resources you make use of – at times there was over-reliance

on just one.

Make your objectives clear and more ‘scientific’. Some of these felt rather

vague and not really tangible enough.

Consider timing on your plans. Some of you were overly ambitious and, for

example, expected to get the whole of a process writing or task cycle from a

TBL lesson into 60 minutes (one suggestion is to cover part of the cycle in the

plan and using the timetable fit to explain what came after/ before).

Don’t feel you have to ‘force’ language forms with CLL or TBL rather than

working with what the learners want to say or actually said.

During the course, Course Tutors will be prioritising the reading of draft assignments.

This means that the marking of some final versions of PAs might be delayed, as we

are working to ensure that you get your drafts back in time to incorporate the
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feedback into the finished assignment. As a rule, we will turn drafts around within five

working days. This means that you may have to wait until later in the month to

receive your marked final assignment. We hope you understand the need for this

type of prioritisation.

Extended Assignment Data Collection

You seem to have started this project well. Many of you (though surprisingly not all

of you seem to have even looked at it!) followed the Doris example successfully and

provided clear justifications for the choice of data in relation to your learner’s needs.

You also provided thoughtful and detailed grids to show what you had in mind for the

assignment and many of you were clearly excited by this task as a whole. Stronger

candidates included assessment types which responded to both short (eg IELTS)

and long (eg study skills and social English) term goals

However, some of you made it quite hard for the CTs to judge if your choices were

relevant to your chosen learner as your profiles were extremely minimal. We also

noted that quite a few of you were intending to set too many tests; since you need to

provide theoretical support for each formal test given, this would mean your

assignment would soon become unwieldy. We suggest you alter the status of some

‘tests’ to ‘samples,’ i.e. not conducted under test conditions. In addition, as one CT

said, “.most people were in danger of collecting enough data for a PhD thesis!” So

you may have been advised to limit your data.

Regarding different genres: a fair number of you decided to use the initial interview

as a spoken sample. You may later decide that there are more relevant speaking

tasks to help assess your learner’s ability (e.g. a telephone conversation, or a

presentation) and only use the initial interview for the informational content. When

deciding on written samples, some of you needed to be more precise about the

genres (eg an ‘IELTS Writing Test’ does not tell the reader which specific genre/text

type you will be focusing on and why) or to vary them more (eg a formal letter and an

informal letter are not sufficiently different).

Exam Question

Overall, the CTs felt that this was quite a good first attempt from most of you.

Stronger CPs seemed to have read and followed the advice in the exam thread

carefully and often with good results. Oddly enough, though, others did not seem to

have paid much attention to this at all!

Remember that the exam threads are to help you gradually become more familiar

with the content and format of the exam. You will get plenty more practice as the

course develops and so you shouldn’t be disheartened if you didn’t perform well in

this first attempt. The report and grades you receive for each exam practice do not

form part of your coursework result and they are only provided to help you and your

CTs keep track of your progress in this area.

I

n the Appendix you will find the Cambridge Guideline Answer and examples from

the real exam, done under exam conditions.

General points:

Task One
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Part 1: It wasn’t necessary to use terminology (such as ‘hyponyms’ and

‘superordinates’) in your answers to this task but you would gain extra credit for

knowing these. However, we were surprised that very few people used even basic

terms such as ‘lexical sets,’ or neglected to refer to the grammatical category (e.g.

noun). In Language Analysis questions you need to be as specific as possible; for

example, if you say that learners may have problems pronouncing ‘flood,’ say how

they would pronounce it instead and use the opportunity to include phonemics if you

can).

Part 2 : Strong answers to part 2 of this task focused clearly and systematically on

meaning, form, and phonology (some of you only focussed on meaning) which

learners might have with the groups of words. You also needed to bear in mind the

problems for an advanced learner rather than for any learner.

Q2T1 is often designed to test your language analysis, so if this is not one of your

strengths, start working on it now. For example, during the next few months each

time you teach an area of language, do some extra research in grammar books

rather than simply relying on the course-book notes.

Task Two

This was generally satisfactory and showed that you had taken on board the

guidelines given in the exam thread, with some good attempts to link methodologies

and theories. (Indeed in some cases, better than the guideline answer)! Some of

you strayed into describing the procedure without showing understanding of the

rationale in the authors’ minds, so aim for more depth (eg The material is based on

the principle of learner autonomy is not enough!).

One useful piece of advice here is to get into the habit of using sentence starters and

bullet points to help with organisation of your answers and to use the word assume or

assumption each time you make a point. Lack of exemplification from the material

was a problem with some answers.

Task 3

Many of you provided a good context (‘I usually teach groups of …in.. who need ..)

The key thing you need to include here is an outline of the learners’ typical needs in

the context. Unfortunately, many of you forgot to refer back to this context at all

when evaluating the material! Instead you gave a general evaluation. Take care

over this next time you do this task type. Overdo it… keep explicitly referring back to

the context with each new point you make. You need at least 4 separate well -

justified points to pass, preferably organised in 4 paragraphs and clearly referring

back to specific examples in the material.

All CTs commented on a tendency to describe rather than evaluate the material –

beware of this as this is the most common reason why people fail this task.

Conclusion

I

t’s clear that you are working extremely hard and your assignments have been very

interesting to mark. In general the standard of your work has been higher than other

courses at this stage, so well done. Keep it up! Also remember that if you would like

to brainstorm answers for the exam practice before you do it, this is fine. We see it

as useful and developmental and hope you will too.
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With best wishes

Jim, Frances, Helen, Brigid, Jon and Rachel

Oct 2004
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APPENDIX : From the Cambridge Report on the June 02 Exam

6. QUESTION 3

There are two extracts from published material for this question.

Extract A:

English Panorama 1 : A course for advanced learners, Felicity O’Dell,

Cambridge University Press, 1997 (p. 16) and tapescript (p.168).

Extract B:

Cutting Edge Intermediate, Sarah Cunningham & Peter Moor,

Longman, 1995 (p. 51)

These extracts are reproduced as Appendix C on pages 44-46 of this

Examination Report.

6.1 Question 3 Task One (25 minutes)

Extract A, exercise 1 focuses on groups of words associated in some

way.

1) Look at the 6 groups b–g. For each group, state in what way the

words are related.

2) What problems might learners have with the groups of words in

c, d, and g?

6.1.1 Specific Assessment Criteria

In order to reach PASS standard, candidates must:

identify the semantic relationships in four of the groups. It is not

necessary to use the correct terminology, e.g. lexical set, but

candidates must clearly state the relationship.

outline two different types of problems over the three groups of

words. These could be on the same area, e.g. phonology but two

distinct aspects, e.g. word stress and vowel sounds. There should

be some awareness of what problems are appropriate for advanced

learners.

In order to reach DISTINCTION standard, candidates must:

identify all the examples with correct use of terminology

discuss problems of meaning, form and pronunciation for the words

in c, d and g and indicate which will be the main problem area for

each group of words

make clear reference to advanced level learners
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6.1.2 Guideline Answer

1) The words are related in the following ways :

(b) Lexical set/semantic field: a set of words which may broadly

associate in a given context, or around a topic, in this case a set

of nouns relating to the topic of earthquakes

(c) Lexical set: nouns (two of which are compound nouns)

connected to severe forms of weather/natural disasters. They

are co-hyponyms of the superordinate natural disasters.

(d) (Partial) synonymy: these are verbs which share a similar

meaning (they all describe how things can shake).

Hyponymy: to quake, shiver, tremble are all co-hyponyms of

the superordinate shake involuntarily.

(e) They are all words and expressions based on the root earth.

They could be loosely described as being part of the same word

family.

Idiom/idiomatic chunks/fixed expressions: why on earth, to

cost the earth, down-to-earth. They are connected by their literal

or metaphorical relationship.

Morphological relationship: negative prefix un-(unearth)

(f) They are all compound nouns, made up from two separate

nouns (one of which refers to the elements).

Candidates may also note that earthquake, landslide,

thunderstorm are part of a lexical set on weather conditions.

There is no obvious connection between sunstroke, rainhat,

waterfall.

(g) Morphological relationship: abstract nouns ending with the

suffix –ation

2) Better candidates will consider problems of meaning, form and

pronunciation that the groups of words could cause learners at

advanced level. They will also state which area will be most

problematic in each group of words.

Group C

Meaning It is unlikely that the learners will have problems

understanding the difference in meaning for this group of lexis as each

noun describes a different type of natural disaster.

Form Learners may have problems with the spelling of drought (silent

gh), hurricane (double r)

The Distance DELTA

Unit 2 – Summary and Feedback

Pronunciation : The main problems will be with pronunciation. For

example, earthquake (/kw/) and unvoiced /†/ and ua pronounced

/eˆ/,stress on first syllable); landslide (elision of /d/, stress on first

syllable); hurricane (stress on first syllable, possible vowel confusion,

(/¨/ vs /√/); flood (/¨/ vs /√/); consonant cluster could be a problem for

Japanese speakers); drought (pronunciation of ou, silent gh).

Group D

Meaning This will probably be the main problem as learners could be

confused by the slight differences in meaning between the verbs.

Form Learners may be confused as to which verbs are also commonly

used as nouns: a quake is only used when talking about earthquakes;

a tremble does not exist.

Pronunciation : Quake and quiver (/kw/). Learners may have problems

with producing the correct vowel sounds or the schwas in the suffixes.

Group G

Meaning Items are not related in meaning. There are no obvious

problems with meaning.

Form There should not be any major real problems here. Learners will

know that they are all nouns formed with the suffix –tion. Some

learners may have problems with spelling if they forget to drop the final

e in the verb when adding the suffix. They may also use -cion instead

of -tion.

Pronunciation : The main problems will be with pronunciation. Learners

who do not know that the penultimate syllable is stressed in words that

end in –tion may want to place the main stress on the first syllable.

They may also have problems recognising the schwa sound in the

second syllables of devastation, operation, adoration. They may also

not produce the schwa in –tion and mispronounce it as /ßˆÅn/.

Candidates may also comment on problems with individual vowel or

consonant sounds but should not do so to the exclusion of the above.

6.1.3 Examiner’s Comment

This task achieved a pass rate of 63.7% but a lot of the answers were only just into

the pass category. The first part was very straightforward but only the stronger

candidates were able to use terminology accurately to describe the semantic

relationships. The second part was generally done poorly with most candidates being

unable to exemplify potential problems, especially in relation to phonology: few

candidates used the phonemic script accurately. Candidates frequently overlooked

the fact that the learners were at advanced level and cited problems that would only

apply to lower levels. Others listed rather far-fetched or simplistic problems, e.g.

learners might not understand or remember the words.

6.1.4 The following sample answer was awarded a Pass grade

1)
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(b) These words are related because they are all in the same lexical field of

seismology.

(c) These words are all hyponyms with the superordinate of ‘natural disasters’

(d) These words are all dynamic verbs in their to infinitive form. They are

hyponyms of the superordinate: verbs of involuntary body movements

(e) These are all lexical phrases which contain the word ‘earth’, some are

compounds eg: earthquake, unearth, some are fixed expressions: (a) idioms

down-to-earth, to cost the earth, (b) collocations to earth a plug,

where/how/why on earth.

(f) These are all compound nouns with the first part of the compounds relating to

the environment earth – land – thunder – sun – rain – water

(g) These words are all grouped together because of the use of the suffix tion

this is a bound morpheme which indicates a noun with a latin root.

2) Learners at advanced level might have the following problems:

Group (c) pronunciation of /fl√d/and dra¨t/ / often cause problems because

of the apparent lack of correlation between spelling and pronunciation.

Group (d) these are hyponyms for involuntary body movements but can also

be used in other contexts (e.g. earth quake) this may cause confusion. Also

learners may have an L1 where only 1 verb is used where English uses 2 or

3 so this lack of cognate form will cause problems distinguishing between

shiver & quiver or tremble & shudder for example.

Group (g) learners who do not have a latin based L1 may find this word

grouping difficult and those with a latin based L1 will find spelling and

meaning differences cause some of these words to become ‘false friends’.

6.1.5. Examiner’s Comment on Sample Answer

This was a strong answer with good categorisation and accurate use of terminology.

Two relevant problems were outlined but the answer was not at distinction level

because of an absence of phonological analysis when discussing the words in Group

G and a lack of clarity/exemplification e.g. when the candidate writes those (learners)

with a Latin based L1 will find spelling and meaning differences cause some of these

words to become ‘false friends’.
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6.2. Question 3 Task Two (15 minutes)

What are the assumptions about learning vocabulary that underlie

Extracts A and B? Exemplify your answers from the extracts.

6.2.1 Specific Assessment Criteria

In order to reach PASS standard, candidates must:

refer to four assumptions with regard to learning vocabulary with

reference to both texts

give examples from the exercises in the material for each

assumption.

In order to reach DISTINCTION standard, candidates must:

provide a range of assumptions with detailed comment and

exemplification.

6.2.2 Guideline Answer

Candidates may approach this in different ways; they may mention

general assumptions on the whole material and/or they may look at

specific activities. As long as insight and understanding of approaches

and devising a sequence of exercises is shown, the candidate will

pass.

It’s useful to group words to help learn and remember vocabulary.

The authors assume that learners need training in organising and

recording vocabulary.

Extract A : Learners are given examples of associative lists in Ex 1.

They are then given practice in producing associative lists in Ex 2.

Extract B : A polysemous diagram/mind map is provided in Ex 2

and learners are asked to make their own in Ex 5.

Another assumption in the material is that learners need to be

encouraged to personalise and experiment with organisation

because learners learn in different ways. They should be

encouraged to be independent.

Extract A : Learners are given some research findings on how

people learn new vocabulary and then given the opportunity to try a

technique out for themselves.

A third assumption is that learners need to be trained about

vocabulary beyond single words :

Extract A : 2 (d) adjective + noun collocation
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Extract B : collocation (to work long hours, to work for a company),

fixed expressions (to be out of work) etc.

Another assumption is that learners need to be trained to think

about vocabulary links beyond the sentence, to develop an

understanding of lexical cohesion.

Extract B : Ex 3

The authors assume that learners need to be trained to notice and

organise vocabulary encountered in a text.

Extract A : Ex 2, Listening

Extract B : Ex 5 (based on sentences in Ex 1)

Another assumption is that learners need to be encouraged to

memorise vocabulary.

Extract B : Exs 3 & 4

There is also an assumption that visual stimulation is important in

vocabulary learning.

Extract B : Exs 2 & 5

There is a underlying similarity in methodological approach, that of

exemplification – categorisation – further practice.

Extract A : The introduction and Ex 1 provide exemplification and

illustrate categorisation. Ex 2 gives the learners practice in

categorisation.

Extract B : Ex 1 puts the vocabulary into context and activates the

learners’ existing knowledge. Ex 2 categorises the lexis. Ex 3

checks concept. Exs 4 & 5 give the learners practice and tests their

understanding.

There is an assumption in Extract B that learners should be

exposed to high frequency lexis which is useful for them.

There is an assumption that cognitive effort aids learning.

Extract A : working out associations in Ex 1

Extract B : transferring lexis in Ex 2; matching sentence halves in

Ex 3.

In Extract B, there is an underlying assumption that learners learn

best by working in pairs.

6.2.3 Examiner’s Comment

As in previous sessions, this question caused quite a few problems although this

time, there were more passes than fails which shows that centres are providing more

appropriate training. Unfortunately, those centres which don’t, leave candidates

unclear and this resulted in ‘assumptions’ being about the material or the learners

rather than about learning vocabulary. Weaker candidates employed a scattergun

approach and provided a long list of assumptions, many of which did not apply to this

particular piece of material. Other candidates simply described the activities and how

they would use them. Very few candidates were able to discuss assumptions with
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reference to the historical background to ELT, and, similarly, few could relate

assumptions to well-known theories.

6.2.4 The following sample answer was awarded a Distinction grade

Assumptions about vocabulary learning

The authors of these materials believe that:

- it is beneficial for SS to hear vocabulary in context because it helps them

understand the meaning + see/hear how they are used in a correct way

e.g.. [p5 ex. 2 - + tapescript]

- using mind-maps when learning vocabulary is effective because studies

show that the brain stores lexis in a similar way [lexis is LINKED together!]

[p6 – ex 2. – mind map]

- asking SS to memorise phrases and chunks then test each other is beneficial

because native speakers store words in chunks/collocations so it helps SS to

recall these later. The element of competition and fun with vocabulary

learning can also make the SS more motivated and can make the phrases

more memorable

[p6 ex3,4]

- error correction is a valid way of learning & by correcting wrong phrases SS

will remember the corrections better [p6 / word spot1]

- using vocabulary in a communicative way and in context aids learning

- SS will remember the words they discussed and used for a poster better –

also the collaborative work helps retaining lexis

[pp6/5]

- authentic sources for lexis make them more memorable. The SS can

hear/see words in authentic context and will be motivated to try to use them

outside the classroom in real-life situations

[p5/1, 2 + tapescript)

- training SS to become more systematic in the way their record + learn

vocabulary is beneficial because it will help them to become responsible for

their own learning and become more autonomous learners

[p5/1]

6.2.5. Examiner’s Comment on Sample Answer

A very competent answer with reference to assumptions of learning vocabulary with

clear reference to the exercises. The candidate refers to a wide range of

assumptions. There is useful comparison with processes that native speakers use

when learning vocabulary and although some of the assumptions are different from

those in the guideline answer, they are valid and the candidate comments on them

well.
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6.3 Question 3 Task 3 (20 minutes)

Taking into account the underlying assumptions about vocabulary learning in Extract

B, evaluate its usefulness in relation to a teaching context with which you are familiar.

6.3.1 Specific Assessment Criteria

In order to reach PASS standard, candidates must:

refer to an appropriate teaching context, not a class. The level must

be appropriate and reference made to learners’ needs.

make comments on the usefulness of the material as a whole with

reference to the context mentioned above

provide a minimum of 4 positive and negative points which are

relevant to the teaching context given.

In order to reach DISTINCTION standard, candidates must:

provide a very clear appropriate teaching context

show keen insight into the material and breadth of understanding of

how such material can help or hinder vocabulary learning in the

classroom

relate points to the teaching context.

6.3.2 Guideline Answer

T

eaching context: this should include information about some of the

following: level, mono/multi-lingual, English speaking environment or

not, intensive/PT course, resources/facilities, needs, aspirations,

previous learning experiences/expectations.

The context should be related to the evaluation points suggested

below.

There is no 'right' answer for this question; what is being tested is the

candidate’s ability to relate specified material to a real learning context,

and to enlist a range of appropriate criteria to assess coursebook texts.

Points could be made regarding:

1 The proof-reading aspect of Ex 1. Learners may find the

exercise too testing as it presupposes familiarity with the target

language or they may be suitably challenged.

2 The significance of the prepositional work.
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3 The effectiveness of the mindmap diagram in Ex 2.

4 The absence of help with pronunciation (although learners are

asked to say the phrases in Ex 2)

5 The work on lexis in discourse in Ex 3

6 The use of memorisation in Exs 3 & 4.

7 The appropriacy of the topics in Ex3 b & g5

8 The paired practice in Ex 4.

9 The use of wall space to present a visual image of the words

and relationships in Ex 5

10 Encouraging learners to add new examples when encountered

in Ex 5

6.3.3. Examiner’s Comment

This task had the highest failure rate (58.9%) of the whole paper which demonstrates

that candidates are still not addressing the rubric or that they fail to manage their time

effectively towards the end of the exam. Fail candidates often described how they

would use the materials but did not evaluate their usefulness as required by the

question. Others evaluated the material but gave no teaching context and therefore

their comments could not be assessed. Some candidates simply accepted the

material as it was and had no negative comments to make at all. Only very strong

candidates linked their evaluation to the assumptions outlined in Task 2 but

candidates were not penalised for this as this was a demanding task at the end of a

three hour exam. Teaching contexts continued to be problematic but most were

accepted. Examiners noted that it was essential for learners’ needs to be made

explicit in order for the evaluation of the material to be convincing. It is clear that

centres need to give more training on how to approach this task and to emphasise

the need to spend the full amount of time allocated.

6.3.4 The following sample answer was awarded a Pass grade

The context I have in mind is the British Council in Damascus, Syria. Most of the

learners are young, and the majority are students who study English for future use,

although in each class there is usually a small number of students sponsored by their

companies. Because of this situation, the topic of work (i.e. the context chosen)

would be of use to the learners. Cutting Edge Intermediate is actually one of the

coursebooks we use at this level and the learners usually respond well to the

methodology, for the following reasons and with some restrictions:

- Syrian learners enjoy speaking, so learning vocabulary connected to a

particular topic enables them to use this vocabulary in conversation.

- The use of diagrams: this is a recurrent feature of Cutting Edge. Although it

might appeal to analytical learners, Syrian learners do not actually respond

that well to them. One reason could be that each unit follows a similar

pattern and that collocations are all recorded in the same way. Syrian
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learners value variety and surprise in lessons and get easily bored if the

same format is used too often.

- However, learner training is extremely important, as most of our learners

have experienced a very traditional, teacher-centred approach to learning

languages and do not know how to record words logically (such diagrams

provide them with an example they can follow in other contexts).

- Also because of their previous experience of learning a language (usually in

a state school), they are not always aware of the fact that language needs to

be learnt in chunks, which is one of the assumptions in extract B. However,

they usually respond very well to chunks as they realise they enable them to

write more accurately and naturally, and require less effort to learn.

- The repetitive nature of the exercises does not appeal to the learners, who

prefer more variety. I also think that they would feel these exercises focus on

language for language sake rather than on language for a communicative

purpose. Syrian learners value oral communication a lot and would prefer to

use the expressions in a questionnaire, for example: e.g: “tell me about a

plan that you had and that didn’t work out”. This would enable them to use

the expressions more meaningfully than suggested in exercise 4.

6.3.5 Examiner’s Comment on Sample Answer

The candidate’s initial outline of the context is generally clear and he makes

convincing reference to the learners as he evaluates the material, e.g. regarding the

topic of work, the learners’ enjoyment of speaking activities, the need for learner

training etc. He also refers back to the assumptions in Task 2 and makes a

suggestion of how he would adapt the material to suit this particular context. At one

point, he goes off-task when he mentions the pattern that other units in the

coursebook follow but on the whole, the examiner felt that the candidate evaluated

the material well whilst keeping this particular group of learners clearly in mind.
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Discourse

Summary

In this section we will start by looking at what discourse analysis is. We will go on to

focus on different categories of cohesive devices. We will then be looking at written

discourse and in particular at the characteristics of different genres.

Objectives

By the end of this section you will have:

Identified cohesive devices and considered how to categorise them.

Identified typical features of a variety of written genres.

Practised answering an exam question on cohesion.
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1. What is Discourse?

Historically, language study focused on the sentence as the basic unit of discourse.

Sentences such as ‘There are three cats in front of the house’ were used for

translation practice. The main problem with this is that there is no context, making it

hard to see the relevance of the cats and the house. In addition, it could be argued

that these types of sentences are contrived and unnatural, although of course, it can

be useful to study isolated sentences from a grammatical point of view.

Discourse Analysis as a separate field of study evolved in the 1960s and 1970s. It

focused on stretches of authentic language produced in context and used for real

communication, rather than decontextualised single sentences.

Many people find the term ‘Discourse Analysis’ hard to define. What we are really

concerned with is whole texts e.g. letters, conversations, reports, etc., and the links

between utterances and sentences (in spoken and written English respectively). This

means that elements below and above sentence level are involved. So, under the

wide heading of discourse we look at:

How we organise conversations or texts, following conventional sequences of

functions. For example, if we buy something that doesn’t work, we don’t go back

to the shop and say ‘please replace this toaster’. We go through a particular

sequence of functions - giving factual background information, stating the

problem, waiting to find out what the response is, etc.

How we order information in and across sentences according to whether we

understand information to be either new or familiar to our reader or listener. For

example, in the question, ‘ Where’s the stapler?’ the speaker clearly expects the

listener to understand which stapler they are talking about.

How we make texts and conversations ‘hang together’ through using, for

example, words like pronouns, demonstrative adjectives, definite articles and

certain kinds of conjunction. (See subsection 2 on cohesive devices).

How we interact in conversations, for example, how we show that we want to

speak (e.g. by leaning forward), how we compete with other people to speak (e.g.

‘ Yes, but…’) and how we introduce new topics into a conversation (e.g. ‘Anyway,

after that I…’).

Recommended reading for a basic introduction to Discourse Analysis

Cook, G. 1989, Discourse, Oxford University Press, Chapter 1, What is Discourse?

McCarthy, A. 1993, Discourse Analysis for Language Teachers, Cambridge

University Press, Chapter 1, What is Discourse Analysis?
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2. Cohesive Devices

In this section we will be looking at features of discourse that help texts hang

together through the use of formal links called cohesive devices. A cohesive device is

one that contributes to the coherence of a written or spoken text, and provides the

listener or reader with the means to see the relationships within and outside the text.

These devices can be put into four main categories:

2.1 Grammatical Cohesion

2.2 Conjunctions

2.3 Lexical Cohesion

2.4 Parallelism

Here are some examples:

Milan is in the north of Italy. It is quite close to the lakes. (grammatical)

I like football and swimming. (conjunction)

The film was incredibly boring. In fact it was so tedious that I fell asleep. (lexical)

Pisces: Are you excited? You should be. Are you inspired? You will be, soon. Are

you ready for a different kind of experience? You had better be. (parallelism)

Now we will look at each area in more depth.

2.1. Grammatical Cohesion

Grammatical cohesion is concerned with the ways in which clauses and sentences

are linked by grammatical connections such as reference, substitution, and

ellipsis.

2.1.1. Reference

A referent is a device that refers to something which has been mentioned before or

will come later or is even outside the discourse but is something all parties are

expected to know. Pronouns are typically used for reference, as are demonstratives

and articles. There are three main types of referents:

Anaphoric Reference

E.g. I live in a large flat in Istanbul. It has two bedrooms.

The word 'it' in the second sentence refers back to the word 'flat' in the first sentence.

Cataphoric Reference

E.g. At the beginning of a story:

She had been complaining again. Mrs Jones never hesitated in calling the police

when they had a party.

In this case ‘she’ refers forward to Mrs Jones because they are one and the same.

Cataphoric reference is often used by writers to create interest in the story and

encourage the reader to continue reading. Rather than naming Mrs Jones first, the

writer has chosen to refer to her as ‘she’ first.
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Exophoric Reference

E.g. The Queen is expected to give a speech today.

The Queen has not been mentioned before in this piece of discourse and no further

clarification follows. This is because it is assumed that the person to whom this

comment has been addressed knows very well which queen is being referred to.

Something referred to outside the discourse is called exophoric reference.

2.1.2. Substitution

Substitution is a device that can be used to avoid repetition or shorten phrases by

substituting a word or phrase with another one. Determiners are often used for this

purpose e.g. both, another, more, several, neither, enough, little, none, few, some.

Adverbs of time and place such as ‘then’ and ‘there’ are also used.

E.g.1. I need a pen. Have you got one?

Here the word ‘one’ is a substitute for the word ‘pen’.

E.g.2. Have you been to the new Armani shop yet?

No, I'm going there next week.

See you at 8 o' clock.

Yes, see you then.

'There' is used as a substitute for the new Armani shop. 'Then' is used as a substitute

for 8 o'clock.

2.1.3. Ellipsis

Ellipsis is another device that is used for shortening words or phrases. In this case

they are simply omitted.

E.g A Would you like a cup of tea?

B Yes, I would.

Here the reply has been shortened from 'Yes, I would like a cup of tea,’ to ' Yes, I

would'.

2.2. Conjunctions (also called linkers or linking words)

Linking words or phrases are used to show logical relationships between and within

sentences and also between paragraphs. They give coherence to a text enabling the

reader or listener to make sense of what they are reading or hearing. Some

examples are: however, firstly, if, for example.

As an experienced teacher, you will already be familiar with a range of these link

words, so we will not go into detail here. In Unit 6 on Spoken Discourse we will be

looking at the wider area of Discourse Markers.

2.3. Lexical Cohesion

2.3.1. Lexical Sets/Chains

E.g. The audience were very appreciative. The crowd gave the orchestra a standing

ovation at the end of the concert.
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In the second sentence 'the crowd' is used as a substitute for 'the audience.' They

are partial synonyms (people watching an event) and are used to avoid repetition.

See Appendix 1 for a coursebook example, which aims to introduce learners to the

principles of this.

2.3.2. Repetition

E.g. Pasta is one of the most famous Italian foods. In fact, most Italians eat pasta

three or four times a week.

Key words may be repeated throughout the text, especially when we want to

emphasise something.

2.3.3. Consistency of Register

E.g. The patient presented with a ruptured spleen.

This is medical register. If the text continued: ‘he has a consistent bellyache,’ we

would find the use of ‘bellyache’ inconsistent with this register and the result would

not be cohesive.

2.4. Parallelism

This relates to a repetition of form, rhyme, rhythm or sound, which is used to create a

link between clauses or sentences and can be used to reinforce a message.

Consider the following examples:

We will reduce taxes.

We will increase spending on education.

We will abolish the death penalty.

We will give teachers a pay rise.

In this case an election manifesto repeatedly uses the structure we + will + infinitive

to reinforce the promises that the politician makes.

They are rich. They are famous. They are young. They are Hollywood’s new stars.

The first three sentences use the pattern they + are + adjective, a grammatical and

rhythmical pattern, to create interest in the reader’s mind as to who these people are.

TASK 1: Exam Question on Cohesive Devices (25mins)

Look at the exam question below from June 1999. Write an answer for Task 1.

Check Appendix 2 for the guideline answer.
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Question 2

There are two authentic texts for this question reproduces on pages 4 and 5 in the

insert:

Text A: The Beginner’s Guide to the Internet published by Which Online (p.27

Text B: Global Economy – an article from the Eastern Daily Press (Monday March 1,

1999)

Task One (20 minutes)

Look at Paragraph 1, Test A.

Identify and comment on each type of cohesive device used in this paragraph.

Include examples from the text in your answer.
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Recommended reading on Cohesive Devices

Byrne, D. 1979, Teaching Writing Skills, Longman Handbooks for Language

Teachers, Appendix 1, Cohesive Devices

Cory, H. 1996, Advanced Writing with English in Use - CAE, Oxford University

Press, Cohesion

Thornbury, S. 1999, About Language, Cambridge University Press, Cohesion

Bolitho, R. & Tomlinson, B. 1995, Discover English, Macmillan Heinemann,

Cohesion

3. Written Genres

In this section we will concentrate on features of written discourse. Spoken discourse

will be covered in Unit 6 Section 2.

Generally we can distinguish one piece of writing from another by the characteristics

of that writing. For example, I can distinguish an extract of a formal letter from an

extract of a novel because they are laid out differently, the content is organised

differently, and they use different kinds of language; the novel may contain direct

speech whereas the letter probably won’t, and so on. We can say these are two

different text types or genres.

These terms are used rather loosely in ELT literature; in some books a text type is a

broad category e.g. a letter; and genre is a sub category of that e.g. a letter of

complaint. Other books refer to genres and sub-genres. Because of the apparent

‘interchangeability’ of these words it is best to give examples of what you mean when

using them. In this section we will use the term genre. Our main concern, though, is

the differences between texts and how these can be useful in teaching.

Tricia Hedge classifies writing into six types: (Hedge, 1988 Writing, OUP)
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We ourselves may have little experience of writing some of these genres, but we may

need to prepare our learners to write them either for professional reasons or as a

requirement in public examinations.

If we are teaching our learners how to produce these different genres we need to be

familiar with their typical features and have teaching ideas for dealing with them.

Some genres may be more ‘formulaic’ than others. However, we will need to take the

following factors into consideration:

Purpose: What is the purpose of the text? Is it to advise? Persuade? Inform?

Content and Organisation: How are the ideas organised? In what order? How are

the paragraphs divided? What type of cohesive devices are used?

Status: What relationship does the writer have with their audience?

Style: Is it informal, neutral or formal?

Grammar: Are any particular tenses / structures used (e.g. passives in a type of

scientific report)?

Lexis: What kinds of words are used (e.g. adjectives in an advertisement)? Are any

words or fixed lexical expressions common in this genre?

Layout: How does the text look on the page? Are there headings? Addresses? Is

there a title? Are points numbered? Are bullet points used?

Example

What are some of the key features of a book or film review? Authentic examples may

vary and some magazines develop a highly idiosyncratic style in their reviews but a

possible ‘model’ of the genre may include:

Content and organisation

A beginning that grabs attention by witty comment, shocking statement,

interesting fact etc.

Introduction/background to the story

Brief description of the plot (without saying what happens at the end)

Comments/evaluation of the film/ actors/director/effects etc., good and bad points

Recommendation (positive or negative)

Style and language

The language should be neutral in style, and relatively impersonal (even though it

is subjective it shouldn’t be presented as such).

Present tenses may be used to describe the plot.

Precise descriptive vocabulary

Layout

Paragraphs to divide up text, each paragraph with a clear function.
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TASK 2: Investigating Genre (30mins)

Look at the review provided below and see if the notes above are reflected in this

particular review.

Find specific examples of style and language which typify the genre?

Do the same for another review from a newspaper, the internet or a coursebook;

does it fit the characteristics of the genre?

Life of Brian:

A beautiful film, a perfect comedy, and a gentle triumph of silliness over pomposity,

self-importance, and intolerance - "Life of Brian" could be the best British comedy

ever.

In Judea, a mother tends her newborn child. Lo, from the East three wise men

appear to pay tribute to the infant - but they want the stable next door: this is Brian

Cohen not Jesus Christ! Rolling forward 33 years, Brian joins the People's Front of

Judea, a wannabe terrorist cell out to undermine the occupying Romans. Brian gets

roped into their plot to kidnap Pontius Pilate's wife but they run into another terrorist

gang on the same mission and everyone is captured while squabbling among

themselves.

From the opening scene and the belting Shirley Bassey-esque score, this is Python

par excellence. This is the "Catch 22" of cinema, and in its politics, like Joseph

Heller, the Python crew refuse to spare anyone. Always threading in and around

biblical stories, the plot never contradicts or denies the Bible, it just pokes fun at the

hangers-on, charlatans, and pompous officials that organised religion often attracts.

This playful subversion is hilariously shown in the scene where Brian escapes from

the Romans by posing as a preacher. At first he is mocked by a crowd of jaded

messiah seekers, then they seize on a bizarre interpretation of his words and

proclaim him their Messiah. Brian denies it, only to be told, "I say you are Lord, and I

should know. I've followed a few"

A true comedy classic.

From the BBC Online web site 23/02/01

For teaching further teaching ideas see:

Cory, H. 1996 Advanced Writing with English in Use - CAE Oxford University

Press, Unit 4, section 4B

Stephens, M. 1992 Practise Advanced Writing Longman, Unit 10

O’Dell, F. 1996 CAE Writing Skills Cambridge University Press, Unit 10

Stephens, M. 1996 Practise Writing Longman, Unit 12
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MacAndrew, R. and Lawday, C. 1999 Cambridge First Certificate Writing

Cambridge University Press, Unit 8

TASK 3: Identifying Features of Different Genres (1hour)

Choose two of the following genres; find some authentic examples and make notes

about the key features of that kind of text in terms of content and organisation, style

and language, and layout.

Narrative (short story)

Letter of application for a job

Discursive essay

Report

List some useful activities for teaching the two genres you have chosen. Think of

awareness-raising and productive ideas.

See Appendix 3 for suggested answers and some reference books for teaching

ideas.

Essential reading for this subsection:

Richards, J. 1990 The Language Teaching Matrix, Cambridge University Press,

Chapter 6

Holme, R. 1996 ESP Ideas, Longman, Chapter 2
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Reading

Essential Reading

Cook, G. 1989 Discourse Oxford University Press

McCarthy, A. 1993, Discourse Analysis for Language Teachers Cambridge

University Press

Parrot, M. 1993 Tasks For Language Teachers Cambridge University Press,

Classroom-based Task 11

Thornbury, S. 1999, About Language Cambridge University Press, Cohesion

Recommended Additional Reading

Bolitho, R. & Tomlinson, B. 1995, Discover English Macmillan Heinemann,

Cohesion

Byrne, D. 1979 Teaching Writing Skills Longman Handbooks for Language

Teachers, Appendix 1, Cohesive Devices

Cory, H. 1996 Advanced Writing with English in Use - CAE Oxford University

Press, Cohesion

Hedge. T. 1988 Writing Oxford University Press, Types of Writing

Holme, R. 1996 ESP Ideas Longman, Genre-Switching

Hopkins, A. 1989 Perspectives Longman, Unit 14

Hopkins, A. & Tribble, C. 1989 Outlines Longman, Unit 12 for teaching ideas

Mac Andrew, R. and Lawday, C. 1999 Cambridge First Certificate Writing

Cambridge University Press, Units 2 and 13 for teaching ideas

Naylor, H. & Hagger, S. 1999 Cambridge First Certificate Handbook Cambridge

University Press, Chapter 2 Unit 7 for teaching ideas

O’Dell, F. 1996 CAE Writing Skills Cambridge University Press Unit 10 on teaching

ideas

Richards, J. 1990 The Language Teaching Matrix Cambridge University Press,

From Meaning Into Words

Stephens, M. 1992 Practise Advanced Writing Longman, Unit 10 on teaching ideas

Stephens, M. 1996 Practise Writing Longman, Unit 12 on teaching ideas

White, R. 1987 Writing Advanced Oxford University Press, Unit 12
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Appendices

Appendix 1: Coursebook material
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Appendix 2: Exam Question on Cohesive Devices

Guideline Answer

There are two categories of cohesive devices used in the paragraph:

Category 1: - Grammatical Cohesion

There are 4 types of grammatical cohesion found in the text.

1.1 Nominal Reference/Substitution

Line 7/8 Cataphoric reference ‘one of the strengths of the web’ refers

cataphorically to ‘that it is very easy to publish’.

Line 10 Anaphoric reference ‘this’ refers anaphorically to the fact ‘that it is very

easy to publish’.

1.2 Pronominal reference

Line 4 -‘it’ refers anaphorically to ‘the www’ (line 1).

Line 7 -‘it’s refers anaphorically to ‘the www’ (line 1).

Line 8 -‘it’ refers exophorically to ‘our understanding of a dummy subject’.

Line 12 –‘their’ refers anaphorically to ‘ordinary people’ (line 11).

Line 13 –‘You’ refers exophorically to ‘the reader/addressee’.

Line 14- ‘who’ refers anaphorically to ‘businesses small and large’.

Line 15 – ‘you’ refers exophorically to ‘the reader/addressee of the passage’.

1.3 Conjunctions

Conjunctions of addition

Line 2, 4, ,12, 14, 18: ‘and’

Line 13: ‘also’

Line 15: ‘as well as’

Conjunctions of consequence

Line 9: ‘because (of)’

1.4 Ellipsis

Line 3: ‘(being) part’, ‘notice board’

Category 2: - Lexical Cohesion

2.1 Parallelism/consistent feature of register

There are two feature of parallelism/consistent feature of register found in the text.

Feature 1:

Line 3/4: - part + noun x3
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Feature 2;

Line 2: - ‘attractive’ and ‘easy’

Line 12/13: - ‘interests’ and ‘enthusiasms’

Line 14: - ‘small’ and ‘large’

Line 18: - ‘newspapers & magazines’

2.2 Lexical collocation

Line 2: - ‘easy to use’

Line 5/6 & 17: - ‘traditional publishing’

Line 6/7: - ‘with completely new possibilities’

Line 10/11: - ‘plenty of contributions’

Line 12: - ‘share their interests and enthusiasms’

Line 16: - ‘a selection of information’

2.3 Lexical sets

Lexical set related to the ‘web’

Line 3: - ‘Internet’

Line 8: - ‘web’

Line 9: - ‘publish information

Line 16: - ‘a selection of information’

Lexical set related to publishing

2.4 Lexical repetition

Line 6, 9, 17: - ‘publish/(traditional) publishing’
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Appendix 3: Identifying Features of Different Genres

Following are some features of genres and references to teaching ideas. (Please

note that these do not include references to coursebooks, where you may also find

useful material).

Short story

Content and organisation

A beginning, a middle and an end with the following features:

Beginning: background, setting, location, participants, feelings

Middle: events, often a problem arises, a solution to problem is found

End: outcome, evaluation

Style and language

If it is based on a personal experience, an informal or neutral style is appropriate.

If not, a neutral style.

Direct speech, past perfect, past continuous, past simple

Descriptive language, interesting and varied vocabulary and idioms, varied

adjectives and adverbs

Layout

Paragraphs, use of inverted commas for direct speech

For some teaching ideas, see:

Hopkins, A. & Tribble, C. 1989 Outlines Longman, Unit 12

Naylor, H. & Hagger, S. 1999 Cambridge First Certificate Handbook Cambridge

University Press, Chapter 2 Unit 7

Hopkins, A. 1989 Perspectives Longman, Unit 14

Mac Andrew, R. and Lawday, C. 1999 Cambridge First Certificate Writing

Cambridge University Press, Units 2 and 13

White, R. 1987 Writing Advanced Oxford University Press, Unit 12

Stephens, M. 1996 Practise Writing Longman, Units 5 and 7

Letter of application for a job

Content and organisation

Reason for writing, reference to advertisement (where and when seen),

background information about self, why interested in the job, skills, request for

further information
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Style and language

Formal style (i.e. no contractions, use of fixed formulaic phrases e.g. I am writing

with reference to..., as you will see from the enclosed CV,...., my duties have

included, I look forward to hearing from you

Appropriate endings / beginnings e.g. Dear Sir/Yours faithfully etc.

Use of present, past and present perfect.

Layout

Address top right, address of receiver above opening salutation on left, date etc.

Indent at beginning (if hand written)

For some teaching ideas see:

Stephens, M. 1996 Practise Writing Longman, Units 4 and 10

Mac Andrew, R. and Lawday, C. 1999 Cambridge First Certificate Writing

Cambridge University Press, Unit11

Cory, H. 1996 Advanced Writing with English in Use Oxford University Press, Unit

6

Discursive essay

Content and organisation

Introduction to the issue and background information

Ideas for

Ideas against

Conclusion- your opinion and justification

Clear organisation within paragraphs, topic sentence comes first, then further

sentences expand on the point. Connections between ideas are important.

Language and style

Formal style. Presented as factual, opinion only comes at end.

Use of connecting words (addition, contrast)

Layout

Paragraphs each with a very clear function

For some teaching ideas, see:

Cory, H. 1996 Advanced Writing with English in Use Oxford University Press, Unit

4 section 4A

Stephens, M. 1996 Practise Writing Longman, Unit 9

Mac Andrew, R. and Lawday, C. 1999 Cambridge First Certificate Writing

Cambridge University Press, Units 5 and 9
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Report

Content and organisation

Introduction saying what the report is about and how it’s organised

Facts divided by topic

Summary and conclusion/recommendations at end

Language and style

Depends who it is for: neutral or formal, probably a lot of present tenses,

connecting words

Layout

Use headings to divide up content and make organisation clear

(Report is a bit of an umbrella term)

For some teaching ideas see

Naylor, H. and Hagger, S. 1999 Cambridge First Certificate Handbook Cambridge

University Press, Chapter 2 Unit 9

O’Dell, F. 1996 CAE Writing Skills Cambridge University Press, Unit 6

MacAndrew, R. and Lawday, C. 1999 Cambridge First Certificate Writing

Cambridge University Press, Units 6,10, and 15

Stephens, M. 1996 Practise Writing Longman, Unit 8

Cory, H 1996 Advanced Writing with English in Use Oxford University Press, Unit

8
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Writing 1

Summary

In this section we focus on the writing skill. We will begin by looking at the difficulties

experienced by writers. Some of these relate to writing in L1 as well, and the

problems only increase when it comes to trying to write effectively in a foreign

language. We will be looking at what characterises good writing and effective writing

processes, and you will also consider which aspects of writing are likely to cause

difficulty to learners of different nationalities and at different levels. We will then go on

to consider different approaches to the teaching of writing – the product approach,

the process approach and the genre approach and how these may be seen as

complementary. We will then consider what ‘sub-skills’ are included in the writing

skill, and look at practical activities for working on these. Finally we will be looking at

writing tasks in published materials; we will consider criteria for evaluation and then

you will be asked to look at a number of tasks from coursebooks. At the end of the

section you will find a list of useful books for teaching writing as well as a list of

reading references.

Objectives

By the end of this unit you should be able to:

Identify difficulties that your learners experience when trying to write effectively in

English.

Demonstrate awareness of what is involved in effective texts and effective writing

processes.

Identify objectives for your learners in terms of developing their writing skills.

Demonstrate familiarity with different approaches to teaching writing.

Devise or find appropriate activities to help learners with particular aspects of

effective writing.

Vary your approach in lessons based around producing a written text, using

appropriate elements from a product, process, or genre approach.

Evaluate and select tasks and materials for teaching writing skills.
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1. Why is writing difficult?

‘An ability to write appropriately and effectively is.... something which

evades many of us, in our mother tongues or in any other languages that

we may wish to learn’ (Tribble, C. Writing page 3).

Unlike speaking, which every normal child learns to do early on in life and which

requires little, if any, effort, writing is something that does not occur naturally. It has to

be learnt in some kind of systematic way. Some people never learn to write and

many never become very skilled at writing. What makes writing so difficult?

1.1. Writing Difficulties for Writers in L1

TASK 1: Brainstorming Difficulties (10mins)

Since you are in the process of following the DELTA course you probably have

some thoughts on this already! Even if you’re the kind of person who likes writing

(I am) there are still difficult moments. Why is writing difficult even in your own

language? Brainstorm a list of reasons.

Here are some suggested answers:

You need to settle down and get started. Writing is an activity that it is always easier

to put off than to get down to. You need space, a place, the right materials, and the

right mood. You need motivation!

You have to concentrate. It’s an activity that you usually have to do on your own

because it requires concentration. Sometimes it’s difficult to get away from other

people and other distractions.

You need ideas. What am I going to say? This depends on the piece of writing of

course. Some things may be more difficult than others. Sometimes there may be a

very clear message you want to get across (e.g. writing to your bank to ask them to

send you an application form for a credit card) and you may spend more time on

formulating it. Other times the content itself may need more thinking about - for

example, thinking of interesting (and appropriate) things to tell your great aunt in a

thank you letter.

You need time. It takes time to write and people nowadays complain so much about

lack of time. It’s certainly my students’ (and my) most common excuse for not having

written something that requires a bit of effort.

You need to express yourself clearly - comprehensibly and unambiguously. You have

to be more careful when writing as opposed to speaking. In speaking you can

backtrack, correct yourself, rephrase things if your listeners look perplexed. Most

speaking takes place face to face or with somebody responding immediately. With

writing, however, there is usually no immediate feedback from the reader (although

email, chat groups etc. change this a bit). You have to bear in mind what the reader

already knows and doesn’t know about the subject.

You have to say it in the right way (tone, style). This is important if you want to make

the right impression on your reader so you may spend some time on thinking how
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best to express your ideas. Some texts may take longer than others, e.g. a covering

letter for a job application can be very time consuming. Widdowson and Davies, in

Edinburgh Course in Applied Linguistics 3, OUP 1974, made a distinction

between personal and institutional writing. Most of the writing we do nowadays is of

an institutional type:

‘Institutional writing is usually addressed to roles rather than to persons

and is usually conventionalised in the sense that there is a set of well

established conventions as to how things should be expressed. These

conventions represent partially stereotyped routines’ (Widdowson &

Davies, op cit p 179).

We may experience more difficulty with some genres than others.

You must write correctly (without grammar or spelling mistakes). This is a problem for

native speakers too!

You often have to write and rewrite. This is easier now with word processing of

course, but you all probably have an image of screwed-up pieces of paper

accumulating around the wastepaper bin as you start on the text yet again. A

surprising number of people don’t use their word processors to rewrite, perhaps

because they are not in the habit of rewriting.

It’s not something you normally do, and the lack of habit makes it more difficult. It’s

obviously easier if you’re in the habit of writing. What do you actually write in your

normal life? Make a list of what you’ve written recently. (5mins) This course is a

particular case where you have returned to having to produce quite long texts, but

writing is often not a part of most people’s lives. Most people will opt for a phone call

rather than sitting down and writing even something quite simple.

‘Lawyers, journalists, educators, businessmen and civil servants are

regular writers, and bricklayers, bus-drivers, factory workers and

electricians are not. Writing, then is the activity of the minority, the

professional people who write because their professions oblige them to

do so as an essential part of their job, and who write in conformity with

conventions which belong to their normal professional routines.’

Widdowson and Davies (op cit p 178).

1.2. Additional writing difficulties for L2 writers

Nowadays, we expect anybody with a basic education to be able to write in their L1

but few people, it would appear, actually need to become highly proficient writers of

many different types of text. However, learners of English who are following a

general English course will inevitably be asked to do writing as part of their course

and will probably be asked to write a number of different types of text or genres in

English.
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TASK 2: Student Survey about Writing (30 mins)

Find out about your learners’ attitudes to writing. Use the questionnaire in

Appendix 1 or adapt it (if you are giving it to a monolingual low level class you

may want to do it in their L1).

Based on the results, you should be able to reach some conclusions about your

learners’ attitudes towards writing and their needs. This should help inform your

teaching and we also pick up on it later in Task 5 and Task 10.

In addition to the difficulties that L1 writers experience, students writing in L2 may

have further difficulties:

Lack of motivation

Learners do not perceive writing as useful beyond the classroom.

You may have discovered otherwise from the survey of your learners. However, it

may be true that for lots of students there isn’t that much need in real life to write in

English, especially all the text types we ask them to produce. Somebody who uses

English at work may have very specific writing needs, e.g. writing or e-mailing

business associates but other students may have no need to write beyond the

classroom. I know a lot of English native speaker people who have lived in Portugal

for many years and are married to Portuguese people. They speak fluently (not

always 100 percent grammatically correctly and sometimes with distinct

pronunciation problems), but all of them cite writing as their main area of difficulty –

the simple reason being that they’ve never had to do it.

Language difficulties

Writing is more difficult than the other skills. It takes time and effort to produce

something that is well written. Even with access to grammar books, dictionaries and

so on it’s not always easy to find the correct and appropriate way to say something.

In addition to basic grammar and vocabulary difficulties, it is important in writing to

choose the appropriate way of expressing your ideas.

Writing conventions in English may be different from the students’ L1

An immediately obvious difference is in formal letters where in many languages there

are set layouts and phrases that should be used. But there is more to this. For

example, as native speakers we can pretty quickly recognise different text types from

the way they are laid out and from the language used. We have certain expectations

about how text is organised, the kind of language used and there are conventions

that writers of particular text types follow. In other words we have an awareness of

genre. Are the features of a particular genre in English the same in other languages?

The answer to this is not entirely clear although it is probable that texts are structured

differently.

If you would like to read about this, see:

Swales, J. 1990 Genre Analysis Cambridge University Press p64 to p67

Taylor, L. April 1997 Teaching writing- teaching culture ETP Issue 3
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Unfamiliarity with script

For learners whose first language uses a different script, there are added difficulties.

This tends to affect Arabic speaking students rather than other nationalities who do

not use the Roman script (e.g. Japanese, Thai or Russian). This might be because in

countries where Arabic is a first language, children are not taught the Roman script

early on and different writing conventions (right to left as opposed to left to right, the

cursive style etc) make forming the characters difficult.

If you are interested in this, read:

Ball, W. October 1986 Writing English script: an overlooked skill ELTJ 40/4

Byrne, D. 1988 Teaching Writing Skills (Longman) chapter 12

Learners may lack knowledge of the world, especially teenage writers

Some learners may not be aware of how to go about a certain task in their own

language let alone in English. For example, a letter of complaint about a holiday, or

the pros and cons of a year off between school and university may be something

entirely beyond their experience.

Lack of knowledge of genre to transfer from L1

As we have seen, few people need to be proficient writers of a variety of genres in

their own language. Thus writing an article or writing a story may be something that

learners would find difficult to do effectively in their own language let alone in a

language they are just learning.

Educational interference

In traditional classrooms in secondary schools, for example, writing may have played

quite an important role. But it was often a role of language reinforcement rather than

of training the learners in any particular writing skills. There was of course an

underlying assumption here that writing was the written down version of the oral

language practice that took place in class and there was no difference between

spoken and written language (in more text based approaches such as grammar

translation everything was based on the written language). Nowadays we are aware

that there are very distinct differences between the spoken and the written language.

Writing is dull

Compared to the ‘fun’ of oral activities, writing may be perceived as dull as well as

difficult by learners. There are ways of livening it up of course but again learners may

have negative expectations about writing. Writing is often set as homework because

it is something learners can do on their own (unlike speaking).

Lack of good writing skills in L1

Writing is a skill that is learnt and does not occur naturally like speech. Some

learners of English may be poor writers in their L1 so they don’t have any skills to

transfer.

The Distance DELTA

Unit 3 Section on 2 27

TASK 3: Classroom Research - Learners Difficulties when Writing

Either

1. As learners write their first draft of a short text, ask them to write (perhaps in

a different colour) any questions or difficulties that they have as they arise.

Or

2. Ask learners to record themselves as they do the same task, so that they say

aloud what their difficulties are as they go along.

(For an example of 2 see White, R. & Arndt, V. Process Writing Longman, page

14).

What do the main areas of difficulty appear to be from the learners’ point of

view?

2. What is involved in good writing?

The easiest thing to spot when looking at a piece of student writing are the mistakes

that jump out at you – and these tend to be grammar or spelling mistakes. But good

writing and bad writing are characterised by much more than this.

TASK 4: Talking about Good and Bad Writing (1hour)

Look at the piece of writing in Appendix 2. It was written by a student in a

Cambridge Proficiency (advanced) class and the teacher awarded it top marks.

What characterises it?

Now look at Appendix 3. There is a piece of writing here from a Cambridge FCE

(intermediate) student. What are the strengths and weaknesses?

Now listen to some teachers doing the same task. Do they identify the same

features as you?

From your thoughts and what the teachers said, what features would you identify

as characterising a good piece of writing?

Now read on:

‘...if writers know what to write in a given context, what the reader

expects the text to look like in a given context, and which parts of the

language system are relevant to the particular task in hand, and have a

command of writing skills appropriate to the task, then they have a good

chance of writing something that will be effective.’

Tribble, C. Writing page 68
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Let us look at these categories in more detail.

Effective writers need knowledge of the genre so that the text they produce

will:

Be recognisable in layout, content and language used as an example of that

genre.

Contain appropriate content according to the topic and the purpose of the text

and the intended reader.

Have a clear purpose.

Be appropriately organised in terms of content with logically developed points in

paragraphs and in the text as a whole if the genre requires this.

Be appropriately laid out according to convention (e.g. letter, report format), with

clear spacing, paragraphing.

They also need knowledge of language systems so that the text they produce

will:

Use language of a style appropriate to that genre and text type (e.g. contractions,

phrasal verbs, modals, colloquialisms in an informal letter to a friend).

Be accurate in terms of spelling, grammar, use of lexis (although errors may be

tolerated more readily in some informal text types- e.g. a note to a friend - than in

other more formal ones – e.g. a letter of application for a job.).

Make appropriate use of cohesive devices to guide the reader through the text

and avoid unnecessary repetition.

Use punctuation accurately.

Writers also need knowledge of the process of writing appropriate to this task.

This might include knowledge about planning, researching content, using reference

resources, using other texts, drafting, editing, proof reading, having a clear idea of

how polished the final product needs to be, whether the text should be hand-written

(legibly or less so) or word processed and so on. Which processes are appropriate

depend on the type of text that is being written. Obviously if you are writing an

informal note to a friend you do not need to go through such a lengthy writing

process as if you are writing a DELTA background assignment.
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TASK 5: Problems with Writing at Different Levels and among

Different Nationalities (20 mins)

You are going to join in an ideas exchange about the problems that learners

experience as writers.

On the basis of what you found out in tasks 2 and 3, and your own observations,

what do you think are your learners’ main areas of difficulty with writing? Can you

identify any general tendencies among particular nationalities or learners at

different levels? Choose two or three points which seem to be the most important

general tendencies. Suggest why this is the case.

Put these points onto the study group discussion forum. Organise your ideas

under headings and into bullet points. For example:

Portuguese learners of English tend to:

Use too many commas (instead of full stops or semicolons). This is because

the comma is used differently in Portuguese.

Have difficulties with paragraphing appropriately. Sometimes they write one

sentence paragraphs, other times they don’t use paragraphs at all. This may

be because of different conventions in Portuguese writing.

Sound too formal because they over-use Latin based vocabulary (English

words that look similar to Portuguese).

3. Approaches to teaching writing

In this section you will be considering your own approach to teaching writing

particularly in the light of the product, process and genre approaches.
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TASK 6: How do you teach writing? (30mins)

Think about two or three pieces of writing that you have set for your learners.

What stages did you go through in setting up each of the tasks?

Make notes about the type of text that you asked the learners to produce and

the stages you went through in the lesson to set it up.

You will come back to your notes later after reading about different approaches

to teaching writing.

Here is an example:

Focus: writing a letter to a newspaper editor stating an opinion

Based on Aspinall, T. and Capel, W. Advanced Masterclass CAE Oxford

University Press, Unit 10 (See Appendix 4).

Students completed questionnaire about zoos and discussed whether they think

zoos should be abolished or not.

Students completed tasks 1 and 2 from the book, in pairs. Task 3 answered as a

whole class. Then in groups of four, students discussed task 4 and wrote a first

draft of the letter.

Teacher collected in the texts, typed them up and photocopied them for the next

class. Students looked at all the texts, making corrections and changes as

appropriate. Open class discussion about good points (language, organisation

etc) from each. Using the edited texts, the teacher, and dictionaries as support,

students wrote a second draft of the letter in groups. Teacher collected the texts

in and marked them.

3.1. Historical Perspective on the Teaching of Writing

Reading and writing were the major focus in the grammar translation method.

However, it cannot be said that writing was taught as a skill in its own right. There

was a lot of writing at the sentence level, to practise particular grammar points that

had been presented. Translation of texts to and from the target language featured

heavily and précis or summary writing was used. Sometimes learners were also

asked to write compositions: these would be on a topic related to the reading texts

they had worked on and would also provide more practice of the grammar points

covered. There was no attention paid to what learners might need to write in real life,

to different types of text or to writing processes since the grammar translation method

did not look beyond the classroom context. Writing in the foreign language was a

form of intellectual exercise, rather than related to any real life need.

As speaking came to occupy a more prominent role in language teaching (direct

method, oral approach, situational language teaching, audiolingualism) writing was

relegated to fourth place in terms of skills priorities. The order that the skills were

dealt with was first listening, then speaking, followed by reading, and finally writing.

Writing was used only to provide consolidation of structures that had already been

presented and practised earlier. Writing of texts, which only happened at a late stage

in the course, was guided. Again there was no attention paid to the writing of different
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text types or to different styles of writing. Writing simply had a reinforcement role. It

was not seen as a skill in its own right.

Now, however, the situation has changed. In the 1980s writing began to gain more

importance and to be seen as a skill worth teaching in its own right. This came along

with the increasing concern with identifying learner needs and awareness of different

types of language, or in other words, with the communicative approach.

3.2. The Model Text Approach or Product Approach

The approach to teaching writing that developed in the late 70s and early 80s usually

centred on the use of a model text. The text was not usually authentic but provided a

conveniently clear model of a certain type of text. The text would be read and

attention drawn through various exercises to certain features of the text. The learners

would carry out controlled and then less controlled exercises based on some of the

language (e.g. linking devices, vocabulary used). The learners would then go on to

produce a similar text themselves, using the language they had practised.

The model text approach in teaching writing echoes that in use with the teaching of

structure at this time - presentation, practice, production- or PPP. Anita Pincas in

Teaching English Writing, Macmillan 1982, calls it familiarisation, controlled/guided

exercises, free writing. She writes:

“Any aspect of writing that is to be learned should be demonstrated in a

model of some kind. Learners need to start by becoming familiar with the

type of writing they are going to practise. Once they have achieved some

familiarity with it, they can practise the skills involved. After such

exercises they can try to produce their own piece of writing”.

Pincas, op cit page 14

She identified certain essential writing skills (Pincas, op cit, page 26)

Essential writing skills

Communication Composition Style

Communication between

people

Constructing sentences Writing in the four

major styles:narrative,

descriptive,

expository,

argumentative

Suiting a specific subject Using paragraphs Achieving the desired

degree of formality

Presenting ideas Using linking devices Creating the desired

emotive tone

If you can find it, skim read Pincas, A. Teaching English Writing 1982 Macmillan

and find out what was involved in each of the above skills.

If you have not got the book by Pincas, see Appendix 5, which summarises the main

points.
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The product approach represented a systematic approach to the teaching of writing

which was a great step forward. It remains a very popular approach to teaching

writing and is evident in many books still in use, either in its entirety or in parts of

writing exercises. It has informed later approaches but these have tended to focus on

and develop certain aspects of it further.

3.3. The Process approach

By the late 1980s a new approach to teaching writing was being talked about and this

was called process writing. This approach emphasises the creativity and

unpredictability of writing and focuses on developing the composing process of

writing, that is generating ideas, planning, drafting, editing, rewriting and so on.

‘What differentiates a process-focussed approach from a productcentred

one is that the outcome of the writing – that is the product - is not

pre-conceived. Writing in a process approach is divergent, with as many

different outcomes as there are writers ‘

White, R. & Arndt, V. Process Writing page 5

‘[The process approach] lays particular stress on a cycle of writing

activities which move learners from the generation of ideas and the

collection of data through to the publication of a finished text’.

Tribble, C. Writing page 37

If we take White and Arndt’s model as exemplifying process writing, they present it as

follows:

From White, R. & Arndt, V. Process Writing Longman 1991, page 4
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It is not a linear approach since the writer is constantly moving between stages to

revise his/her work. The basic elements of a process approach in a teaching context

are:

Pre-writing stages

This involves specifying the task, generating or collecting ideas for content through

whatever means are appropriate - brainstorming, questions, questionnaires, thinking

about the reader, making notes, using visuals, picture sequences, maps and plans,

role-play /simulation etc.

A next stage would be ‘focussing’ which refers to identifying the central idea of the

text, the viewpoint, the purpose, the reader and the appropriate form. It also involves

looking at selecting and ordering ideas.

Composing/drafting

This is where the learners start to actually write their texts. It could also, as part of a

teaching sequence, involve using examples of drafts written by the teacher, analysis

of collected authentic examples of texts or parts of texts, such as beginnings and

endings, focussing on what the reader needs to know, and the input of formulaic

expressions that can be used in different text types.

Evaluating and revising

At this stage learners are encouraged to evaluate their own and other learners’ work,

looking to see if the text conforms to expectations of this text type, whether the

writer’s purpose is clear, if the ideas are organised clearly and whether it has an

overall positive effect on the reader. The teacher may also respond to the text

focussing on these aspects, making suggestions rather than corrections. This could

be done through writing to the student or through talking to the learner

(conferencing). Other activities may focus now on language aspects, such as use of

cohesive devices, range of vocabulary, aspects of style and so on. This may include

the use of correction codes.

Editing and redrafting

The learners are required to produce subsequent edited drafts, perhaps three, taking

on board the feedback given on the initial drafts.

Publication

Ideally the finished text should be read by more people than just the teacher.

To find out more about the process approach to writing you can read:

Tribble, C. 1996 Writing Oxford University Press, Chapter 5

And skim read White, R. & Arndt, V. 1991 Process Writing Longman

3.4. The Genre Approach

You will certainly have come across the term genre as used in relation to types of

literary text. Within an ELT and linguistics context it takes on a rather broader

meaning and refers to kinds of discourse such as prayers, sermons, poems, novels,

recipes, news broadcasts and so on. (See also Discourse in Unit 3, Section 1).

“Genre is quite easily used to refer to a distinctive category of discourse

of any type, spoken or written, with or without literary aspirations.”
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Swales, J. 1990 Genre Analysis Cambridge University Press

“The principal criterial feature that turns a collection of communicative

events into a genre is some shared set of communicative purposes”.

“In addition to purpose, exemplars of a genre exhibit various patterns of

similarity in terms of structure, style, content and intended audience”.

Swales op cit p58

The main proponents of genre-based approaches so far have come from universities

and the world of EAP, and in L1 teaching in Australia. There are plenty of papers

appearing in journals and in more theoretical books. Much of what has been written

is applying or further researching issues raised in Swales’ book Genre Analysis

(English in academic and research settings), which was published in 1990.

Although there are no resource books for teachers that explicitly refer to genre based

teaching, influences are felt in mainstream ELT in the attention paid to the teaching

of different genres in, for example, exam class syllabuses. For example, all FCE

coursebooks teach a range of genres (informal letters, stories, formal letters of

application, formal letters of complaint and so on).

In terms of a genre approach to teaching writing, the emphasis is firstly on identifying

appropriate genres for the learners. The procedure followed in teaching varies

slightly but often includes the following kind of steps: exposing the learners to

examples of the genre, analysing the text (social context, purpose, text organisation

and language features). The learners then produce partial texts with support from

other learners or the teacher. The final stage is the construction of their own text.

It has some similarities to a product approach and can be viewed as an extension of

this. However, compared to the product approach, it places more emphasis on

authenticity in the texts, on the communication and style aspects of each type of text,

and most importantly, on the effect on the target reader. (Although these were a

feature of the product approach too, it was a sign of the times, perhaps, that the

‘composition’ aspects were often more emphasised in practice).

The genre approach can be viewed in a sense as a reaction against the process

approach, with its focus on the writer and the processes of creating texts. However,

in practice there may well be influences from the process approach, for example in

the drafting process.

For more information about the genre approach, read Tribble, C. Writing chapter 6.

3.5. Conclusions about different approaches to writing

You have now looked at the main three approaches to teaching writing that have

developed over the last twenty years or so. Do the next task to check your overall

understanding of each one.
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TASK 7: Identifying Approaches to Teaching Writing (10mins)

Look at these three invented descriptions of writing classes. Which lesson is

based on a product approach? Which on a process approach? Which on a genre

approach?

Lesson one:

Students are asked about their experience of applying for jobs. They are then

asked to brainstorm the kind of content in a letter of application. They do this in

groups and ideas are elicited onto the board. They are then shown a job advert

and they suggest the kind of person who might apply. In groups they then fastwrite

a draft of a letter of application for that job from what they consider to be a

potential applicant. Groups swap letters and make comments about the order of

information, the layout and the language. Each group then writes a second draft

bearing in mind the comments that have been made. After another group editing

stage the final draft is produced and then copied by the teacher. The class

decides who is the best applicant.

Lesson two:

The students read a job advert and a letter of application for that job. They fill in

a grid with information about the person applying and assess his/her suitability

for the job. They then focus on some of the expressions used and do some work

on tenses (present perfect/past simple). They then carry out a gap fill exercise

where they fill in the gaps in another letter of application for the same job. They

are then given another job advert and produce their own letter of application.

Lesson three:

The teacher asks the students about their experience of applying for jobs. The

students are then shown three authentic examples of letters of application for a

particular job. They discuss the context of these texts, considering the purpose

of writing and who the reader is. They also look at the type of language used,

looking at the ordering of information, some of the grammatical aspects,

vocabulary and expressions used perhaps using a concordancer. They would

then begin to produce their own texts for another given job advert. Finally,

working individually, they would produce their own complete letters of

application.

See Appendix 6.

The examples above are designed to differentiate the three approaches. In practice,

however, you will probably find that you use elements from each.

The product approach focuses on the text. The process approach emphasises the

steps involved in creating a written text and the genre based approach focuses on

the relationship between the text and its reader (or even society as a whole).

But there are also common themes in the different approaches. For example, while

the main focus of a product approach was on linguistic form, there was also an

awareness of communicative purpose and desired effect on the reader. Both Hedge

and White and Arndt, in their process approaches to writing, use ‘model texts’ albeit it

at a different stage in the writing process. The genre approach has much in common
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with the product approach with its reliance on model texts and analysis although

features from the process approach can easily be included at the writing stage.

Although the approaches evolved from different theories of learning and views on the

role of the learner, and often partly as a reaction against each other, they do not

need to be viewed as completely opposing. Rather they differ in their emphasis on

aspects of the writing skill and can in fact be viewed as complementary. Badger and

White propose a ‘process genre’ model of writing which, rather than seeing the three

approaches as conflicting, views them as complementary and takes the best from

each.

If you are interested, read their article:

Badgers, R. & White, G. April 2000 A process genre approach to teaching writing

ELTJ 54/2

TASK 8: Considering your own practice (20mins)

Look back at the notes you made for task 6 about how you approached some

writing tasks with your students. Can you identify elements from any of the three

approaches (product, process, genre) you have read about? If you were

preparing students for these writing tasks again, is there anything you could or

would do differently? If you can, discuss your ideas with a colleague.

Before you go on to the next section it may be useful to check on your familiarity with

certain terminology used in talking about writing and teaching writing.

4. Teaching writing sub-skills

Good writing does not usually develop naturally. Learners who are good writers in

their own language may stand a better chance of writing effectively in English

particularly in terms of the processes used in producing a text, but they may still face

problems in other areas. For example, as you have read, there may be different

conventions within a genre among different cultures. There is also the problem of

language. If we want our learners to become proficient writers then we need to

ensure that we teach writing, and specific aspects of the writing skill, not just test it.

There are many ways in which we can do this.

4.1. Identifying Sub-skills

As well as working on producing whole texts, we also need to help learners with work

on specific aspects of writing, or sub-skills. In section 2 we looked at what effective

writers need to know: knowledge of genre, knowledge of language systems, and

knowledge of the process of writing. We can break these areas of knowledge down

into writing sub-skills.
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TASK 9: Writing Sub-skills (15mins)

Look at the following list of sub-skills. Can you classify them according to whether

they relate to knowledge of genre, language systems or of writing processes?

The ability to:

Organise content in a coherent way

Use punctuation correctly, including hyphens, inverted commas etc.

Gather any information (related to content) that is needed, prior to writing

Select appropriate content for the genre

Follow established conventions in the organisation of the content

Revise and edit the text

Correct errors of content or language

Lay the text out in an appropriate way

Use appropriate grammar/vocabulary to express intended meaning

Spell correctly

Use paragraphs or other means (headings, listings etc) to clarify organisation

Make the purpose/message of the text clear

Organise content logically within paragraphs

Write in a way that is appropriate to the reader of the text, in terms of content and

style

Compose the text and write drafts as necessary

Get the intended message across

Write with a high degree of accuracy in lexis and grammar

Use appropriate language to express the message

Vary the language used to avoid repetition (unless done for effect)

Use a range of cohesive devices to link the message of the text (logical,

grammatical, lexical)

Write legibly

Produce the Roman script

Plan the writing (some types may not require this, other longer pieces of writing

may need a lot of planning)

See Appendix 7.
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4.2. Writing activities for developing sub-skills

In your reading about different approaches to teaching writing you should have

already come across some classroom activities to help learners develop these skills.

These activities will include some which focus on language systems, others on genre

and text type and others on writing processes. They will include recognition as well

as production activities. Some will be integrated into a writing lesson or they may be

linked in to other kinds of lessons (e.g. spelling activities may be used when you want

to revise a lexical set).

TASK 10: Identifying the Aim of Writing Activities (30mins)

Look at the different writing activities in Appendix 8. What aspects of the writing

skill or sub-skills do they aim to develop?

See Appendix 13 for suggested answers.

TASK 11: Brainstorming Teaching Ideas (30 mins)

Now try to think of more activities for helping learners with different aspects of

the writing skill. Think back to your own experience. You may also want to refer

to coursebooks and supplementary books (see section at the end of this one on

writing) for ideas and look at the following:

Hedge, T. Writing Oxford University Press

White, R. & Arndt, V. Process Writing Longman

Tribble, C. Writing Oxford University Press

Post your two favourite ideas (which should be different from anything already

there) under any of the following headings on the study group discussion forum

on the DELTA website.

Aim: Developing awareness of genre.

Aim: Developing knowledge of language systems.

Aim: Developing knowledge of writing processes.

5. Evaluating writing tasks

We have seen that good writing involves a lot more than just a knowledge of the

language. We said previously that it involves knowledge of genre (content and

context), and knowledge of writing processes as well as linguistic knowledge (see

section 2). It follows then that if materials are purporting to teach writing as a skill,

then the tasks in student materials need to deal with these different aspects.
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However, sometimes writing activities assume that the student already has the

necessary skills and they simply provide practice in using written English.

TASK 12: Reading (20-30mins)

Read Tribble, C. Writing, chapter 7, and answer this question:

What is the difference between ‘learning to write’ activities and ‘writing to learn’

activities?

See Appendix 9 for a suggested answer.

We will now consider how we can evaluate published materials for teaching writing.

TASK 13: Making a Checklist for Evaluating Writing Tasks (15-

20mins)

Can you devise a checklist for evaluating writing tasks? What would you expect

a good writing task to include?

See suggested answer in Appendix 10 and also Hedge Writing p 163.

In question 3 in the exam you are asked to evaluate teaching materials. It is also

something you need to do when you are selecting materials to use with your

students.

TASK 14: Evaluating Writing Tasks (40mins)

Look at the writing tasks in Appendix 11. They all require learners to produce a

text of some kind. How far do they help students learn to write that kind of text?

How might you supplement or adapt them to make them more effective for your

students?

See Appendix 12 for comments on the materials.

6. Useful books for using in the classroom

Many coursebooks nowadays deal reasonably well with teaching writing. The

following books are worth mentioning, however, as providing some useful

supplementary writing activities.
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Burbridge, N., Gray, P. Levy, S. & Rinvolucri M. 1996 Letters Oxford University

Press

Varied ideas for prompting letter writing.

Cory, H. 1996 Advanced Writing with English in Use CAE Oxford University Press

Very useful.it takes a thorough approach to the analysis of a range of genres and

provides a range of writing tasks as practice.

Cranmer, D. 1996 Motivating Advanced Learners Longman (out of print)

Not specifically a writing skills book but it has some interesting activities for raising

students’ awareness of what is involved in effective writing at an advanced level.

Emmerson, P 2004 Email English Macmillan

Not only good for emails but excellent on writing skills in general

Evans, V. 1998, New Edition 2004, Successful Writing Proficiency, Express

Publishing

Evans, V. 1998, New Edition 2004, Successful Writing Upper Intermediate,

Express Publishing

Very user-friendly work on a variety of genres suitable for FCE, CAE and Proficiency

Grellet, F. 1996 Writing for Advanced Learners of English Cambridge University

Press

Creative writing tasks

Hadfield, C. & Hadfield J. 1990 Writing Games Nelson

Does not teach writing but provides some imaginative prompts for content.

MacAndrew R. & Lawday C. 1993 Cambridge First Certificate Writing Cambridge

University Press

Covers the text types needed for the exam.

O’Dell, F. 1996 CAE Writing Skills Cambridge University Press

Covers the text types needed for the exam
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Stephens, M. 1996 Practise Writing Longman

Straightforward model text approach for intermediate level.

Stephens, M. 1992 Practise Advanced Writing Longman

Uses essentially a model text approach for more advanced learners.

Oxford Supplementary Skills series (all Oxford University Press):

Gruber, D. & Dunn, V. 1987 Writing, Elementary

Boutin, M. C., Brinand, S. & Grellet, F. 1987 Writing Intermediate

Nolasco, R. 1987 Writing Upper Intermediate

White, R. 1987 Writing Advanced

Focus on different genres and writing processes. Useful, though dense.

Longman Skills Series (some may be out of print)

Tribble, C. 1989 Word for Word (elementary)

Hopkins, A. & Tribble, C. 1989 Outlines (pre-intermediate)

Hopkins, A. 1989 Perspectives (intermediate)

Useful for lower levels, varied approaches to tasks. Easy to use.

Cambridge Skills for Fluency

Littlejohn, A. 1991 Writing 1,2

Littlejohn, A. 1993 Writing 3

Littlejohn, A. 1994 Writing 4

Imaginative ideas for process approach. I find it a bit difficult to find my way around in

these books but there are some good ideas.
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Reading

Essential Reading:

Hedge, T. 1988 Writing Oxford University Press

Raimes, A. 1983 Techniques in Teaching Writing Oxford University Press

Tribble, C. 1996 Writing Oxford University Press

White, R. & Arndt, V. 1991 Process Writing Longman

Recommended Additional Reading:

Ball, W. October 1986 Writing English Script: an overlooked skill ELTJ 40/4

Badger, R. & White, G. April 2000 A process genre approach to teaching writing

ELTJ 54/2

Byrne, D. 1979 Teaching Writing Skills Longman

Cresswell, A. July 2000 Self-monitoring in student writing: developing learner

responsibility ELTJ 54/3

Davies, G. & Widdowson, H. in Allen, J. P. B., & Pit Corder, S. (Eds) 1974

Edinburgh Course In Applied Linguistics 3 Oxford University Press

Fulcher et al July 1996 It made me think MET 5/3

Kay, H. & Dudley-Evans, T. 1998 Genre: what teachers think ELTJ 52/4

Littlewood, W. 1997 From proverbs to essays: developing students’ awareness

of rhetorical structure MET 6/1

Lonon Blanton, L. April 1987 Reshaping ESL students’ perceptions of writing

ELTJ 41/2

Mc Devitt, D. Jan 1989 How to cope with spaghetti writing ELTJ 43/1

Paltridge, B. 1996 Genre, text type and the language learning classroom ELTJ

50/3

Pincas, A. 1982 Teaching English writing Macmillan

Piper, A. April 1987 Helping learners to write: a role for the word processor ELTJ

41/2

Rinvolucri, M. April 1995 Language students as letter writers ELTJ 49/2

Swales, J. 1990 Genre Analysis Cambridge University Press

Taylor, L. October 1997 Teaching writing-teaching culture ETP Issue 3 & Issue 5

NB: See also the previous section on practical teaching ideas.
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Appendices

Appendix 1: Student Survey about Writing

Student Survey: Please circle the appropriate response

1. What is important for you in learning English? Circle the appropriate response.

Speaking English very important quite important not very important

Listening to English very important quite important not very important

Reading English very important quite important not very important

Writing in English very important quite important not very important

Learning grammar very important quite important not very important

Learning vocabulary very important quite important not very important

Other________________________________________________________

2. What kinds of texts do you write in your own language? Make a list here.

3. What do you have to write in English (in your job, in your life, or at school/college

etc.) that is, things that are not directly associated with this English course? Tick

as appropriate.

Fill in forms

Business letters

Reports

Personal letters

Emails/faxes

Essays

Other

4. What kind of texts do you have to write for your English classes?

5. When your English teacher asks you to write in English, what do you think is the

main purpose? Tick one or more.

To remember new language
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To practise grammar and vocabulary

To know how to write different kinds of texts in English that you can use in ‘real

life’

To help you pass exams

To test you on your grammar, spelling etc.

To help you express ideas clearly in writing

To help you with the writing skill even in your own language

Other____________________________________________________________

6. Which of these opinions do you agree with? Tick the ones you agree with. You

can write comments if you want to.

Writing is quite easy.

I find writing very difficult.

Being able to write in English is an important part of knowing the language.

Writing isn’t very important.

Writing is boring.

I really enjoy writing.

I can learn from my mistakes in writing.

Other_____________________________________________________________

7. What is most difficult for you about writing? Tick the ones that are difficult. Add

your own ideas if you want.

Getting ideas

Choosing the right words

Knowing what information to include

Writing neatly

Writing in the appropriate style

Finding the time to write

Organising your ideas

Spelling correctly

Using grammar correctly

Other
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Appendix 2: Talking about Good and Bad Writing
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Commentary on the Proficiency student’s writing

Task achievement, you feel you know the person description conjures up a vivid

image of this person.

Content is organised, clear purpose to each paragraph, sense of logical

development the text flows well. Effective beginning, creates interests and

sustains it throughout, hints at sad ending, well finished

A very clearly structured piece of writing

Very good range of vocabulary, appropriate literary style, good collocation

Minimal errors of any kind.

Suggests it was written by someone who reads a lot of literature in English
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Appendix 3: Talking about good and bad writing

The Distance DELTA

Unit 3 Section on 2 49

The Distance DELTA

Unit 3 Section on 2 50

Commentary on the FCE Student’s writing:

Some knowledge of the genre, overall purpose is clear.

Formulaic phrases applied but content is not fleshed out.

Some awareness of appropriate organisation but purpose of each paragraph

could be made more explicit.

Too few linking devices.

Spelling and grammatical problems.

Does not sound natural (lack of appropriate collocations).

Writer does not seem very aware of reader requirements, evidence of immaturity.

Legible.

Grammatical problems e.g. word order in indirect questions etc.
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Appendix 4: How do you teach Writing?
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From Aspinall, T. And Capel, A. Advanced Masterclass CAE OUP

Unit 10 Pages 128, 129
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Appendix 5: Pincas’s Essential Writing Skills

(Based on Pincas, A. 1982 Teaching English Writing Macmillan

Communication between people Teacher selects and demonstrates

relevant varieties of English

Helps identify specific communicative

function of the text

Helps identify reader

Suiting a specific subject Teacher tries to find a life-like

communicative aim for a piece of

writing on the given topic

Presenting ideas Teacher should raise awareness of

the need for clear presentation of

ideas. Some of the major logical

functions that a writer needs to

express are:

Description of features:

Definition, classification, description

Description and/or explanation of a

process

Sequence of Events

Cause-effect or Effect-cause

Reasons for activities or states of

affairs

Similarities

Contrasts

Generalisations and related facts

Hypotheses and Arguments for them

For and against

Constructing sentences Show students how sentences are

used in text, give practice in using

them in controlled and less controlled

exercises, then students will use them

in free writing

Using paragraphs Teach students to, arrange ideas

logically, use appropriate openings

and closings for paragraphs use
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and closings for paragraphs, use

appropriate linking devices

Using linking devices (cohesion) Teach ways of establishing links

between sentences and paragraphs

Reference, conjunction, substitution,

lexical relationships, patterning

Writing in the four major styles:

narrative, description, exposition,

argument

The students need to see examples

of the way styles of writing are

structured and to practise them

Achieving the desired degree of

formality

Students need to learn features of

formal and informal writing

(vocabulary, structures etc)

Creating the desired emotive tone i.e. the effect that the writer wants to

have on the reader and the

impression he/she wishes to create

Teacher needs to demonstrate

examples and create contexts to

provide practice

Appendix 6: Identifying Approaches to Teaching Writing

Lesson one is based on a process approach

Lesson two is based on a product approach

Lesson three is based on a genre approach

Appendix 7: Writing Subskills

Subskills related to knowledge of genre:

Organise content in a coherent way

Select appropriate content for the genre

Follow established conventions in the organisation of the content

Use paragraphs or other means (headings, listings etc.) to clarify organisation

Make the purpose/message of the text clear

Lay the text out in an appropriate way

Organise content logically within paragraphs

Write in a way that is appropriate to the reader of the text, in terms of content and

style
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Sub-skills related to knowledge of language systems:

Use punctuation correctly, including hyphens, inverted commas etc. Use

appropriate grammar/vocabulary to express intended meaning

Get the intended message across

Write with a high degree of accuracy in lexis and grammar

Spell correctly

Use appropriate language to express the message

Vary the language used to avoid repetition (unless done for effect)

Use a range of cohesive devices to link the message of the text (logical,

grammatical, lexical)

Write legibly

Produce the Roman script

Subskills related to knowledge of writing processes:

Plan the writing (some types may not require this, other longer pieces of writing

may need a lot of planning)

Gather any information (related to content) that is needed, prior to writing

Compose the text and write drafts as necessary

Revise and edit the text

Correct errors of content or language
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Appendix 8: Identifying the aim of writing activities
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From Soars, L. & Soars, J. 2000 Headway Elementary Workbook Oxford University

Press p75
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From Doff, A & Jones, C. Language in Use intermediate Cambridge University

Press p18
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Greenall, S. Reward Upper Intermediate Heinemann p53
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Littlejohn, A. Writing 3 Cambridge University Press p20-1
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Appendix 9: Reading

‘If a task provides little or no means for students to extend their

knowledge of appropriate content, to investigate and learn about the

context, to enhance their understanding of the language system or to

become more skilled as writers, even though they have to write in order

to complete the task, it is more likely to be one that is using writing to

learn the language.’

Tribble, C. Writing page 68

In other words, writing to learn means that the task requires students to write but the

task does not develop the skill of writing in any overt way.

Learning to write means that the writing task develops in some way their knowledge

of genre (understanding content and the reader-writer relationship), their knowledge

of the kind of language used in the task and appropriate writing processes for this

kind of task. The students are helped in the process of learning to write.

Appendix 10: Making a Checklist for Evaluating Writing Tasks

Your checklist may include the following points and others:

The task is relevant to your students’ needs.

The task is motivating.

The text has a clear communicative purpose.

The text exemplifies a particular genre.

Students are provided with opportunities to generate ideas.

Students are provided with models or guidelines about how the text should be.

Language support is available.

The instructions for the task are clear.

Students are given ideas on how to proceed with the task.

Students are given opportunities to revise and edit their work.

There is a clear teaching/ learning aim.

Students have the possibility of personal input into the task.

The methodology is motivating (variety of stages, interaction, materials etc.).
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Appendix 11: Evaluating Writing Tasks (texts)

From Cunningham, S. & Moor P. 1998 Cutting Edge Intermediate Longman p87
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From: Soars, J. & L. 2000 New Headway Elementary Workbook, OUP, p75
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From Prodromou, L. 1998 First Certificate Star Heinemann p57
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Appendix 12: Evaluating Writing Tasks (suggested comments)

1. Writing thank you letters from Cunningham, S and Moor P.1998 Cutting Edge

intermediate Longman Page 87.

Relevance of task: the task deals with different types/styles of thank you letters and

notes, both formal and informal and different situations. The students can choose

which type they want to actually write so they are able to choose one that is most

relevant to their own needs. There is a clear communicative purpose and the texts do

exemplify particular genres. There is room for personal input into the task. One task

requires learners to examine the content of a model text, a second task requires

them to match types of thank you note/letter to extracts.

There is little in the way of language support in terms of producing language of the

appropriate style to complete the letter/note. Learners are expected to already know

appropriate endings for informal/formal letters, for example. No guidance is given

here on the process of writing. (The teacher could easily do this by getting students

to write a letter, get a classmate to check it etc.).

2. Once Upon a Time- a fairy story from Soars, L. & Soars, J. 2000 Headway

Elementary Workbook Oxford University Press page 75 (page 71 old edition).

The text given here, the Princess and the Frog, exemplifies a specific genre - fairy

stories. The students are required to produce another fairy story. The students are

provided with a model. They are provided with the fixed opening and closing phrase

for their story.

The initial gapfill task focuses on lexis and grammar (learners have to choose the

correct word in terms of meaning and form). They are told to use these kinds of

words in their own stories. There is no help given with the process of writing (i.e.

brainstorming ideas, for example, reminding each other of fairy stories, drafting,

editing etc.) although this could be introduced by the teacher and the students could

also be asked to write in pairs. Fairy stories generally have very typical characters,

locations etc. although there is no work given here on this. Again, the teacher could

introduce a task of brainstorming locations, characters, events etc. typical of the

genre (with reference to the names of characters in the stories the students know

and want to write about).

The relevance of the task to adult learners is questionable- it is an unlikely real life

task but, on the other hand, even adults enjoy stories, and they do have a kind of

eternal significance. I would enjoy this task! (but maybe not all adults would).The

main aim though seems to be language practice i.e. writing to learn rather than

learning to write.

3. Writing Exam Practice: Opinion composition from Prodromou, L. 1998 First

Certificate Star Heinemann Page 57

The task has definite relevance to students doing the First Certificate exam, and is a

typical writing activity in language classes although it is doubtful whether this kind of

writing task has much relevance beyond the classroom. There is room for personal

investment since students can write about their own opinions. A model text is

provided. Guidance is given on organising the piece of writing and the students are

also given some expressions or sentence heads to use.
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The approach is not terribly motivating. There is one task where the students have to

divide the model text into paragraphs. Otherwise everything is ‘given’. The teacher

could exploit the model text more, and get the students to pick out useful sentence

heads from this, then brainstorm further expressions. The guidelines remind the

students to plan and to check for errors. Other than this, there is no guidance for the

writing process. The teacher could introduce this however by getting students to

brainstorm ideas for content, by introducing fast writing, writing in pairs etc. The

students may also get stuck on finding the lexis they need for the task since they are

required to write about a completely different topic (protecting the environment) from

that in the model.

Appendix 13: Key to Identifying the Aim of Writing Activities

Text 1. Language systems

The focus is on conjunctions which are used to link ideas in a text.

Text 2. Genre

The focus is on the layout and language features of a job application letter.

Text 3. Language systems

The focus is on practising the past simple passive, used in the genre of news

reporting. No overt attention is drawn to the features of the genre.

Text 4. Language systems

Making sentences using conditional type sentences.

Text 5. Writing processes

A previous activity focuses on the genre of haiku. This activity helps the students

through the process of composing one of their own.
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Listening

Summary

In this section on listening, after a brief consideration of the importance of listening

for learners of English, we will be thinking about what we, and our learners, listen to,

our purpose in listening and how that affects the way in which we listen. We will then

be looking at what exactly is involved in the complex skill of listening and

understanding and consider what is meant by top down and bottom up processing.

We will go on to considering problems that learners may experience when listening to

spoken English. We will then be looking at some current issues related to listening:

the different aims of ‘doing listening’ (language input or skills development), whether

we learn to listen by listening, the difference between testing and teaching listening,

whether and how listening can be taught in a systematic way. Finally you will

consider the value of authentic and graded materials, and other sources of listening

material.

Objectives

By the end of this section, you should be able to:

Identify difficulties that your learners experience in understanding spoken text.

Be aware of what skills are involved in listening to and comprehending different

types of spoken discourse.

Be aware of different approaches to teaching listening.

Evaluate the effectiveness of the listening materials and tasks in your learners’

coursebooks and other published materials.

Select or create appropriate listening materials for your learners and design

appropriate listening tasks.

Plan how to develop your learners’ listening skills and include listening activities

as a coherent part of your syllabus and lessons.

Be aware of and be able to state the aims of different types of listening activities.

The Distance DELTA

Unit 3 Section on 3 68

Contents

1. The Importance of Listening

2. Different Kinds of Listening

2.1. Texts

2.2. Listening Purpose

2.3. Listening Style

2.4. The Language Learner and Listening

3. What’s involved in listening and understanding?

3.1. Schematic Knowledge

3.2. Knowledge of Context

3.3. Knowledge of the Language

3.4. Top-down and Bottom-up Processing

3.5. Putting it all Together

4. Learners’ Difficulties in Listening

4.1. The Speaker

4.2. The Text

4.3. The Listener

5. Current Issues

5.1. Listening for Language and Listening for Skills Development

5.2. Learning to Listen by Listening

5.3. Testing and Teaching

5.4. Teaching Listening in a Systematic Way

5.5. Listening Tasks and Aims

5.6. Different Types of Listening Material

6. Conclusion

Reading

Appendices

The Distance DELTA

Unit 3 Section on 3 69

1. The Importance of Listening

TASK 1: Thinking about Listening (25mins)

Listening is one of the four skills, and along with reading, considered a ‘receptive

skill’. How important is it?

Consider these statements. Make notes on the implications of each.

‘Research has demonstrated that adults spend 40 – 50% of communication time

listening, 25 – 30% speaking, 11-16% reading, and about 9% writing’.

(Rivers in Gilman and Moody 1984:331, quoted in Vandergrift, L. Facilitating

second language listening comprehension: acquiring successful strategies,

ELTJ 53/3 July 1999).

‘Probably most classroom activities, whatever their ostensible purpose, rely to a

greater or lesser extent on the learners’ listening faculties’.

(Bowen, T. & Marks, J. Inside Teaching chapter 9 p128)

‘Many students whose general abilities in English are quite good – or so they

thought - report a traumatic period after their first arrival in an English-speaking

country. For quite some time - days, weeks or months, depending on the studentthey

can understand little or nothing of what is said to them’.

(Rixon, S. Developing Listening Skills p36)

‘Spoken language has many characteristics that are different from those of written

language. The characteristics of spoken language enable us to use language

effectively in live interaction. It is easier to listen to spoken language than it is to

listen to written language’.

(Rost, M. Introducing Listening p51)

Now read what Rost says about the importance of listening:

‘It is now widely accepted that listening plays an important role in L2 instruction

for several reasons:

Listening is vital in the language classroom because it provides input for the

learner. Without understandable input at the right level, any learning simply

cannot begin.

Spoken language provides a means of interaction for the learner. Since

learners must interact to achieve understanding, access to speakers of the

language is essential. Moreover, learners’ failure to understand the language

they hear is an impetus, not an obstacle, to interaction and learning.

Authentic spoken language presents a challenge for the learner to attempt to

understand language as it is actually used by native speakers.

Listening exercises provide teachers with a means for drawing learners’

attention to new forms (vocabulary, grammar, interaction patterns) in the

language.

In addition to creating the right conditions for language development, listening
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can also provide enjoyment and stimulate cultural interests, participation in

the target culture (via movies, radio, TV, songs, plays), appreciation of the

beauty of the language (figures of speech, sayings, colloquial expressions)

and fulfilment of social needs (development of relationships, confidence,

gathering information for every day survival needs)’.

(Rost, M. Introducing Listening chapter 10 section 3.2)

Do you agree with the points he makes? Do you think any are more important

than the others? Would you add anything? (It may help to think about a particular

group of students when you answer these questions).

2. Different kinds of listening

We do a lot of listening in our daily lives and you probably listen to at least some of

the following:

Chat with family/colleagues/acquaintances/good friends/strangers

Phone calls with friends/family/business contacts

Overheard chat (on the bus, in the staffroom, in the supermarket)

Radio (programmes of interest, background, DJ talk, songs)

TV (news, soap, adverts, film, comedy, documentary etc.)

Students talking (if you’re a teacher)

Can you add to this?

There are various ways in which these listening situations vary; we can differentiate

between different types of text, different listening purposes and different styles of

listening.

2.1. Texts

We can distinguish between different types of text (spoken or written) through genre.

Genre refers to the type of text, that is, prayer, lecture, chat, play, recipe and so on. A

particular genre may be identified from the way the text is organised, the lexis, the

grammar, the style and register and, in the case of spoken texts, probably different

phonology. For example, chat between friends may be characterised by less ‘careful’

enunciation than a formal lecture.

2.2. Listening purpose: Interactional versus Transactional

Listeners have different purposes in different situations and these different purposes

affect how we listen. Interactional uses of language are those in which the primary

purposes are social. In other words, the aim is to show interest in the other person,

and follow norms of social behaviour; it has to do with building or maintaining social

relationships. It would include things like greetings, small talk, party chat, and so on.

Although some information may be relayed in the process, this is not the main

purpose of it (‘How are you? Oh not so bad. And how’s Ben? Well you know, his leg’s

playing up again, it’s the weather you know. Oh yes, dreadful recently. That’s right’).
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As Brown and Yule point out, ‘Most conversations are appallingly boring’! (Brown, G.

& Yule, G. Teaching the Spoken Language p82)

Transactional uses are those in which language is being used primarily for

communicating information. In other words, there is a clear purpose in the

information exchange. Transactional exchanges are message-oriented rather than

listener-oriented thus the information needs to be got across accurately, clearly and

coherently. Usually the listener needs the information in order to do something with it.

The two categories, interactional and transactional, are not exclusive. In the middle of

interactional chat, we may home in on some particularly interesting bit of information

and decide to do something on the basis of it; thus it takes on a more transactional

nature.

2.3. Listening style: Interactive versus Non- Interactive

Interactive listening is, typically, listening in conversations where the listener is also a

speaker. Other interactive situations include interviews, exchanges in shops,

telephone calls and so on.

Non-interactive listening is where the listener does not have the opportunity to speak.

Thus watching television, listening to the radio, listening to announcements at the

station, or listening to a lecture are examples.

TASK 2: Types of Listening (10mins)

Now think about the listening that you do during a typical day. (Use the list above

in 2 to help you.) Can you classify the different kinds of texts according to the

categories in 2.1, 2.2 and 2.3?

Which type of listening are you mainly involved in?

See Appendix 1 for suggested classifications.

2.4. The language Learner and Listening

Now we will consider listening from the point of view of the language learner since

what they need to listen to or do listen to in English may be quite different from

ourselves. If your students are living in an English speaking country then their

potential exposure to a wide variety of text types, text styles, and text registers will

usually be much greater than those who are not.
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TASK 3: Classroom Research (30 mins)

Devise a questionnaire to find out about what your students listen to or will need

to listen to in English ‘in real life’.

Include questions that will give you information about:

Genre: i.e. what kinds of texts do they listen to?

Speakers (non native v native speakers): who are the speakers?

Purpose: why are they engaging in listening? Interactional or transactional?

Style: interactive or non-interactive

What they find easy/difficult about listening

Why they think they do listening in class

When you have the results of your questionnaire, consider the implications for

the teaching of listening.

How does what your learners have reported relate to what you normally do in

the classroom? Think back to the last four lessons you have done with this

class. Make a list of the listening that your learners have engaged in (remember

this may be listening to you or to the other students as well as the more formal

listening lesson). How does it match up with their perceived needs? Make a

note of any changes you think are necessary in your teaching of listening as a

result of your findings.

Report three key facts from your findings on the DELTA Discussion Forum.

3. What’s involved in listening and understanding?

Listening and comprehending is a highly complex process, which is often wrongly

assumed to be passive. Because the process is transient and everything has to

happen so quickly, it is also quite difficult to analyse and explain. You may already

have some ideas about some of the factors involved from considering student

difficulties and, of course, from your experience as a listener and your work with your

students.
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TASK 4: Reading about the Listening Process (45 mins)

Comprehension of spoken text involves a complex interplay of what the listener

brings with him, the situation, and the actual message.

Read as many of the following excerpts as you can to find out more about how these

factors play a part in the process of listening and understanding.

Richards, J. C. The Language Teaching Matrix chapter 3 pp 50 - 58

Bowen T. & Marks J. Inside Teaching chapter 9, pages pp129 - 134

Anderson, A. & Lynch T. Listening chapter 1 pp 1 - 15

Brown, G. And Yule, G. Teaching the Spoken Language chapter 3, p 54 - 80

Rost, M. Introducing Listening chapters 2 - 6

Anderson and Lynch summarise it as follows:

Based on your reading, make some notes about how each of the elements above

may contribute to the overall comprehension process.

Then read the following section and compare your ideas.

Background or schematic knowledge

Factual knowledge

Socio-cultural knowledge

Procedural knowledge

How language is used in discourse

Knowledge of situation

Physical setting, participants, context

Knowledge of co-text

What has been/will be said

Knowledge of the language system

Semantic systemic

Syntactic Phonological
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3.1. Schematic Knowledge

This refers to knowledge that the listener already has about the ‘world’ and about

certain types of text.

‘Listeners are able to predict and interpret language by analogy with past

similar experiences. In other words they have a range of stereotyped

expectations of particular people, places, situations and text types’.

Sheerin, S. Listening Comprehension: teaching or testing? ELTJ

41/2 April 1987 p126

For example, if you turn on the TV at 10.00pm and see a man in a suit sitting behind

a desk talking; you immediately recognise it as the news. You therefore expect

certain topics to come up, you expect to hear a lot of ‘negative’ things, you expect

what you hear to be new events or developments, you expect some live coverage

from other reporters, and so on. You probably know who many of the famous people

referred to are, so your background knowledge, assumptions and associations about

them will be activated here too. You also expect the stories to be told in a certain

way: first a new development, then more detail since that is how the genre ‘news

story’ works.

In other words, the background knowledge you already have enables you to predict

certain things, and interpret and infer certain things when you begin to listen.

3.2. Knowledge of Context

The listener also has information from the context in which the listening takes place.

To take a different example, if your Director of Studies calls you in to her office, tells

you to sit down and has a copy of the school timetable in front of her, there are

elements within this context that suggest she is going to talk about your teaching

timetable. Her body language and facial expression may give you clues as to

whether you will like what you’re going to hear or not. You may also recall a previous

conversation or message sent out about timetable changes being necessary and

conversations with colleagues in which you guessed what these might be.

Thus certain elements specific to this particular situation (rather than more general

schema related to ‘Directors of Studies talking to teachers’) will enable you to

immediately predict what the topic is, and even make more specific predictions about

the exact content of the message.

3.3. Knowledge of the Language

This relates to grammar, lexis and sounds. In order to make sense of what we hear,

we need to be able to recognise sounds, discriminate between sounds (know the

difference between girl and gull), not be put off by features of connected speech

(elision, assimilation, weak forms etc) or different accents, and to be able to identify

(and interpret) stress and intonation patterns. Stress and intonation may highlight

important points such as the speaker’s attitude and also may indicate within

interaction when the speaker has finished or expects the listener to say something.

We also need to recognise words and lexical phrases and know what they mean. We

need to recognise if the language being used is appropriate to the genre; if it isn’t, we

may realise for example that the speaker is being humorous. We need to recognise

discourse markers and see how one bit of the message relates to another. We need

to recognise grammar in order to understand how the words fit together, the time

being talked about, whether the speaker is speaking hypothetically, and so on.
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3.4. Top-down and Bottom-up Processing

The types of knowledge we have considered above relate to how we process, or

comprehend text. Although we have identified three types of knowledge according to

Anderson and Lynch’s categories, we can also view listening comprehension as

involving two distinct processes: bottom up processing and top-down processing.

TASK 5: Bottom Up or Top Down? (5mins)

Fill in the gaps

1) processing refers to the use of incoming data as a

source of information about the meaning of a message. From this perspective, the

process of comprehension begins with the message received, which is analysed at

successive levels of organisation - sounds, words, clauses and sentences – until

the intended meaning is arrived at. Comprehension is thus viewed as a process of

decoding‘.

‘The listener’s lexical and grammatical competence in a language provides the

basis for processing’.

(Richards, J. C. The Language Teaching Matrix p50 and 51)

(See Rost chapters 2, 3, 4)

2) processing, on the other hand, refers to the use of

background knowledge in understanding the meaning of a message. Background

knowledge may take several forms. It may be previous knowledge about the topic

of discourse, it may be situational or contextual knowledge, or it may be

knowledge stored in long-term memory in the form of schemata and scripts – plans

about the overall structure of events and the relationships between them’.

(Richards, J. C. op cit p51)

See Appendix 2 to check your answer.

3.5. Putting it all Together

Are any of these kinds of knowledge more important than the others in the listening

process?

A sensible answer to this question would be this: they are all important elements but

depending on the listener and his/her purpose, some may become more important

than others in certain listening situations. It may be that ‘bad listeners’ (they exist!)

often rely on schematic knowledge too much and don’t actually listen to the content

of what is being said!

In certain listening situations we may need the ‘details’, the recognition of lots of

individual words, whereas in other situations we may be happy with a very general

idea of what’s being said (forming our own interpretation based on previous

knowledge).

It is likely, of course, that in real life we move between the two and make more or

less use of them even within the same ‘piece of listening’.
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‘In general, listening can be regarded not so much as a question of

perception and processing of a signal, but rather as a process of parallel

construction on the part of the listener: construction of a coherent

interpretation which is consistent as far as possible with the acoustic

clues and the listener’s mental image’.

Bowen and Marks Inside Teaching p 131

The role played by the ‘acoustic clues’ and the ‘listener’s mental image’ may then

vary, according to the listener as well as the situation.

‘Listening is anything but a passive activity. It is a complex, active

process in which the listener must discriminate between sounds,

understand vocabulary, and grammatical structures, interpret stress and

intonation, retain what was gathered in all of the above, and interpret it

within the immediate as well as the larger socio-cultural context of the

utterance. Co-ordinating all of this involves a great deal of mental activity

on the part of the listener. Listening is hard work and deserves more

analysis and support’.

Vandergrift, L. Facilitating second language listening

comprehension: acquiring successful strategies (ELTJ 53/3 July

1999

TASK 6: Types of Listening Activities (10mins)

Consider the following tasks which relate to a listening activity in class. Do they

encourage top-down processing or bottom-up processing?

1) Ask students to guess content of a dialogue from accompanying picture

2) Listen to a dialogue and guess where the speakers are

3) Raise your hand when you hear words with the sound / /

4) Predict which of these topics will be covered in this TV documentary

5) Listen to and watch a video and assess the speaker’s attitude

6) Listen and fill in the gaps

7) Listen and repeat

8) Dictation of a text

See Appendix 3 for suggested answers.
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4. Learners difficulties in listening

TASK 7: Difficulties with Listening (25mins)

Listening is a crucial skill, but one which some learners find difficult. Why is this?

You probably have some good ideas already on this from your reading but for this

task think about your own experience as a listener in a foreign language. You may

like to think about difficulties in different categories - those to do with the speaker,

the text, the situation and the listener.

Use these imagined situations to help you.

Listening to two English computer programmers talking at work (you’re not an

expert).

Phoning a plumber in Spain because your bathtub is leaking (you did

beginners Spanish at evening class in Britain).

Listening to a four way informal conversation between friends in a bar in Italy

(you have GCSE Italian).

Watching the news on TV in Chinese (you’ve started to learn Chinese in

China).

In an art gallery in Holland listening to a lecture with slides on a topic you know

a lot about (you’ve had no formal tuition in Dutch).

Compare your ideas with those following.

There is some overlap here within the categories but some of the factors that you

may have identified are:

4.1. The Speaker

Low volume, poor voice quality, monotonous, speed of delivery too fast

Uses unfamiliar language

Doesn’t organise discourse coherently

Lack of appreciation of listener’s difficulties

The situation

Background noise

No or few visual/environmental clues to aid comprehension

4.2. The text

Unfamiliar topic

Unfamiliar language (lexis, phonological patterns etc.)
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4.3. The listener

Lack of knowledge of the topic

Failure to exploit visual or environmental clues

Unrealistic expectations

Lack of concentration or interest

Lack of familiarity with the language and phonological features

If you would like to read more about these problems, see Appendix 4.

TASK 8: Your Learners’ Problems (30mins)

What particular problems (either from the list above or others) have you noted

with your students? How do you account for this? Is listening more difficult than

reading for your students? Why?

Post your comments on the Discussion Forum on the DELTA website. State

clearly the mother tongue of the students concerned. Write an absolute

maximum of 200 words.

5. Current issues

If you are interested in reading about the role of listening in ELT from a historical

perspective, see Appendix 5.

Listening nowadays plays an important role alongside the other skills in ELT.

Although it is not perhaps one of the most ‘in’ issues currently (it is not written about

much) there are certain areas that you need to be aware of, in some cases because

they are somewhat controversial. Before reading on, consider these issues and your

reaction to them. Some relate to the aims of listening lessons, some the procedures

we use and some the materials.
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TASK 9: Thinking about your Teaching of Listening (25mins)

Make notes about your own views on the following questions:

Why do you do listening in the classroom? Is it for teaching and practising

language or for teaching and developing listening skills?

Do you believe we learn to listen by listening?

What’s the difference between testing and teaching listening skills?

Can we teach listening in a systematic way?

What kind of listening tasks do you use? What are the aims?

Do you think you should use authentic materials?

Do you think you should use graded materials?

What sources of listening material are available to you?

Now read on:

5.1. Listening for Language and Listening for Skills Development

Listening is commonly used in the classroom for two different reasons: one as a

vehicle for focussing on language and the other as a means of developing learners’

listening skills. Often the two may be combined.

TASK 10: Identifying Current Practice (30mins)

Look at the excerpts of listening material in Appendix 6:

New Headway Upper Intermediate, Unit 7, page 75 Listening T 7.5

Cutting Edge Intermediate, Module 5, Listening: Working in something different

Pre-Intermediate Choice, Unit 12, page 73, Listening

What differences in procedures are there? What differences in aims?

What do you normally do listening for? Do your students have the same goal?

(Refer back to the questionnaire. Next time you do a listening for skills

development you could also ask the students what they perceive as the aim of

the activity).

See Appendix 6 for comments about the materials.

5.2. Learning to listen by listening

A holistic approach to developing listening skills is to make sure that learners do

plenty of listening. Practice makes perfect.
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‘Practice is the most important thing. The more listening the better, and

the sub skills will take care of themselves as they become atomised’.

Ridgway T. Listening Strategies- I beg your pardon? ELTJ 54/2 April

2000

TASK 11: Your Opinion (10mins)

How can you maximise listening opportunities for your students? Do you agree

with Ridgway? Why (not)?

Listening comprehension activities can be incorporated into class activities on a

regular basis. By using English as the medium of communication in the classroom

the amount of exposure time to the spoken language can be vastly increased.

Speaking activities also incorporate listening and thus the learners listen to each

other as well as the teacher.

Outside the class, or in self access slots, learners can be encouraged to listen to

English through songs, graded readers with accompanying tapes, cable TV, films,

the Internet, tape pen pals, and so on.

One benefit of doing a lot of listening and maybe particularly doing it out of the

classroom (or on a self-access basis) is that it may help reduce inhibitions and fear.

Learners can feel very put on the spot in the classroom with the teacher controlling

how many times they are going to hear something and asking them to feedback their

answers to the whole class.

Ridgway’s view, as quoted above, is repudiated by Field.

’A listener who has difficulties in identifying words in connected speech

has no key at all to unlock the text, no matter how stimulating its content.

Offering this listener more listening passages will simply add to their

sense of failure. Hence the case for a remedial approach where we

determine which subskills are giving rise to problems of understanding

then devise micro exercises to practise them’.

Field, J. Not waving but drowning- a reply to Tony Ridgway ELTJ

54/2 April 2000

It should be noted that if students are working on their own doing listening, we do not

have insight into what they are actually doing, By doing it they may be actually

working on subskills. For example, a student reading a book and listening to a tape of

it may be matching the two and raising his/her awareness of certain pronunciation

features.

5.3. Testing and teaching

A typical procedure nowadays for dealing with a listening text is as follows:

Create interest

Pre-teach a few key items of vocabulary

Preset a gist task
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Students listen and do task followed by feedback

Preset a more intensive task

Students listen and do task

Maybe a third listening if students found it difficult or disagreed in their answers

Feedback, confirmation of correct answers

Move onto another activity (e.g. language focus, or another skills activity)

TASK 12: Evaluating a Typical Listening Procedure (20mins)

What do you see as the aims of the above?

Can you identify any problems?

This approach has drawn criticism.

Sheerin in Listening Comprehension: teaching or testing? ELTJ 41/2 April 1987

advocates various procedures to help teach listening: adequate preparation,

adequate support, and appropriate listening tasks together with positive feedback,

error analysis and remedial action.

She then writes:

‘Many of the points discussed above are already widely appreciated:

many published listening courses exemplify some or all of these

features. However, there is still woefully little attention paid to what

happens when the whole process goes awry and the learner fails to

understand‘.

That is, she says that the stages in which mistakes or misunderstandings are

analysed/rectified, or where remedial action is taken are largely ignored.

John Field writes:

‘The methodology profiled above provides practice in listening but fails to

teach the skill. A conventional listening comprehension lesson simply

adds yet another text to the learners’ experience; it does little or nothing

to improve the effectiveness of their listening or to address their

shortcomings as listeners’.

Field, J. Skills and strategies: Towards a New Methodology for

Listening ELTJ 52/2 April 1998

White, in Listening also lists a number of objections to the ‘standard’ approach:

Not much time is spent on actually listening to the tape.

Not much time is spent on analysing what went wrong.

The teacher takes on the sole responsibility for building up an understanding of

the listening text on the part of the students.
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It assumes that there is only one way of listening to something.

Classroom listening very often puts students in the position of passive overhearers.

The tasks do not stress the links between listening and speaking.

We often expect 100% comprehension.

TASK 13: Reading (15 – 20 mins)

Read

Sheerin, S. Listening Comprehension: teaching or testing? ELTJ 41/2 April

1987

Field, J. The Changing Face of Listening ETP Issue 6 Jan 1998

White, G. Listening Oxford University Press 1998

What ideas do you have now for teaching rather than testing listening? Compare

your ideas with those in Appendix 7.
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TASK 14: Finding Solutions to Problems (20mins)

The following problems arise in your class. What ‘remedial action’ might you decide

to take?

Students miss the main point because they didn’t pick out key lexical items.

In a roleplay one of the speakers falls silent as a result of not understanding

what their partner said.

Confusion arises over a misunderstood word (can/can’t) in a dialogue.

Students fail to recognise the speaker’s attitude through intonation.

Students get the wrong end of the stick because of misunderstanding a cultural

reference.

Difficulties in understanding the news on the radio.

Not recognising links between different parts of what is said.

Students say they can’t understand a word of a short conversation because it’s

too fast.

See Appendix 8 for suggested answers.

5.4. Teaching Listening in a Systematic Way

From analysis of the different elements involved in effective listening, and the

problems that arise, many writers have attempted to draw up lists of subskills or

micro-skills. Obviously some of these relate to top down processing (schematic and

contextual knowledge) and others relate to bottom up skills (systemic knowledge).

In Appendix 10 you will find two examples of such lists. The first is from Richards on

listening comprehension in The Context of Language Teaching. The second is

from Bowen and Marks, chapter 9 in Inside teaching. (See also White’s list in

Listening pages 8 & 9).

Field in his article Skills and strategies: Towards a New Methodology for

Listening, points out that Richards’ list is ‘extremely diverse’ and suggests that three

separate areas could be targeted: ‘types of listening (for gist, for information etc.),

discourse features (reference, markers etc.) and techniques (predicting, anticipating,

recognising intonational cues etc.).

Coursebooks nowadays include listening practice, but as you have seen, various

writers (including Richards, White, Field and Sheerin) have claimed that we tend to

test not teach and that there is little in the way of systematic development of listening

skills in published materials.

What would a systematic approach consist of?

Field identifies two possibilities in Not waving but drowning a reply to Tony

Ridgway.

A skills-based approach to listening, consisting of either teaching the subskills of

listening as part of a structured programme of micro-listening exercises or
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determining how and why understanding breaks down, then providing remedial

practice in the subskills involved.

A strategic approach based upon the recognition that much second-language

listening is dependent upon the learner’s ability to compensate for gaps in

understanding.

What kinds of things could be considered skills? And strategies?

Skills relate to the text itself and what you do (top down and bottom up) in order to

understand it.

Strategies relate to the listener and are:

‘Efforts to compensate for uncertainties in understanding, and could

include making inferences, realising where misunderstandings have

occurred, and asking for clarification. Students should need these

strategies less and less as they get more familiar with the language and

more competent at listening skills...’

White, G. 1998 Listening Oxford University Press

Note that the terms ‘skills’ and ‘strategies’ are sometimes used interchangeably and

certain American writers (Vandergrift and Richards, for example) seem to use one or

the other to refer to the same thing.

TASK 15: Reading (45 mins)

Read one or more of the following on how listening can be taught.

Field J. Finding one’s way in the fog: listening strategies and second

language learners MET 9/1 2000

Field, J. Skills and Strategies: towards a new methodology for listening ELTJ

52/2 April 1998

Richards, J. C. Designing instructional materials for teaching listening

comprehension in The Language Teaching Matrix Cambridge University Press

chapter 3 pages 59-66

This is a controversial issue because some writers have felt that there are difficulties

in knowing what skills or strategies are employed in listening (it happens so quickly)

and there is disagreement over what skills and strategies exist. Furthermore, even if

you can identify ‘micro-skills’, teaching and practising individual skills in this manner

(building block approach) does not necessarily enable learners to put them into

operation along with other ones.
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TASK 16: Evaluation of Supplementary Listening Material (30mins)

Have a look at a low level supplementary listening book of your choice, for

example:

Richards, J. C. 1990 Listen Carefully Oxford university Press

Blundell, L. & Stokes, J. 1981 Task Listening Cambridge University Press

Bell, J. 1989 Soundings Longman

Doff, A 1991 Listening 1 Cambridge University Press

In your opinion, does it teach listening skills or strategies in any consistent way?

Do you think it is possible or desirable to do so? You might like to post any

comments on the DELTA Discussion Forum.

5.5. Listening Tasks and Aims

The use of tasks when doing listening in the classroom is commonplace. There are

many different kinds of tasks including matching content with predictions, selecting or

ordering pictures, multiple choice, gapfilling and so on. It is important when you

select or design a task that you are aware of why you are doing it.
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TASK 17: Listening Tasks and Aims (30mins)

What do you think is the aim of the following activities related to listening?

a) Teacher dictates a series of short sentences: I’ve got a terrible cough. The

sea’s very rough today. This steak is too tough to eat. Let’s go through into the

other room. I’m not hungry yet though.

b) Teacher asks students to predict what they’ll see on today’s BBC news.

c) Teacher provides students with a copy of the tapescript. They read as they

listen for the final time.

d) Teacher provides students with a gapped copy of the tapescript, plays the tape

again and they fill in the gaps.

e) Teacher asks students to listen to descriptions of people and match them to

pictures in their book.

f) Teacher gets a student to operate the tape recorder and replay as requested

by the other students.

g) The teacher pre teaches key items of vocabulary.

h) Teacher plays (part of) the tape in short sections and asks the students to

repeat.

i) Dictogloss activity

j) How many words did I say?

k) Write down all the words and expressions you heard connected with the topic

of holidays.

l) Put your hand up if you don’t understand.

m) Stopping the tape and asking the students what they think comes next.

See Appendix 11 for suggested answers.

5.6. Different Types of Listening Material

There are various options open to us in terms of the listening materials we use and

their source.

We can use authentic materials or graded, published materials. We can use

ourselves or other ‘live’ speakers of English. We can use the students. We can use

video or audio listening material, pre-recorded or home-made recordings. Variety is

probably a good thing and each of these types of listening material has particular

advantages.
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TASK 18:Brainstorming Pros and Cons of Different Types of Material

(30mins)

What advantages and disadvantages can you think of for each of these types of

material?

Authentic texts

Graded texts

The teacher

Other live speakers of English

The students

Video

Audio

Homemade

For commentary, see Appendix 12.

6. Conclusion

We have now looked at some of the main issues involved in dealing with listening

with learners of English.

If you would like to, you can now do Optional Task 2 in Appendix 13 which is an

evaluation of one of your coursebooks in terms of the listening programme it offers.

The aim of this task is to enable you to draw together all your ideas about the

teaching of listening.
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Appendices

Appendix 1: Types of Listening

Interactive Non-interactive

Interactional Chat with family

Chat with colleagues

Phone calls with friend or

family member to

exchange pleasantries,

gossip

Overheard chat

DJ talking on the radio

Pop songs

Soap opera on TV

Transactional Chat with family (e.g.

talking about dinner plans,

making arrangements)

Phone calls to business

contacts

Staff/business meetings

Radio or TV programme

of interest (e.g. news)

Lecture

(Sometimes, as we pointed out, the distinctions between interactional and

transactional may blur or change during the course of the listening. Television or

radio programmes that offer phone-ins also blur the distinction between interactive

and non-interactive!)

Appendix 2: Bottom Up or Top Down

The answers to the gaps are:

1) Bottom-up

2) Top-down

Appendix 3: Types of Listening Activities

The listening activities encourage the following types of processing:

1) Top down (they haven’t listened yet but it’s summoning schemata prior to

listening)

2) Bottom up first to pick out key lexical items, then top down bringing in your

previous knowledge of places where people talk about these things.

3) Bottom up
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4) Top down

5) Top down

6) Bottom up (you need to listen out for isolated lexical items. Top down processes

could help you if you were in doubt).

7) Bottom up (you don’t even have to understand the content you’re focussing on

producing sounds correctly).

8) Bottom up (although top down could help fill in bits that you don’t catch. This is

typically an activity where learners fail to use top down processes to help them).

Appendix 4: Learners Problems

Here are some comments about learner difficulties with listening.

Lack of knowledge of the topic:

Our ability to listen and understand is largely determined by our awareness or

knowledge of the topic. If we know, in broad terms, what we are going to listen to, we

have expectations which we expect to be fulfilled and we make predictions about

what will be said. For example, if we are listening to news on the radio, we expect

certain topics and types of report to come up. If we go into a shop to buy a sandwich,

we have certain expectations about the kind of thing that will be said to us. Certain

schemata are called up in our minds which provide a background to what we are

hearing and greatly facilitate comprehension.

‘Schemata, then, are data structures, representing stereotypical patterns, which we

retrieve from memory and employ in our understanding of discourse’.

Cook, G. 1989 Discourse Oxford University Press p73

For more on schemata see Cook, Discourse and the section on discourse in this

unit.

One reason for lack of comprehension then is that the listener does not summon the

appropriate schemata, because of different schemata in operation across cultures

(can you think of an example?), or lack of familiarity with the subject. You may have

more problems with the news in Chinese because of your lack of familiarity with the

cultural references than you would with, for example, the French news (regardless of

your language level). Similarly people talking about computers may be like double-

Dutch to you! Failure to summon the appropriate schemata may of course also be

linked to not understanding or misinterpreting key lexical items during the listening

process. (An English person I knew living in Italy once received a telephone call from

the Italian police to tell her that her husband had had a small accident on his

motorbike. She misunderstood ‘moto’ - motorbike, thinking they were saying ‘morto’ –

dead. You can imagine how different the schemata she summoned was from the way

the dialogue should actually have occurred!).

Failure to exploit visual or environmental clues:

In face-to-face listening situations, or when we can see the speaker, as on the

television, we also have environmental and visual clues to help us. The situation, i.e.

where the listening takes place, or the way the speakers look (dress, facial

expressions), film footage shown during the news report – these all provide extra

visual information which helps us comprehend the spoken message.
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Facial and other gestures are certainly not universal so these may not always provide

the right information for learners. Also learners may not automatically transfer skills

from L1 and not fully exploit the visual information that is available to them. At times

there is little from the context that can help you.

Furthermore a lot of listening in the classroom also takes place using audio

cassettes. This means that unless the teacher provides the information in another

way, there are no visual clues to aid comprehension. This is quite unlike the most

typical listening situations in real life.

Unrealistic expectations

This may be on the part of the learners but also on the teacher’s.

‘A study by Bone (1988) of native speakers showed that people often

listen at only 25 per cent of their potential and ignore, forget, distort or

misunderstand the other 75 per cent’.

White, G. 1998 Listening Oxford University Press p7

Learners often expect 100% comprehension. This tendency may have been

encouraged by teachers and teaching methodology, for example, in the use of

graded listening texts and intensive listening comprehension tasks, right and wrong

answers, listen and repeat type tasks and so on.

Lack of concentration

This is something that affects us all at times! Tiredness, lack of relevant schemata,

nerves when confronted by a tape recorder in the classroom, lack of interest in the

topic or a person growling in a foreign language may all affect our ability to relax and

listen attentively.

Concentration can be lost if you get distracted by an unknown word or expression.

Speech is transient and it may not always be possible to ask to hear what was said

again.

Unfamiliar language

This is of course a key factor. If you listen to a completely unknown language you will

probably understand nothing. With some kind of contextual information you may be

able to guess the topic. If some familiar words are used (words which are similar to

your L1, or proper names) you’ll have a better chance of guessing the topic, and so

on. (The Dutch art talk shouldn’t be entirely incomprehensible).

Native speakers are familiar not only with the sounds, vocabulary and structures of

their language but also patterns that occur in language. We don’t need to listen out

for everything because again our prediction skills come into play. We can afford to

miss bits, that is, we exploit redundancy.

Imagine listening to someone with a slight speech defect:

‘Top talking, tand till and tay there until I tell you to move’.

It’s not difficult to understand what is being said even though a phoneme is missing.

You could also delete entire words from a stream of speech and still understand what

was being said, filling in the gaps from your knowledge of patterns in the language.
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Learners of a language are not so familiar with the linguistic patterns of English and

therefore have to listen harder. It results in ‘tunnel hearing’ i.e. listening to one word

at a time. This results in overload on the memory.

It can also result in understanding what is being talked about but not getting the point

of it: i.e. the main content words have been understood but not the function of what

has been said.

It has been suggested that the brain can take in about seven bits of information or

chunks of information at once. If the learner is not sure what is important and what is

not, there may be a situation of overload.

Another problem is not knowing the meaning of certain words. In face-to-face

interaction it may be possible to ask for clarification, but if you are listening to a tape

or a video or a lecture it is not. Unknown words can result in distraction or wrong

guesses. If there are too many of them, overall comprehension may be lost.

Sometimes learners may fail to recognise words that they know within a rapid stream

of speech.

Lack of familiarity with phonological features

This covers quite a range of aspects.

Firstly, learners may fail to recognise the function of certain intonation patterns.

Proficient users of a language expect certain intonation patterns to be associated

with certain functions of the text. For example, we recognise when a question has

been asked, if the information is new or given from stress and intonation patterns

used, what the important bits are, and we can usually spot if someone is expressing

a particular emotion. Learners may not be able to do this without considerable

exposure to the spoken language.

Native speakers also have a better chance of familiarity with a range of accents

(some may cause native speakers difficulty too). Learners are less likely to have had

exposure to such a range of accents and different voices.

We are used to listening to speech at normal speed and the resulting phonological

features. Words in connected speech may sound different to words spoken in

isolation. Learners of a foreign language may fail to hear words that they know within

a stream of speech or they may miss an all-crucial sound because of weakening.

Some students may have more difficulties than others. In a country like Portugal

where television and films are subtitled rather than dubbed, learners have more

exposure to spoken English and different varieties of it than in a country like Spain

where everything is dubbed. With cable TV exposure may increase. Also it may

depend on the oral proficiency of non-native teachers in schools as this will influence

how used learners are to hearing spoken English, possibly from an early age.

Read John Field, Notes on listening: Variability and Assimilation and see the

section on connected speech in the phonology section in Unit 2.

A lot of listening of course goes on between non-native speakers of English. Two

learners of the same nationality are more likely to be able to understand each other

than for example a Spanish student and a Japanese student.

Noise, volume, voice quality, speed of delivery

These things may make comprehension difficult when listening in L1 but get worse

when added on to all the other problems of L2 listening. Some people are easier to
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understand than others because they speak more clearly and in a more interesting

way. This may be related to sex, age, level of formality, and their awareness of

listeners’ difficulties.

Appendix 5:Listening in ELT - A Historical Perspective

Listening is clearly an important skill in language learning. It is the first one that

develops in children learning their first language. Much listening in real life is tied up

with speaking so in order to learn to speak you need to be able to listen effectively

too. Historically in language teaching, however, not much attention was paid to it. In

the Grammar Translation Method the aim of learning a foreign language was to read

and translate and to exercise the brain so, not surprisingly, little attention was paid to

listening. Its only role was in reading aloud.

A Frenchman called Gouin (late 1800s) was among the first to include listening as an

essential part of his teaching method: students would hear sentences without reading

them and watch demonstrations of their meaning.

In the Direct Method, listening and speaking were emphasised at the beginning, as in

first language learning. Oral communication was set up by the teacher, based on

question and answer exchanges.

The Oral Approach, as a development of this, followed the order of listening,

speaking, reading and writing in language practice. The listening element was based

on dialogues in which new structures and vocabulary were modelled. The teacher

provided the model and the students repeated. Further drills followed. The Audio-

Lingual method took a similar view of the role of listening, that is, it was to provide a

model for the oral work that followed. The language used was strictly graded and

controlled, based on a structural syllabus. Thus the main purpose of listening was

aural recognition of structures.

More recently listening has been considered as more important. Various methods

known as the comprehension approaches (e.g. Asher’s Total Physical Response,

Krashen and Terrell’s The Natural Approach) have a basic similarity. All of them

advocate large amounts of spoken input before the learners are required to produce

any language themselves. Listening becomes an essential part of the language

syllabus at the early stages of learning. This kind of approach is based on the way a

child learns L1 and, in Krashen’s case, the early findings of second language

acquisition research. Other writers such as Ellis also recommend large amounts of

listening as a basis for language learning in that it stimulates acquisition.

Communicative Language Teaching also provided a more important role for listening

comprehension in language learning. Communicative uses of spoken language were

emphasised and thus listening activities were viewed as valuable to the extent that

they reflected real life listening conditions. Authentic listening was brought into the

classroom and the kinds of tasks that learners were asked to do usually depended on

understanding meaning rather than focussing on the form, as had happened

previously.

‘The notion that listening inputs needed to model language that the

learners were to acquire was abandoned’.

Rost, M. 1990 Listening in Language Learning Longman p29

Listening plays a fairly important role nowadays. Michael Lewis in The Lexical

Approach carries on in the tradition of the comprehension approaches and advocates
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‘Listening, listening and more listening’ (Lewis, M. 1993 The Lexical Approach LTP

chapter 13 p193). Lewis states that:

‘Early emphasis on receptive skills, especially listening, is essential’

since ‘Every piece of language which we ultimately produce comes from

outside us and, as such, is initially based on receptive rather than

productive skills’.

Lewis, M. op cit p193

In mainstream ELT, listening is introduced from the beginning stages of language

learning but it probably does not constitute the major focus early on as advocated in

these comprehension approaches (TPR and so on). This is because teachers and

learners may prefer and expect to develop all skills alongside each other.

Nowadays most coursebooks for adults include ‘authentic’ or semi-authentic listening

as well as some graded texts for modelling new language. While there seem to be

fewer supplementary books for listening practice produced by publishers (probably

because coursebooks deal with it better now), there are also more opportunities for

access to authentic listening material if you have access to videos, cable TV, the

World Service, the internet (e.g. www.cnn.com and so on).
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Appendix 6: Identifying Current Practice
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Cunningham, S. & Moor, P. Cutting Edge Intermediate, Module 5, p52

The Distance DELTA

Unit 3 Section on 3 98

Mohamed, S. & Acklam, R. Pre-Intermediate Choice, Unit 12, page 73, Listening
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Commentary on Extract one

(New Headway Upper Intermediate, unit 7 page 75 Listening T7.5)

The listening text, a song is used here solely for recognising expressions with get

e.g. have got, I’ve got nothing to prove, I’ve got a plan to get us out of here etc.). An

exercise on phrasal verbs with get precedes the listening. The aim of the listening

then is raising awareness of lexical phrases with get. It is a purely language focussed

aim.

Commentary on Extract Two

(Cutting Edge Intermediate, Module 5, page 52 Listening ‘Working in something

different’)

The tasks here encourage learners to connect the topic to their personal experience

and background knowledge (to help summon relevant schemata/top down processes

to aid comprehension). The first task encourages them to work with not

understanding everything since they only have to identify in what order the people

speak. (The task is actually wrongly worded!). The teacher can encourage guessing

and justifying at this point. The students then listen again for more detailed

information and again, depending on how this is handled, it could offer opportunities

for guessing, justifying, re-listening if there are problems.

The tasks here very much follow the ‘standard’ approach to dealing with listening.

Commentary on Extract Three

(Pre-Intermediate Choice, Unit 12 page 73 Listening)

Task 1 brings into play the students’ background /general knowledge about the

events. Task 2 requires them to pick out key lexical items in the stream of speech.

Task 3 again requires them to recognise key lexical phrases.

The underlying aim of this listening activity is grammatical: it provides a context for

and examples of the past simple and past continuous.

Appendix 7: Reading

You may have some of the following ideas:

Spend less time on pre-listening tasks.

Allow time for an extended post-listening period in which learners’ problems can

be identified and tackled.

Encourage learners to write down the words they understand, to form and

discuss inferences, to listen again and revise their inferences then to check them

against what the speaker says next.

Encourage learners to listen and re-listen and to do as much of the work as

possible for themselves.

Get learners to listen to a short passage, then to compare their understanding of

it in pairs. Encourage them to disagree with each other. Play the passage again.

Let the pairs revise their views, ask them to share their interpretations with the
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class, resist the temptation to tell them who is right and who is wrong, get them to

give evidence for their answers.

Spend time asking where and how understanding broke down and then construct

remedial tasks (i.e. to home in on subskills).

Appendix 8: Finding Solutions to Problems

1. Get students to listen and note down lexical items they hear, after one listening

they compare notes and try to reconstruct text.

2. Listen to sentences, mark main stresses.

3. Teach and practise strategies for dealing with not understanding.

e.g. Sorry? / Pardon? / I didn’t get that, what did you say? / Sorry I’m not sure

what you mean. / I’m not with you. / Could you speak more slowly please?

4. Listening to sentences which contain can/can’t, they tick which one they hear (if

written) or make a signal (e.g. thumbs up, thumbs down) for positive or negative.

Practice with similar (was/wasn’t).

5. Listening to short monologues demonstrating different attitudes, match each with

appropriate adjective, identify features of intonation (e.g. lots of variation,

surprise/excitement, flat low, boredom, etc.).

6. Word association activities based around such references prior to listening.

7. Getting students to predict content based on their knowledge of what kinds of

stories are usually in the news, current affairs, from newspaper headlines, photos

or from headlines of each story.

8. Recognising effect of cohesive devices: looking at spoken text in written form and

noticing examples of anaphoric/cataphoric reference, deictic references, lexical

cohesion; listen to tape and stop it at certain points to ask what things refer to.

9. Get them to write down any words or phrases they understand, then share ideas

and try to reconstruct. Let them listen to it as many times as they want.

10. Exercises on features of connected speech: how many words did I say?, mark

main stresses, mark weak forms, linking etc.
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Appendix 9:

Optional Task 1: Teaching Experiment

This may be particularly relevant if you teach learners who have a lot of difficulty

with listening or if you feel you tend to test rather than teach listening.

Do a listening activity with one of your classes. Try to include some of the

procedures discussed in section 5, particularly if you haven’t used them before. Try

to work out problem areas and remedial work for the students.

Report what you did and your conclusions on the DELTA Discussion Forum.
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Appendix 10:

From Richards, J. C. 1985 The Context of Language Teaching Cambridge

University Press p198 & 199.
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From Bowen, T. & Marks, J. 1994 Inside Meaning Heinemann p130 & 131
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Appendix 11: Listening Tasks and Aims

a) To raise awareness of sound spelling relationships in English (in this case the

pronunciation of the letter combination ‘ou’.

Field argues for the importance of a knowledge of spelling, or the ability to relate

the spoken to the written form, in his article Notes on listening: The Use of

Spelling.

b) To encourage learners to use background knowledge to help them comprehend

(i.e. focus on top-down processes).

c) To help learners identify features of connected speech, to make connections

between what they hear in a stream of speech and the written form, to clear up

any doubts about words or lexical phrases they didn’t catch.

d) This depends on where the gaps are. It is probably related to identifying words of

a specific type e.g. tenses, weak forms, words with a particular spelling, stressed

words, discourse markers etc. It involves recognition of single items.

e) To help learners pick out the main points.

f) To enable learners and teacher to identify sources of difficulty in listening.

g) To help learners summon appropriate schemata.

h) To provide practice in pronunciation (probably focussing on elements of

connected speech, intonation).

i) To infer information which has been missed, to listen for main points, stressed

words, to connect spoken with written form, to retain chunks of language.

j) To raise awareness of features of connected speech, to identify word boundaries,

to encourage learners to visualise the written form of what they are hearing.

k) To encourage recognition of lexical items.

l) To encourage learners to identify specific areas of difficulty, to encourage use of

strategies such as asking for clarification.

m) To encourage learners to predict from lexical or syntactic clues, to raise

awareness of the importance of chunking in comprehension processes.

Appendix 12: Pros and Cons of Different Types of Materials

Authentic texts:

Some coursebooks incorporate authentic listening material but many, particularly

at the earlier stages of language learning, do not. They include specially written

dialogues for example or texts based on an originally authentic text re-recorded

by actors, perhaps with some simplifications.

The advantages of using authentic materials are:

They give practice in coping with real life listening.

They have the characteristics of everyday speech (depending on genre) with

hesitations, false starts, stuttering, pauses, vague language etc. in conversation.
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(Obviously a newsreader who reads aloud does not display these

characteristics).

Providing the task is appropriate, they encourage learners to adopt strategies to

help them deal with not understanding everything. As Field says they get

students used to the idea that ‘real life listening in a foreign language is usually

an incomplete affair.’ (Field, J. Finding one’s way in the fog: listening

strategies and second language learners).

They may be more motivating because they are real, topical, of current interest,

and provide a sense of achievement if learners can understand something.

There is a range of material available (Internet, TV, radio, songs, cassettes,

monologue/dialogue).

Field is a great believer in using authentic materials and you will have already read

about this in other articles of his you have looked at. You may also like to read:

Field, J. 1998 Notes on Listening: Conversational Features MET 7/1

Field, J. 1997 Notes on listening: Authenticity MET 6/3

White, G. 1998 Listening Oxford University Press, chapter 5

If you are using authentic materials it is of course necessary to ensure that the task is

appropriate for your learners. You grade the task rather than the text.

For an example of this applied to authentic news broadcasts, see White, G. 1998

Listening Chapter 5, activity 5.1 ‘News for all’.

Graded listening materials:

Bowen and Marks point out:

‘The attention paid to authenticity of material has been a useful

corrective to the dominance of extremely unnatural material for listening

work. Nevertheless, there seems no reason to assume that a pedagogic

process aimed at developing listening skills, not to mention using

listening material for introducing and practising new language, should

make exclusive use, right from the start, of the sort of material it is

assumed learners will need to listen to outside the classroom’.

Bowen, T. & Marks, J. 1994 Inside Teaching chapter 9 p136

Using materials specially produced for language learners also has advantages:

‘Reading or listening to a text with a high degree of comprehension will

be more profitable than reading or listening to a text of which one

understands little.’

‘Whilst guessing skills are useful, learners learn the skills of listening

comprehension from what is comprehensible to them. They need to

practise listening comprehension, not listening incomprehension

...Graded texts, not necessarily authentic, will be the fastest way forward

for them. They will probably get plenty of practice in listening to texts

which are largely incomprehensible to them anyway’.

Ridgway, T. 2000 Listening Strategies-I beg your pardon? ELTJ 54/2
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A lot of coursebooks include listening which is semi-authentic. That is, it pretends to

be authentic. It is therefore readily available and tied in with your syllabus, the book

probably contains ready made tasks to use with it and other related activities.

These kinds of texts iron out some of the difficulties of authentic listening but at the

same time expose students to a variety of voices, accents and so on and some of the

features of authentic speech etc.

Graded, scripted listening material is also the kind of material that is most widely

available in published form. In the pre-communicative days all listening material was

of this kind. It may be easier for the students to understand because all the language

is within their grasp, it is therefore confidence building and provides models for

language production.

The teacher:

There was a lot of adverse publicity given to the teacher’s own voice under the label

of ‘TTT’. A distinction needs to be made however between ‘pointless’ TTT and

teacher talk that is useful and being used for a specific purpose. TTT is not

necessarily bad! The teacher:

Is always available, very flexible in terms of topic, genre, aim etc.

Provides possibilities for interactive listening.

Familiarity with the teacher’s voice and speech patterns may help

comprehension.

See Field, J. 1995 Normalisation MET 5/4

‘The live voice of the teacher in the classroom can fulfil two valuable

functions. Firstly it can provide listening practice where the listeners can

see and interact with the speaker verbally, but also through facial

expression: the speaker can respond to the ongoing feedback from the

listeners – especially expressions which indicate a lack of

comprehension – by repeating, reformulating, adding, changing

direction, and so on. Secondly it can provide exposure to and

opportunities to notice new and half-familiar items of language. For

example, in telling a story, a teacher might deliberately include certain

words and phrases which the class have recently encountered to give

them a chance to hear them used in a new context; or might deliberately

include several instances of the past perfect, in order to draw attention to

its use in subverting chronological sequence in narrative’.

Marks, J. July 2000 Listening in ETP Issue 16

However teachers sometimes do adopt an unnatural style of speaking in the

classroom - especially teachers who deal with a lot of lower levels and who spend

many years abroad! A word of warning is given here.

‘Teachers who rely on their own voice for a substantial amount of

listening work should be especially careful not to perpetuate an unnatural

style of speaking, with over-articulation, lack of connected speech

features of pronunciation and general rather than specifically chosenreduction

of syntax and lexis’.

Bowen, T. & Marks, J.1994 Inside teaching Heinemann p 136
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Other ‘live’ native speakers:

(Live as opposed to recorded!) Bringing another native speaker into the classroom

offers students interactive listening possibilities along with the chance to hear a

different voice. Meeting a real person can be a motivating experience in itself.

Obviously the type of text, the purpose and so on can be determined by the teacher,

the students or the speaker.

The students:

The students themselves provide another important source of listening material. This

is true even within a monolingual class (the students themselves may not see the

advantages as obviously as in a multilingual class).The students:

Provide samples of non-native speaker English.

Can get involved in creating the listening material which is motivating and

confidence building.

May find comprehension easier since the voices are familiar.

A lot of English used in the world today is between non-native speakers of English. In

business and academic contexts, holiday and travel contexts, for example, it is

essential that learners can listen to both native and non-native speakers. While

recorded materials these days provide few examples of non-native speakers of

English, (I believe this has to do with Equity rules) we do have the option of using our

students’ voices, recorded or live. In Listening, White has suggestions for this in

chapter 2.

This is obviously easier to put into practice in multilingual classes where students

have to communicate with each other in English all the time.

Video v audio:

The main advantages of video over audio are:

In most real life listening you can see the speaker (which gives you additional

information about context, speakers attitude from facial expression etc.).

Video is more intrinsically interesting – there is visual input as well as audio.

Video is better for longer listening passages because it sustains interest more

easily.

Audio is more readily available in many teaching contexts however and easier for

teachers to plan for.

Home-made cassettes:

You can produce whatever kind of text you want in this way. You expose students to

different voices, you can choose to focus on specific language items if you want etc.

However, make sure your recording facilities produce something comprehensible and

also make sure your actors can produce something reasonably authentic sounding if

this is your aim. Some people do strange things in front of a microphone. Home

made videos can present more problems. The advantage of cassettes over live

speakers of course is that the text can be replayed.

See White, G. Listening Appendix 1 for tips on making tapes.
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Appendix 13:

Optional Task 2: Coursebook Analysis

Look at the coursebook you are using now with one of the groups that you did Task 4

on. Look at the listening material. (Use the tapescripts so you don’t have to listen to

the whole cassette although you will need to have listened to some of the cassette to

gauge variety of speakers, degree of authenticity etc.). You are not going to do a

detailed analysis: the idea is to get an overall impression.

Consider the material from the following points of view:

Genres and topics

Authentic texts

Graded texts

Listening purpose (are there examples of interactional and transactional listening

situations?)

Listening style (only open dialogues provide interactive listening)

Tasks

Teaching v testing

Language practice v listening skills development

Amount of listening

Subskills that are practised

Would you say that the book contains a good range of genres, listening purposes

and styles? Is there systematic development of subskills and listening strategies?

Does it match with:

The students’ perception of their needs (as you found out earlier in Task 4)

Your perception of their difficulties

How would you supplement the listening in the coursebook for your group of

learners?
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Phonology 1

Summary

In this unit we will be learning what phonemes and allophones are. We will also be

learning about the organs of speech and how vowels and consonants are made and

how these differ between languages. We will then be considering the teaching of

sounds under the headings of Discrimination, Recognition and Production.

Objectives

By the end of this section you will:

know about the different kinds of sounds of English, and be aware of how they

might differ from those of other sound systems

have a clear idea of the factors that define consonant sounds and know how they

are made

have a clear idea of the factors that define vowel sounds and know how they are

made

know how to deal with these issues in the classroom particularly under the

headings of discrimination, recognition and production
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1. Introduction to Phonology

Most of us have stood up at the board about to mark a stress position on a

vocabulary item only to find ourselves suddenly unsure about where it lies, or,

operating a tape recorder in the classroom, in doubt as to whether, intentionally, an

utterance is going “up or down”, a pattern we are expecting the learner to identify!

We have all been there, and still find ourselves there at times.

But it is not just stress and intonation that are tricky. It is possible for teachers to

reach DELTA level in their career and still to be unsure of the sounds of language.

Some even say…”well, I never really did get on top of the Phonemic Chart…I never

remember what those little squiggly ones are…” You may sometimes have found

yourself working alongside a Non Native English Speaker Teacher (or NNEST) and

found that they know all this stuff, which can be rather embarrassing.

All this is not to say that phonology is difficult. It is easy and interesting! But it does

need time and it can sometimes be skimped on in preliminary teacher training

courses. Now is your opportunity to put this right and gain in knowledge and

confidence.

TASK 1 : Sharing Problems (15mins)

Together with a colleague share your doubts under the following headings, which

correspond largely to the categories of the Phonology units.

Sounds

Stress

Intonation

The Phonology component of your current course is divided into three parts,

conforming to the customary categories:

In Unit 1 there will be a section on Sounds

In Unit 5 there will be a section on Features of Connected Speech

In Unit 7 there will be a section on Intonation

This present unit will help you deal with Sounds.
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2. Understanding Sounds

2.1 Sounds and Phonemes

We saw in the Section on Approaches to Language Focus that one description of

language, (from the Longman Dictionary of Language Teaching and Applied

Linguistics) was “the system of human communication which consists of the

structured arrangement of sounds (or their written representation)”…(my emphasis).

Sounds are the original constituent of language. Speech predated writing by many

thousands of years. Similarly in each human being, in each child, the listening and

speaking skills are almost totally ‘complete’ before reading and writing is learned.

So, if sounds are primary that is where we should begin. But of course the very word

‘sound’ is too general. We use it to describe music, birdsong, the noise of machinery.

Obviously, in this context, it is much more specific. What is a ‘sound’ in the world of

phonology? Ask around among your colleagues. Then imagine you were writing the

entry for a Dictionary of Linguistics Terms. Put your definition here:

In phonology a sound is…

Now compare your definition with this: “In Phonology a sound has a precise

definition. A sound is used to designate one of the phonemes of a particular

language”. So from now on we will use the word phoneme instead because it is a

more precise term. The Longman Dictionary cited above defines a phoneme as

“the smallest unit of sound in a language which can distinguish two words” What

exactly does this mean?

Sum and thumb in their written form are different; different in two ways. There’s the

(s) instead of the (th) One has no (b), the other has a (b).

In their spoken form, however, they are differentiated by only one fact; the /s/ of one

and the /􀀶/ of the other. We can therefore conclude that /s/ and /􀀶/ are phonemes;

thumb and sum, so different in meaning, are in terms of spoken form, distinguished

“apart” from one another by a single phoneme. Of course context is helpful too in the

distinction between one and the other. If a foreign speaker says ”Help! I’ve cut my

sum” we know what she means. Indeed it would be so self-evident that we might not

even notice the wrongness of the phoneme. But sometimes the wrong phoneme can

cause ambiguity, though this is rare. I wake at 7 / I work at 7 might be an example.

See if you can think of an example of real ambiguity! If you have problems look at

Ship or Sheep? by Ann Baker (CUP 1977) where there are a lot of words that have

similar but different sounds.

So the good news is that ambiguity in meaning is rarely caused by incorrect sounds

in everyday discourse. Does this mean that we should not worry about correct

pronunciation of sounds? No, correctness is important: important in itself but also

because (while we can cope with occasional wrong sounds) too many wrong sounds

can damage overall comprehensibility. The listener has to spend too much of the

time ‘repairing’ damaged meaning to be attending to (the rest of) the message.
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2.2 Phonemes and Allophones

A phoneme is surely a clear enough category for us to be able to say, for example,

that there are ‘44 phonemes in English’? Not really, because this immediately begs

the question: “Which English?” Do we mean British English? And if we mean British

English do we mean Southern or Northern British English? and if Northern, do we

mean Liverpool or Newcastle and if Liverpool…etc.

The thought of this must make us particularly cautious of talking about American

English too since we are talking about a racially diverse population of 300 million. Let

us talk about British English or American English as long as we are aware that these

are huge generalisations.

Another term to be cautious of is “the phonemic chart”. We need to remind ourselves

that there is no “phonemic chart” per se; there is only the phonemic chart of a

particular language, a selection from a much larger repertoire of sounds, the IPA or

International Phonetic Alphabet, a range of symbols that covers all languages.

If you wanted to transcribe French with the English phonemes you wouldn’t get very

far. We couldn’t even transcribe Scottish English with it. If you tried to transcribe the

Scottish word ‘loch’ you would be stuck. Whereas the phonemic alphabet of Scottish

English would cater for this word with its specific phoneme /􀀺/.

So does spoken language consist of phonemes? Well in an ideal sense, yes. For in

fact a phoneme is a generalised category. We actually talk in variations of

phonemes. These are called allophones. Each phoneme can be said in different

ways. We don’t have to think about doing this consciously, it happens instinctively

mainly as a result of the influence of an adjacent phoneme be it a previous one or

one that follows

Think of the word little. In phonemic terms this would be written /l􀀫tl / But if you say

it to yourself, both listening to and feeling what goes on in your mouth, you will notice

that the two /l/ phonemes are different allophonic variations of the phoneme /l/.The

first /l/ is informally called a ‘clear /l/’ and the second ‘a dark /l/’. The dark /l/ ‘happens’

because it is preceded by the /t/. indeed it would be difficult to go from the /t/ to a light

/l/. What we see from this is that much of what happens allophonically is the result of

the law of least effort, or the law of eenvironment!

(Notice that the law of least effort also operates in an anticipatory way: Think of the

words that book you will find that the final /t/ of that becomes rather like a /p/ in

anticipation of the following bilabial plosive /b/ of book.)

2.3 Vowels and Consonants: An Introduction

So far we have looked at the feature of sounds or phonemes in the abstract. We

have said nothing about their production, the sheer mechanics of how we make

them.

The first distinction we have to make is between vowels and consonants. It could be

said ( a bit fancifully) that while vowels are the woodwind and strings of an orchestra

the consonants are the percussion. But clearly we need a rather more scientific

distinction than that. In the Longman Dictionary of Language Teaching and

Applied Linguistics we read:
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Consonant:

“a speech sound where the airstream from the lungs is either

completely blocked (STOP) (e.g./t/,/p/), partially blocked (LATERAL)

(e.g. /l/) or where the opening is so narrow that the air escapes with

audible friction (FRICATIVE) (e.g. /f/). With some consonants

(NASALS) the airstream is blocked in the mouth but allowed to

escape through the nose (e.g. /m/)”

Vowel:

“speech sounds which are produced with the VOCAL CORDS

vibrating are called “voiced”. Such vibration can be felt when

touching the neck in the region of the LARYNX”

2.4 Consonants

Let us deal with consonants first: Consonants are made by the interaction of different

speech organs: teeth, palate, tongue, lips, alveolar ridge. See the positions of these

important features below:

From Bowen, T and Marks, J: The Pronunciation Book, Longman 1992

An informal sketch of the organs of speech

Most of these features will be familiar to you: the lips (where /p/ /b/ are made); the

lower lip and the upper teeth, where /f/, /v/ are made. Sound production here is easy

to identify. Now explore further back. Put your finger behind your upper teeth; move it

back a little and you will encounter the alveolar ridge. This is where sounds such as

/t/, /d/ are made. Move your finger further back along the hard palate, and further still

until you feel the palate become soft. (It is advisable to stop here!) This is the soft

palate or velum. Sounds such as /k/, /g/ are made here.
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In order to describe the consonants, we need to be able to answer these three

questions:

Where are they made?

How are they made? or What happens to the air?

Are they voiced or unvoiced? (more about this in a minute)

For example let us take the phoneme /b/

Where is it made? the lips

How is it made? By stopping and then releasing the air

It is therefore a bilabial plosive

What about /p/?

Where is it made? the lips

How is it made? by stopping and then releasing the air

It is therefore a bilabial plosive.

But this remains unsatisfactory because we have an identical description of two

clearly different sounds. There must then be a factor that separates them.

There is, and this is the factor of voicing. First, what is voice? Voice is the vibration

of the vocal cords. All sounds can be categorised as voiced or unvoiced; all vowels

are voiced, of course. Put your open palm right up against your throat and make a

continuous random sequence of vowel sounds (aaaaiiiiiiiiooooooaaaa, etc) You will

feel a constant vibration.

Now try out the two sounds above.(/p/b/) (By the way, make sure you don’t say

pea/bee; vowels are voiced so you will have the impression of /p/ and /b/ both being

voiced. Isolate the sounds /p/, /b/ and you will find out that…

/b/ is a voiced bilabial plosive

/p/ is an unvoiced bilabial plosive

Of the consonants it is the fricatives that are most easily defined as voiced or

unvoiced because they are prolongable. For example: Put your open palm right up

against your throat and say these two sounds /􀀼/ and /􀀵/ The difference should

become clear. You will feel an alternating vibration: no vibration-vibration.
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TASK 2 : Voiced or Unvoiced Consonants (5mins)

Look at these consonants and decide whether they are voiced or invoiced. Make

sure that you isolate the sound from any accompanying vowels as far as possible.

In other words don’t say /ka:/ (which will misinform you). Just /k/

sound voiced or unvoiced sound voiced or unvoiced

/􀀦/ /p/

/k/ /f/

/􀁉/ /t􀀵/

/d/ /b/

/d􀀼/ /t/

See Appendix 1
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TASK 3a : Describing Phonemes 1 (30mins)

With a fellow CP or with any willing colleague look at the following phonemes and

describe them:

Voiced/unvoiced?

i.e. (palm against

throat again) is there

vibration (voiced)?

Or none (unvoiced)?

Where is it made?

i.e. which parts of

the mouth touch or

come close

together

How is it made?

I.e. what happens

to the air? How

does it escape?

With sudden

release or with

friction?

/s/

/f/

/d/

/v/

/􀁉/

/d􀀼/

See Appendix 2

So far we have dealt with (voiced and unvoiced), fricatives and plosives. There are

other kinds of consonant:

Nasals are sounds which are produced by stopping the airstream from the lungs at

some place in the mouth…and letting the air escape through the nose. The English

nasal consonants are /m/n/􀀰/,

Laterals are sounds which are produced by partially blocking the air stream from the

lungs, usually by the tongue, by letting it escape at one or both sides of the

blockage.. etc. In English /l/ is a lateral.

(There are also semi-vowels which are primarily consonants in as much as they

precede vowels /r/j/w/, though they sound like vowels).
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TASK 3b : Describing Phonemes 2 (30mins)

You will see that in the Task diagram above there are some unused spaces. You

might like to put other consonants, (other than fricatives, and plosives) in those

spaces and try to analyse them as before, according to our three categories:

Where is it made?

How is it made? Is it voiced or unvoiced?

Is it voiced or unvoiced?

2.5 Vowels

Now it is time to talk about the vowels. You will probably have seen this diagram in

books on linguistics and language teaching.

Underhill A. Sound Foundations Chart and Guide. Heinemann 1994

But what is this box of vowel sounds? Where exactly does it fit? It represents the

profile of the small, very small, area within the mouth within the confines of which

vowel sounds are produced:
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Underhill A. Sound Foundation Chart and Guide. Heinemann 1994

A represents the point where the tongue is at its highest and most frontal

position.

B represents where the tongue is at its highest most back position

C represents where the tongue is at its most back and at its lowest position.

D represents where the tongue is at its lowest front position.

Let us first of all go round these outer points Say the (rather odd!) sentence:

See Sue not Nat:

Now just say the vowels in this sentence: /i:/u:/􀁢/æ/

Feel how, when you go from /i:/ to /u:/your tongue goes from a high front

position to a high back position and lips?

Feel how, when you go from /u:/ to /􀁢/ your tongue goes from a high back to a

low back position

Feel how, when you go from /􀁢/ to /æ/ your tongue goes from a low back to

low front position

Feel how, if you were to go from /æ/ to /i:/ your tongue goes from a low front to

a high front position

Other things are taking place too. Most notably, as you articulate vowels you will

notice that for the first (/i:/) and the fourth (/u:/) your lips are spread. In the second

(/u:/) and the third (/􀁢/) your lips are rounded.
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(Interesting things happen when you change your lip shape: Say /i:/ and then, as you

are saying it, round your lips; you will find that, with this small adjustment, you have

wandered into alien territory, the phonemes of a different language!)

2.6 Diphthongs

Often we are not simply making a single vowel sound; we slide from one to another.

Say “Oh no don’t go!” . The sound here (in southern English…so your own might be

different!) is /􀂋􀀷 /; that means that we slide from one vowel position to another. This

is of course a diphthong (please note the spelling; yes, it really is ‘phth’! though

prepare to see it mis-spelled everywhere! There are triphthongs too for that matter:

think of the word flower; there are distinctly three vowels here so to say this word we

shift from one to another to another position. Here is a list of common English

diphthongs with words after them that exemplify them:

/􀀫􀂋/ as in ear /􀂋􀀷/ as in go

/e􀂋/ as in there /ei/: as in pay

/u􀂋/ as in sure /ai/ as in sigh

/au/ as in how /􀁮􀀫/ as in boy

3. Teaching Sounds

3.1 General

How then do we set about teaching the sounds of English to our learners? Do we, to

begin with, go laboriously over the entire sound system of English? Fortunately not.

The first important thing to realise is that our job is not having to teach the whole set

of sounds. We can be pretty sure that the large majority of our sounds our students

have already; not exactly the same sounds, of course, but near enough ‘to do’,

initially at least. (Perhaps more so than with grammar, in phonology we have to settle

for approximates. It is unlikely that we are going to be make a foreign adult speaker

of English sound exactly like a native speaker, even if he did get all the grammar

right.

Thus the actual number of sounds we have to focus on can actually be quite few, and

depends on what the student’s L1 is. This can be seen in a book such as Swan, M

(ed) Learner English, CUP 1994). In the section on French learners of English, for

example, Catherine Walter notes the following probable areas of difficulty under

consonants:

/ 􀀶 / and /􀀦 / / t􀀵 / and /d􀀼/

Or we could look at the differences between Spanish and English. By and large there

is phonemically plenty of common ground, but, (big but), there are plenty of

differences and the Spanish speakers amongst you will be able to point out that there

are some serious discrepancies. For example:

Consonants:

Spanish speakers have a single sound that lies somewhere between /b/ and

/v/

The Distance DELTA

Unit 3 Section 4 122

Spanish speakers do not have /􀀵/􀀼/d􀀼/

Spanish speakers have a sort of /h/ but a rougher version, more like the

sound in the Scottish loch

Spanish speakers have an /r/ but a ‘flapped’ version

Similar examples can be found among vowels.

Note that when we say repeatedly Spanish “does not have this or that” we are not

necessarily saying that it has a smaller sound system than English (though it actually

does). We are saying that it doesn’t have things English has and conversely it has

things which English doesn’t have. For example the sound that is very like the

Scottish loch (mentioned above) in the word jamon.

Especially if you are working abroad you will after several years in language teaching

have a clear idea of major problems of the nationalities you are dealing with.

Task 4 : Different Languages, Different Sounds (40mins)

1. With a colleague work together on making a list of the major areas of difficulty

your students have with the sounds of English.

2. If you have access to a copy of Learner English see if your conclusions are

confirmed there.

(Learner English deals with the following languages: Dutch, Scandinavian

Languages, German, French, Italian, Spanish, Catalan, Portuguese, Greek,

Russian, Farsi, Arabic, Turkish, Indian Languages, West African Languages,

Swahili, Japanese, Chinese, Vietnamese and Thai. (It is unfortunately weak on

Central and Eastern European languages.)

You might also like to look at Part Two of Joanne Kenworthy Teaching English

Pronunciation Longman (1996). This gives details of the phonology difficulties of

a good selection of languages.

Record your explorations in the following grid. (Leave the two right hand columns

for a later task.)
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English sound Nearest equivalent

in student’s native

language

3.2 Discrimination, Recognition, Production

It is time to get on to the actual components of the teaching of sounds. The teaching

of sounds is generally divided into the following sections or stages:

Discrimination

Recognition

Production

Discrimination

At this stage the learner learns to discriminate between two sounds that are

phonologically rather close (one of which causes the learner difficulty). For example

/􀀦/z/ (You may be thinking: those aren’t close, but remember that for a French

student, for example, they are close, close enough to confuse.

Recognition

This is a part, in a way, of Discrimination. It is the stage at which the student can

identify a particular sound without the help of a contrasting sound

Production

At this stage, and with the help of the previous two stages, the learner is going to be

more easily able to produce the sound in question.
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These categories (Discrimination Recognition and Production) do not, of course,

represent a sequence for the teaching of every sound. It is a choice of exercise types

from which we would draw as and when, according to how the learners were coping

with the assimilation of unfamiliar sounds. It may well be that an Italian student might

immediately and instinctively master the /􀀦/ sound in English and not confuse it with

/z/ but still need discriminative contrast between /i:/􀀫/. An arabic student would

probably need discriminative contrast between /p/b/ but cope successfully with an

unfamiliar diphthong.

Having established what the problem sounds are, the question is how do we set

about dealing with them? As you look over the following activities for teaching sounds

you will see that some of them are discrimination based, some based on recognition,

and some on production.

Sometimes we may in exasperation repeat and repeat but our students can seem

stubbornly to adhere to the nearest adjacent sound in their sound system. A French

speaker, for example, might appear to persist in saying zis rather than this. Clearly a

discrimination problem at least initially. We are all familiar (perhaps from our early

days as teachers with this kind of conversation:

S My mozer…

T Listen, Jean Pierre. Listen: Mother

JP Mozer.

T Mother.

JP Mozer. etc.

What is happening here is not necessarily Jean-Pierre’s difficulty in saying

something. It is his difficulty in hearing something. Job number one, then, is to get

students to hear unfamiliar sounds, the sounds for which they are substituting their

nearest approximate. The nearest Jean Pierre has to /􀀦/ is /z/ so that is what he

uses, indeed possibly that is what he actually hears.

A whole series of exercise types have developed which serve to help students to

discriminate between a sound they might know and a new sound similar to it. You

may have seen Tree or Three and Ship or Sheep. Ann Baker (CUP). Taking the

example of Jean Pierre this is what we could do to help him. Firstly, with the aid of

little drawings the student can repeat pairs of words such as

day/ they, dare / there, doze / those

But as we have seen, the focus should initially be on discrimination. So the teacher

could say

day/they

and the student would say “different”

or day/day

and the students will say “the same”.

Or we could designate one sound with a number or colour and another with a

different number of colour and in response to one or the other sound the student

says 1 or 2. (It would not, of course, be useful for him just to say the word itself
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because we might not be sure which one he is saying.. Here are some sample pages

from Ship and Sheep referred to above: in these pages the focus is on /e/æ/
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Ann Baker, Ship or Sheep? CUP 1977

(You may wonder what happens if the students don’t know the word ‘beg’. While

books generally try to convey the meaning of the words they use for sound contrast it

is not of crucial importance.)

Such exercises are called minimal pair exercises. A minimal pair is a pair of words

that is differentiated by only one phoneme. They are by now a well established part

of phonology learning.

So far we have dealt mainly with discrimination and recognition. What about

Production?
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TASK 5 : Ideas for Production (30mins)

Here is a set of ideas for production practice from a variety of sources. For each

one…

1. Do you think it would work with your learners?

2. How do you think it could be improved?

(You might be able to try out the activity or one like it). For some possible

comments see Appendix 3

1. From Gerald Kelly How to Teach Pronunciation Longman 2000:

Under vowels, for example, he suggests:

/a:/ The ‘holding the baby’ sound. Place your arms as though holding a baby

and say /a:/. Demonstrate that it is a ‘long’ sound.

/au:/ The ‘shut your finger in the door’ sound. Pretending to do this and

making the sound while pulling a ‘pained’ expression works rather well.

2. From Brita Haycraft English Aloud 2. Heinemann 1994

“Listen and give the correct answer after the tone:

Is there a bin or a pin in the corner?

A……..

Is it the bill or the pill that’s enormous?

The….”

3. From John Trim English Pronunciation Illustrated CUP 1965

(for the practice of /u􀂋/)

Students say:

“Curious tourists with their courier. A lurid mural is sure to lure curious

tourists.”

4. From Joanne Kenworthy Teaching English Pronunciation Longman 1996

Difficulties with /r/

1. Tell the learner to make /􀀤/ as in ‘cat’ and, as they do, to

curve the tip of the tongue slightly upwards.

2. make sure that the tongue tip doesn’t touch the roof of the

mouth.

5. From M.D Munro Mackenzie Modern English Pronunciation Practice
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Longman 1978

Reading matter for general revision of vowels

Mrs A. Oh, dear, my watch has stopped. Can you tell me the right time,

John?

Mr A. It’s just two minutes past nine.

Mrs A. Two minutes did you say?

Mr A. Yes two minutes

etc.

6. From Bowler B and Cunningham S. Headway Intermediate Pronunciation,

OUP 1990
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There are of course things that can be done, though we should remind ourselves that

most sound production takes place out of sight; yes there are some sounds, bilabials,

labiodentals whose production is actually visible. But this does not mean that work

cannot be done even on those sounds whose articulation is more ‘internal’. The best

round up of such practical advice on how to convey the articulation of sounds is

Gerald Kelly’s How to Teach Pronunciation, Longman 2000 (On a personal note I

am a little doubtful about some of these ‘clarifications’. They suggest, for example,

that pain utterances are universal)

More dependably here are some ideas for consonants:

/s/ put the front of your tongue lightly against the bump behind your

teeth. Let the air pass through as you breathe out….etc.

/f/v/ Touch your top teeth with your bottom lip and breathe out. Don’t

use your voice. Hold the sound, and add your voice.

TASK 6 : Helping Students with Sounds (30mins)

In Task 4 you looked at problems your current learners have with sounds. In the

two right hand columns begin to fill in possible ideas for helping them with the

problems you identified. You could use some of the ideas from Task 5 or any that

you may find in the Headway Pronunciation Series, in English Aloud or

elsewhere. If you can, share ideas with colleagues.

4. A Holistic Conclusion

Analysis of individual sounds is necessarily rather atomistic. This will be redressed in

the next section of our overview of phonology, Features of Connected Speech. Still,

before concluding this section I would just like to mention a distinctly holistic

approach known as “Voice-Setting”.

You have probably noticed that when you have spoken a foreign language for a

certain length of time you feel certain fatigue in your facial muscles. This is because

you are using various configurations of jaw and tongue that you do not use in

English.

This reminds us that in different languages different movements are made and the

jaw and everything it ‘contains’ is set in different ways,

In his article Having a Good Jaw in the ELTJ of April 1993 Scott Thornbury reviews

the remarks of a handful of writers who have described “the general differences in

tension, in tongue shape, in pressure of the articulators, in lip and cheek and jaw

posture and movement, which run through the whole articulatory process”. This

‘overall’ view he suggests may be more useful than the item by item practice of ‘alien’

sounds.
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Thornbury gives some practical ideas: viz

“Play a video extract of speakers…students identify any paralinguistic

differences, including observable mouth, teeth and tongue settings.”

“play a …video extract of two speakers with the sound switched off. Students

identify what language each speaker is speaking…on the basis of the

features identified.”

etc.

You might like to look for this article and consider it.

In Unit 5 there will be a section on Features of Connected Speech

In Unit 7 there will be a section on Intonation
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Reading

Essential Reading

Baker A, 1996 Introducing English Pronunciation (A Teachers Guide to Tree or

Three and Ship or Sheep) CUP

Kelly G, 2000 How to Teach Pronunciation Longman

Additional Recommended Reading

Kenworthy J 1996 Teaching English Pronunciation Longman

Swan M (ed) 1994 Learner English CUP

Cunningham S and Moor P, 1996, Headway Elementary Pronunciation, OUP

Cunningham S and Bowler B, 1990, Headway Intermediate Pronunciation, OUP

Bowler B and Cunningham S, 1991, Headway Upper-Intermediate Pronunication,

OUP

Dalton C and Seidlhofer B 1994, Pronunciation OUP

Haycraft B 1994 English Aloud 1 and 2 Heinemann

Roach P 2000 English Phonetics and Phonology CUP

Thornbury S 1993 Having a Good Jaw, ELTJ, April

Underhill A 1994 Sound Foundations Heinemann (including Chart and Guide)
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Appendices

Appendix 1 : Voiced or Unvoiced Consonants

sound voiced or unvoiced

􀀦 v

k u

􀁉 v

d v

d􀀼 v

p u

f u

t􀀵 u

b v

t u

Appendix 2 : Describing Phonemes

voiced/unvoiced?

i.e. (palm against

throat again) is

there vibration

(voiced)? or none

(unvoiced)?

where is it

made?

i.e. which parts

of the mouth

touch or come

close together

how is it made?

i.e. what

happens to the

air?

f unvoiced lip and tooth escapes with

friction

d voiced tongue and

alveolar ridge

escapes with

sudden release

v voiced lip and tooth escapes with

friction

􀁉 voiced tongue and

soft palate

escapes with

sudden release
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d􀀼 voiced

tongue,

alveolar ridge

and hard

palate

escapes with

friction

s unvoiced tongue and

alveolar ridge

escapes with

friction

Appendix 3 : Ideas for Production

1. Perhaps these ideas are not quite reliable. Are baby cooing noises and pain

noises globally the same? I don’t think so.

2. Of some use, as long as the student knows which she is saying.

How can we be sure? The student may be saying pin and think that they are

saying bin.

3. Earlier books on pronunciation are full of ‘comic’ curiosities such as this. But they

certainly provide concentrated focus on one particular sound!

4. This looks like a sensible, practical idea.

5. Harmless practice. But the problem here is that reading aloud may not make very

good pronunciation practice especially in a language like English in which the

spelling/pronunciation relationship is so arbitrary. (Think, for example of that word

minute. How might the students pronounce it, even possibly students who knew

the correct pronunciation instinctively?)

6. A useful contrast of two sounds with the added bonus of focus on past endings.

Note that this is not discrimination as it may at first appear because there is

initially no listening to these words. The students have to say them to themselves

and work out where they go.
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Portfolio Assignment: Language Skills

For this assignment you will be choosing an aspect of either listening or writing to

research and analyse prior to teaching a lesson which will focus on this skill. You will

then be writing a post-lesson evaluation and action plan; the make-up of this assignment

is the same as PA1. Our recommendation is to select an aspect of one of the two skills

that your learners need. In previous DELTA courses, tutors have noticed that the best

skills assignments have come from an observation of a group’s problems with a

particular skill. This gives the assignment a relevance and focus that is sometimes

missing from those which are based more on the teacher’s interests. For example, if you

are currently working with an examination class, you might wish to focus on examrelated

skills work.

In Unit 6 there will be a second opportunity to undertake a skills assignment where you

will be able to select from reading, speaking or the skill you have not chosen this time.

The length is 2,000–2,500 words plus optional appendices (these should only include

sample learner materials or other teaching materials used to illustrate your analysis or

practical teaching solutions). Your contents page for this assignment should not be

included in the word count. Please ensure that you do write to the word count i.e. it is not

acceptable to write 1,900 or 2,600 words.

Choosing a topic

You can choose from the following topics:

Listening:

1. Focusing on particular listening sub-skills needed for a specified context, or level e.g.

a) listening skills needed for specified task types in an examination (e.g. IELTS,

FCE CAE,etc.)

b) developing listening skills at very low levels

c) improving learners’ ability to understand native speaker conversations at higher

levels

2. Improving learners’ ability with a particular type of listening text (genre) e.g:

a) academic lectures

b) news reports

c) television documentaries

d) transactional exchanges

e) interactional exchanges

f) spoken narrative

3. Developing learners’ proficiency with a particular listening sub-skill or strategy, e.g:
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a) helping learners use ‘top-down’ and ‘bottom-up’ processing strategies to

understand listening texts

b) understanding the role of stressed syllables or intonation in interpreting

messages*

c) understanding features of connected speech to help decode spoken messages*

d) helping students to recognise and exploit discourse markers*

*Particular care needs to be taken with these to prevent the skills assignment turning

into a systems one. You need to show how focusing on these features helps the

learners with the skill. Keep any language analysis brief; show how the features help

learners listen/write more effectively and focus mainly on ways to help students

recognise (rather than produce) them. Eg. in understanding features of connected

speech to help decode spoken messages, show what features of connected speech

causes misunderstanding for learners when listening and how you can help them

recognise them and thus aid effective listening.

Writing

1. Focusing on particular writing sub-skills needed for a specified context or level, e.g:

a) writing skills needed for specified task type/s in an examination (e.g. IELTS,

FCE, CAE etc.)

b) writing skills needed for specified task type/s in a business/ ESP class

c) writing skills at very low levels

d) writing skills needed for studying at an English-speaking institute of higher

education

2. Improving learners’ writing of a particular text type, e.g writing:

a) narratives

b) letters

c) emails

d) business letters

e) articles

f) reports

g) discursive essays, etc.

3. Developing learners’ proficiency with a particular writing sub-skill e.g:

a) working on spelling

b) working on punctuation
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c) teaching the Roman script

4. Investigating particular approaches to developing writing skills e.g:

a) Contrasting Product, Process and/or Genre approaches to the writing skill
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Suggested Organisation

Read the following guidelines in conjunction with the Cambridge ESOL specifications

and criteria for this assignment in the Cambridge DELTA Syllabus and Assessment

Guidelines (3rd Edition) pages 17 - 21. Numbers and letters refer to the criteria.

What this involves and how this relates to the Cambridge ESOL Syllabus and

Assessment Guidelines.

Below is a suggested plan to help you organise your assignment. Word limits are

approximate.

Cover Page

Give the assignment a clear title e.g. Language Skills: Writing - Process and Product

Approaches to the Writing Skill. (2 a,b)

Include a list of contents with page numbers for each section and titles of any essential

appendices. (NB This is not included in the word count)

↓
A - Introduction

State clearly the scope of your focus within the chosen skill (2a, b). State briefly your

interest in the topic you have chosen. You can refer to classroom experience,

professional development and / or your reading here (“I was interested by my reading of

…”) (3b, c) You may opt to include this rationale within the final section on solutions.

(A = 100 words)

↓
B - Analysis

Provide a full analysis of your chosen topic, showing what processes and strategies are

involved (3a). To do this you will need to research several relevant reference books

and/or articles, and refer to sources in the text (3b, 1d).

(B = 750 words)

↓
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C - Problems

Describe the problems that learners experience, both those inherent in the aspect of the

skill you have chosen for all learners and those experienced by specific learners or in

specific contexts (3b, c, d). You should refer to background reading and your own

classroom experience and observation of other languages, of different cultures, different

learning styles and different levels.

(C = 750 words)

↓
D - Solutions

Discuss ways of helping learners with your topic. This is the part of the assignment

where you need to show how you deal with the problems you have detailed above and

your ability to evaluate materials in relation to your learners. Your choice needs to relate

to different factors, e.g. level, teaching context, type of learner/course, revision, practice

or introduction. (4a, b, c, d)

(D = 800 words)

↓
E - Conclusion

Summarise what you have gained from undertaking this assignment. You may wish to

indicate how your teaching has developed as a result and how you intend to build on the

insights you have gained (Syllabus 6.1 – 4)

(E = 100 words)

↓
Word Count (1f) and Bibliography (1e,3b)

Your bibliography should be arranged in alphabetical order of the authors (e.g. White, G.

1998 Listening Oxford University Press)

We suggest you use the following checklist before you submit the final version of

your assignment:

Part 1:

Read Unit 1, Section 4 which gives advice on writing background assignments

Make sure the assignment is within the word limits of between 2,000 and 2,500

words

Proofread the assignment carefully and edit it for spelling, punctuation, grammatical

accuracy and phraseology.
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Whenever you use terminology, make sure you have defined it. For example, if you

referred to ‘transactional listening’ you would need to give a definition in the text.

It is not sufficient to regurgitate course notes or to ‘cut and paste’ ideas from different

authors with no or scant commentary. You need to show you understand what you

have read and can evaluate it in the light of your professional experience. So,

whenever you make a point, or give an opinion, always support it with a

definition or example. You need to demonstrate at all times you fully understand

what you have read and what you are writing, and exemplification is an excellent way

of showing this.

Be careful with your use of footnotes. These should only be used for referencing and

should not be used as a way of circumventing the word count.

Don’t be over-reliant on Distance DELTA coursework materials and / or simply one

resource book.

Your solutions should relate back clearly to your preceding analysis of the skill and

learner problems. They are not three unrelated sections.

When describing your practical classroom solutions, move from the general to the

specific i.e. talk more generically at first of the types of activities available and then

support this by giving a specific example.

Make sure you describe the activities in sufficient depth. You need to describe

activities in such a way that they are easily understandable and reconstructable.

Ensure you have given an adequate range of activities. We suggest you describe 4

or 5 different classroom approaches or procedures with different specific examples,

and relate them to learner needs.

Comment on the level(s) and teaching context(s) that each activity is suitable for or

where problems are more apparent. Even if your assignment focuses on advanced

learners (e.g. developing discursive writing skills at CAE level), you might usefully

briefly include some mention of lower levels, highlighting why certain

activities/problems are not relevant at higher levels.

Make effective use of headings to help guide the reader through your writing and use

bullet points judiciously

Part 2:

Read Unit 1 Section 5 which gives information and advice on Part 2, the lesson itself

You must include a commentary, of not more than 500 words, which

links the learners’ needs, the content and approach of the lesson, and the

reading and research in Part 1

shows how the skills focus of the lesson relates to supporting systems work, or

vice versa.

Use the above words in bold as headings.
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The Commentary is not a re-run of the lesson procedure. It is supposed to link Part 1

to Part 2 and explain why you have chosen to do what you are doing, not how.

Make sure your aims reflect Part 1 in a sufficiently transparent manner. For example,

if Part 1 was on top-down and bottom-up listening strategies then your main aims

should reflect both.

Remember this is a skills assignment, and not a systems one so make sure the

lesson that you plan is clearly skills-focused. Show your plan to your Local Tutor at

an early stage or send in a draft to your Course Tutor. In the past some candidates

have failed this assignment because they have analysed their chosen topic from a

systems point of view. For example, if your assignment title is ‘the role of intonation

in understanding messages’, you need to ensure you keep in mind the key word

understanding, rather than discussing problems and solutions relating to

production.

Although it is a skills-based lesson, there needs also to be some systems work.

This means that as well as you providing detailed anticipation of difficulties with the

skill, you will also need to consider language problems (concept/ use/appropriacy,

form, phonology) and detail specific solutions.

Post-Lesson Evaluation and Action Plan

Some of the points you discuss must relate to the skills focus of the lesson. For

example, if you tried out aspects of process writing to help with various problems, the

Action Plan might refer to additional aspects of process writing you would like to

experiment with e.g. “I intend to further experiment with aspects of process writing

which facilitate ideas generation, in particular collaborative brainstorming, speedwriting

“ etc.

Make sure you make it clear exactly how you are going to implement a change e.g. “I

shall ask a colleague to watch my next lesson and complete an observation sheet

…”

Refer to Unit 1 Section 6 on writing your Evaluation and Action Points
The Distance DELTA

Unit 3 Section 6 139

Exam Thread: Focus on Question One

Summary

This month we will be looking at the first question in the exam. We will work through

a full question in some detail and then you will have the opportunity to do another

one and upload it for marking.

Objectives

By the end of this section you should:

know what is involved in the three tasks in Question One of the Written Exam

understand how to organise your answer

understand what is not appropriate in an answer

have practised answering all three tasks
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Contents

1. Introduction to Question One

2. Training

2.1. Question One, Task 1

2.2. Question One, Task 2

2.3. Question One, Task 3

3. Exam Practice

Appendices

(Material from the DELTA written exam report is reproduced by kind permission of

Cambridge ESOL)
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1. Introduction to Question One

Question One is always based on a sample of a learner’s writing. In Task 1 you

assess its strengths and weaknesses. In Task 2 you select two major areas of

weakness for follow-up work and justify your choice. In Task 3 you provide some

practical ideas for helping the learner with these areas.

Question One is directly relevant to your professional development: it can improve

your ability to assess learners' written work, help you to prioritise problems and also

to seek efficient solutions. It is particularly useful if you have exam classes or

classes with a strong emphasis on writing. It will also help you when writing the

extended assignment.

2. Training

TASK 1: Identify Key Instructions (2 mins)

The three tasks for Question One are always the same. Read the rubric from

December 2004 and underline the key words in each task.

The text (181 words) for this question was written by a learner in an intermediate

class in response to the writing task reproduced on page 2 of the insert.

Task 1 (25 mins)

Identify and evaluate both the strengths and weaknesses of the text, making

specific reference to the assessment criteria you are using.

Task 2 (15 mins)

Choose two key areas of weakness relevant to this learner for follow-up work.

Justify your choice with reference to the learner's language and skills needs.

Task 3 (20 mins)

How would you help this learner in these areas of weakness? Describe practical

teaching ideas to support your suggestions.

Check in Appendix 1

TASK 2: Try it Yourself (5mins)

1 Read the writing task given to the learner below.

2 Before you look at the learner’s attempt, quickly try writing the letter yourself. This

will be helpful later as a reference point for general appropriacy of style and tone as

well as items for inclusion.

The Distance DELTA

Unit 3 Section 6 142

The Distance DELTA

Unit 3 Section 6 143

2.1. Question One Task 1

The first thing is to decide on assessment criteria. This relates closely to Unit 3,

Section 2 where you looked at a range of possible criteria for evaluating learners’

writing. Based on our tutors' experience in marking the actual exam for Cambridge,

we recommend the following criteria as being the most effective means of covering

areas comprehensively and succinctly, working from global to more detailed

analysis:

a) Task achievement / communicative competence / effect on the reader

b) Appropriacy of style and genre

c) Organisation, cohesion and punctuation

d) Range and complexity of language: lexis and grammar

e) Accuracy of language: lexis (including spelling) and grammar

Following is a more detailed breakdown of each set of criteria:

a) Task Achievement / communicative competence / effect on the reader

Has the writer fulfilled the task well, covering all elements specified in the rubric

without irrelevancies and within the word count?

Does the writer communicate their ideas clearly (given their level) or would the

writing impose a strain on a reader?

If relevant, is the writing engaging for the reader? For example, an article for the

school magazine intended for other students or a narrative intended for an

unspecified general reader or a business letter to a school secretary.

b) Appropriacy of style and genre

Is the style and overall content appropriate to the genre (text type)? For

example, an email asking your boss for a day off would need to be formal and

not include inappropriate extraneous information.

Would the tone be suitable for the intended reader or too abrupt or over-polite?

(alternatively, this could go under 'effect on the reader' above).

Does it follow the conventions for a certain genre? For example, a standard

letter format, or a report with sub-headings, or a discursive essay with a

summarising final statement (alternatively, you could include 'layout' under the

next criteria).

c) Organisation, cohesion and punctuation

Are there paragraphs? Is the content and order of these appropriate for the

genre? Are they the right length? Where relevant, do they have topic

sentences?

Is the text cohesive (does it 'hang together well)? Does the writing 'flow' or is it a

series of short, disjointed sentences? Are cohesive devices used accurately?

In relation to the level of the students and the genre, is the range of cohesive

devices good? For example, an FCE student might be using only simple

The Distance DELTA

Unit 3 Section 6 144

conjunctions such as 'and, because, so' where in a discursive essay they

should be using a wider range. However, if the text is an informal letter, these

simple conjunctions might be more appropriate.

Is punctuation used accurately?

d) Range and complexity of language: lexis and grammar

Is there a wider or narrower range of lexical items / collocations / expressions

that you’d expect, given the writer's level? Is the writing repetitive? In relation

to the genre, is the range good? For example, for a descriptive essay, is the

lexis appropriately vivid/interesting? For a formal letter requesting information,

is there a suitable range of appropriate phrases for requesting?

What about the grammar? Think about the range of verb forms and other

structures, in relation to the genre and the learner's level. For example, there is

no point in criticising a narrow range of tenses if a student is writing a letter

giving instructions where a wide range of tenses is not required.

Also is the student 'playing safe' in their use of compound and complex

sentences, of structures after verbs, of dependent prepositions, etc. Are these

poor or strong for the level?

Note: To analyse range it is useful to refer back to your own version of the writing

as this can show you omissions/limitations in range.

e) Accuracy of language: lexis (including spelling) and grammar

How accurate is the learner in terms of the choice, collocations, derivatives,

dependent prepositions and spelling of lexical items?

How good is the learner’s control of grammar? Think about verb forms and

other structures, use of determiners (including articles), prepositions, concord,

complex sentences, etc.

If there are weaknesses, can you suggest a possible reason? For example,

interference of L1 or a post-systematic 'slip'.

The rubric asks you to 'Identify and evaluate both the strengths and weaknesses of

the text, making specific reference to the assessment criteria you are using.'

TASK 3: Identifying Strengths and Weaknesses (10 mins)

1 Imagine you work for the holiday agency and you receive the following letter.

Based on your expectations of this sort of letter, what is your initial reaction to the

content and style/tone and general conventions (rather than the language, unless

the language is getting in the way)? Make brief notes on these.

2 Re-read the instructions for the student and decide whether she has fulfilled the

task. Write brief notes.
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Commentary

In the Exam, you need to be able to write your evaluation quickly and efficiently.

Using headings and sub-headings and bullet points will help you organise your

answer and help the marker follow your ideas. So for the first two sets of criteria you

could write as follows:

Task Achievement / communicative competence / effect on the reader

Strengths

The writer has generally fulfilled the task regarding text type, style, and

length (just), and has included questions regarding six of the seven

prescribed points. She has done this well for her level.

The purpose of the letter is clearly stated at the outset, and the points are

covered in logical fashion, so that the intended reader would have little

trouble in extracting the writer’s message.

Weaknesses

The writer omits to refer to 'late June' or to include a question regarding

'sheets and towels.' The question as to whether there is anything similar has

been lifted almost verbatim from the rubric, and because of that doesn’t get

sufficient prominence. This shows a lack of awareness of examination

requirements.

I would ask you about the best date to go is a bit ambiguous. It would be

better to ask directly about availability.

Appropriacy of style and genre

Strengths

The student has used a standard letter format, i.e. appropriate salutation

and closing.

The student is aware of the need to use a formal style and is relatively

successful with this for her level. For example, 'I am writing to you..' and

general lack of contracted forms: 'I am interested..'

Weaknesses

A general awkwardness with modality makes the writer sound quite

demanding, and abrupt, e.g. I would know… (line 5), I ask you about the

price… (line 18). This is a key weakness. The effect of so many requests

could be mitigated by such stylistic devices as: Could you give me more

information about… Can you tell me …etc.

The suggestion that the advertisement wasn’t clear is rather direct and

potentially rude, and should perhaps have been hedged, e.g. there are a few

things I’m not clear about…

The student is unaware of need to use her full name to sign off.
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TASK 4: Question One Task 1: Strengths and Weaknesses (20 mins)

Now you try. Write about the strengths and weaknesses in the other three criteria.

Before you start, re-read your own version of the letter to give you a benchmark

from which to work, and read the advice below.

See: Appendix 2 for a guideline answer and Appendix 3 for the Specific assessment

criteria.

Advice

Do start each category with a brief overall comment which shows whether you think

this area is generally a strength or a weakness, remembering the level of the student

and the genre. This will help give the reader a sense of your overall evaluation and

prioritisation rather than the answer simply being a list. You can highlight features

by saying, 'This is a key strength/weakness.'

Don’t feel you have to list all strengths and weaknesses under each criteria or waste

time looking for strengths or weaknesses that don't exist or are peripheral. It may be,

for example, that a text is very accurate but the learner is playing safe for their level

and you would want to say more about the lack of range of lexis/grammar. If an area

is strong, you could write under weaknesses: ‘There are no significant weaknesses

in this area.’

Do give specific examples of what you are talking about, e.g. 'Some good use of

dependent prepositions: 'pleased about', 'stay with.' You only need to include line

references if it is unclear where your example comes from. Examples do not have to

be exhaustive.

Don’t be too negative. Always think about your own learners at the stated level and

try and give a balanced appraisal, e.g. 'range: The learner makes an attempt to use

‘cope,' which is good for her level although she is inaccurate in the associated

grammar – ‘cope them.' Of course, if the writing is of a very poor standard for the

level and the genre, you will need to reflect this in your assessment.

Don't spend too long on this task. Aim for a competent analysis and move on to

other tasks. Otherwise you will find you have insufficient time at the end of the exam.

Do experiment with highlighter pens or other methods. For example, you can mark

up the piece of writing, using different colours for different aspects. If you find good

ways that work for you, share these in the forums.
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2.2. Question One Task 2

'Choose two key areas of weakness relevant to this learner for follow-up work. Justify

your choice with reference to the learner's language and skills needs.'

TASK 5: Evaluating an Answer (10mins)

1 Read the Cambridge specific assessment criteria for this task.

Specific assessment criteria:

I

n order to reach PASS standard, candidates must:

identify two areas of weakness for follow-up work; these must be areas and not

individual errors

present a different justification for the choice of each identified area of

weakness which considers the learner's development and future needs

I

n order to reach DISTINCTION standard, candidates must in addition:

identify two key areas of weakness for follow-up work

present justifications that demonstrate original insight into the strengths and

weaknesses of the learner as shown by the text

make some reference to level

2 Read the following sample answers or parts of answers. Write one (or more)

reasons why each one failed in relation to the pass criteria.

Sample answers

1 I would choose prepositions because she makes quite a few mistakes with

these. I would also choose…..

2 I would also look at the letter writing conventions. If the learner could get

these right it would make a vast difference to the clarity of her writing.

3 I would work on linkers such as 'furthermore, moreover, in addition, despite'

because if she is writing for exams she will need to show she can use these

accurately.

4 I would choose: making requests, range of lexis, and grammatical accuracy in

general (focussing on articles and prepositions)

See Appendix 4
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Advice on answering Question One Task 2

Red alert! Many candidates fail this task because they offer no justifications or

because their justifications are circular: 'I would work on X because they are

making a lot of mistakes with X.' The simple occurrence of the error does not

provide the sort of justification that is required. You need to be looking at the

learner's future language and skills needs.

Prioritise the areas. Ask yourself what would make the most difference to the

effectiveness of this piece of writing, given the learner’s level and their future

needs.

Give a few justifications for each area you select. Try to include some variety

here so that the justifications aren't exactly the same for each area.

Refer specifically to level in your answer

Do not simply trot out a list of prepared justifications. Tailor the ones you choose

to the area under consideration.

Do not choose something which is not a priority just because you can think of lots

of ideas on it for Task 3!

TASK 6: Justifications (10mins)

Write down at least five different reasons why you might choose to focus on any

particular area of weakness with any learner. Think in general terms (not just for this

letter) and concentrate on learners' future language and skills needs. For example,

the area could be easily transferable to other genres of writing which the students

might need.

See Appendix 5

TASK 7: Question One Task 2: (10mins)

Look at the student's letter and choose two areas for follow-up work. Give at least

two justifications for each area.

See Appendix 6 for a guideline answer
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2.3. Question One Task 3

'

How would you help this learner in these areas of weakness? Describe practical

teaching ideas to support your suggestions.'

Specific Assessment Criteria

I

n order to reach PASS standard, candidates must:

present a range of methodologically sound procedures relevant to the level to

assist this learner in the areas identified in Task Two

provide practical examples that focus on both awareness raising and production

activities for each area they identify with relevance to the text type

give examples of language exponents if appropriate.

I

n order to reach DISTINCTION standard, candidates must in addition:

present procedures that go beyond the routine; and

relate these procedures closely to the text type

give examples of language exponents if appropriate

give clear recognition of level and provide a range of activities for each area

and,are likely to cross-refer to points made earlier.

Advice for Task 3

Refer only to the two areas mentioned in Task 2. You cannot suddenly introduce

a new area.

Provide ideas for awareness-raising and production, using these as headings.

Awareness-raising ideas often start with some sort of text, using models to read

(or possibly listen to) or the student's own text; productive ideas range from very

controlled to freer and often usefully end with the student going back to their

original text to improve it.

You can either a) sequence the ideas as if in a lesson plan or series of lessons

so that you move from awareness-raising to production; or b) provide different

awareness-raising and productive ideas which don't necessarily follow on from

each other.

Ideas need to be in enough detail to be convincing. Include as appropriate:

language examples, diagrams, concept checking questions for a grammar point,

time-lines, drawings, etc. Exemplify, exemplify, exemplify! To say “I would use

a time-line” is only valid if you then go ahead and draw the time-line. To say “I

would use a model text and get students to notice examples of good

expressions…” is too vague. You need to identify the text (say what it is / what

it’s about) and perhaps quote a small section to give an example. Say what

students would have to do (Underline? Circle? Turn over and remember the

expressions with cues?) and what the teacher would do to check meaning and

form.

Continually refer back to this learner, to the problems evident in this piece of

writing and to his / her level. For example, if she is a pre-intermediate learner
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who has problems with the use of ‘the’ before abstract nouns (‘I like the music.’

‘The love is important’) then do not talk about all the problems students can face

with ‘the’. Restrict your ideas to helping her with this use and be realistic about

her level.

Also make sure you refer to the same genre (text type). For example if the text is

a for and against essay which is weak on organisation and paragraphing, don't

then give general ideas for paragraphing or ideas relevant to a narrative; make

sure you talk about the type of organisation, paragraph content and use of topic

sentences relevant to a discursive essay.
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TASK 8: Two Samples

Look at the two sample answers below. The candidates are talking about helping a

learner to extend their range of expressions for writing a letter of complaint. Which

one passed and which one failed? Why?

Candidate A

Awareness-raising:

I would use an example of an effective letter of complaint and one of a

poor letter and after checking basic comprehension of the situation, I

would ask students to say which letter is better and why. Then I would ask

them in pairs to underline effective or poor expressions in each. For

example, “I am writing to complain about the service I received at your

restaurant … I would appreciate it if you would refund my money…” vs “I am

very angry with you … I demand a refund...”

Another approach would be to start with a telephone conversation of

someone complaining formally and effectively. I would check

comprehension of the situation and ask the students to identify whether

the complaint was successful and why. I would then replay the tape and

elicit useful phrases (as above) on to the board.

Production:

For controlled practice I would give students another letter with gaps, e.g. I

____ ______ ______ complain about the service…..

Then I would give learners an object and/or a scenario (e.g. a briefcase, a

computer, a restaurant, a train journey) and ask them in pairs to decide on

the problem. They would then write a letter of complaint to the relevant

person, making use of the new expressions.

I would then ask each student to look back at the letter they had written

and see if they could improve it by using some of these fixed phrases.

Candidate B

Awareness-raising:

I would use two model texts, one of which is good and the other poor and I

would ask students to say why and to list the relevant expressions in the

good letter.

I could also use a telephone conversation of a complaint to highlight

expressions. Students would listen and write the useful phrases.
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Production:

Students would read a letter of complaint with expressions missed out and

complete the gaps.

Students would then go onto write a letter of complaint about a topic which

I would give them.

Students would correct their own letter.

See Appendix 7

TASK 8: Question 1 Task 3: Practical ideas (25mins)

Write ideas for the following two areas: 1 Polite requests; 2 Linkers. See how much

you can write in the time.

See Appendix 8 for some sample answers

General Comment

The third task of each question in the Written Exam has a more practical angle,

usually asking you for teaching ideas of some kind. The course is a great opportunity

for you to begin collecting a range of ideas for many areas of language and skills

development. Why not start keeping a record of ideas on cards in a box or on your

computer? If a range of ideas doesn’t immediately spring to mind on a particular

area, you could a) share ideas with other participants via the forums, b) ask

colleagues at work, and c) look through two or three course or resource books for

new ideas.
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A Sample Ideas Card

(! = A problem for learners or something I need to remember)

Modals of obligation: must, have to, mustn’t, don’t have to, should, shouldn’t

Don’t have to = a semi-modal; modal in meaning but a full verb in form

Problem with mustn’t vs don’t have to (prohibition vs. absence of obligation)

Must – often obligation from speaker; have to – often obligation from outside

agency.

Pronunciation: weak form of must; we often elide (lose) ‘t’, e.g. I must go

/mWs gW¨/

Awareness-raising:

Ss have to match beginnings and endings of sentences:

You have to / must eat seafood which isn’t fresh

You should pay for a meal in a restaurant

You mustn’t go on a diet if you’re overweight

Then Ss have to match the sentence with a meaning, e.g. It is a good idea to do it;

it is necessary to do it, it is not permitted/dangerous to do it.

The idea is from True To Life Pre-int: Unit 9: Food and Drink: Do’s and Don’ts: (you

don't need to quote sources in the exam unless you remember them).

Production:

Ss have to produce a class contract on a poster, including things the Ss agree to

and those the teacher has to agree to, e.g. We have to do our homework; we

should talk in English 90% of the time; the teacher mustn’t be late…. etc.

(You would have two or three ideas for each card for awareness-raising and

production and obviously would need to adjust these to make them relevant to the

student text in the exam itself).

Red Alert!

Centres are marked in batches, so your work will be marked together with about ten

of your colleagues on the Distance DELTA. It is therefore very important that you

collect your own examples. An examiner will not be impressed if ten people produce

exactly the same examples.

3. Exam Practice

Look at this month’s question in the Resources section on the DELTA website. Feel

free to discuss it on the forums and then write your answer and upload it.
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Appendices

Appendix 1: Identification of Key Instructions

You might underline more than indicated here, but these are the crucial points.

The text (181 words) for this question was written by a learner in an intermediate

class in response to the writing task reproduced on page 2 of the insert.

Task 1 (25 mins)

Identify and evaluate both the strengths and weaknesses of the text, making specific

reference to the assessment criteria you are using.

Task 2 (15 mins)

Choose two key areas of weakness relevant to this learner for follow-up work. Justify

your choice with reference to the learner's language and skills needs.

Task 3 (20 mins)

How would you help this learner in these areas of weakness? Describe practical

teaching ideas to support your suggestions.
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Appendix 2: Question One Task 1: Strengths and Weaknesses

Guideline Answer (based on the guidelines from Cambridge ESOL, amplified and

exemplified by the author). You may have different examples or not so many. Try to

provide at least one example for each language point you make. Please do not think

you need to include everything here. For example, you do not need a comprehensive

list of all accuracy mistakes. If you tried to do so, you would run out of time later in

the exam. Although line numbers are provided here, you only need to include them if

there would be a problem in finding the example otherwise. Pay particular attention

to the section on Range as this is an area course participants often find more

difficulty in assessing.

Organisation, cohesion and punctuation

Strengths

On the whole, the ideas are well sequenced and linked, with first, second and

final points clearly highlighted, and a range of cohesive devices used to connect

sentences: I say that because…, Another thing… too .

The ideas are organised into suitable paragraphs (although the indentation is not

always clear)

There is generally an accurate use of linkers within sentences suitable for this

type of letter: so, because, or..

Punctuation is accurate.

Weaknesses

The wrong cohesive devices are used for sequencing ideas: At first, At second

instead of First, Secondly.

Range and complexity of language

Strengths

For the student's level, some quite complex sentences are successfully

attempted, with subordination as well as co-ordination, and the use of relative

clauses, e.g. the sentence in paragraph 1 I am writting to you because … that I

read … ; There are some things that … because in the advertisement …. Also

the use of word order in indirect questions: I would know if they are near of the

farm… I would know what this historic places are.

There is a suitable range of tenses for the genre: use of the present continuous

and simple: I'm writing to you.. my daughter begins school..and past simple that

I read.

Weaknesses

There is a tendency to repeat some words rather than use substitution or

synonyms, e.g. go (three times in lines 7-8); television (three times in lines 11,

12), historic (lines 15 and 17).

There is a limited range of ways to ask for information. I would know is repeated

three times (lines 5, 15, 17) and I (would) ask you is used twice (line 7, 18). The

student needs to use alternatives such as Could you tell me…? I’d like to know

… I’d be grateful if you could let me know … It would also be helpful to know …

It can be argued that the student’s vocabulary is quite basic, supported by the

fact that she ‘lifts’ items from the rubric, e.g. fascinating historic places, I read
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carefully although this could be seen as a positive learner strategy! Her writing

would benefit from a wider range of reporting verbs such as refer to, request,

mention; also the use of available.

Accuracy of language: lexis (including spelling) and grammar

Strengths

Lexis: accurate usage throughout, with only two spelling errors (see below).

Grammar: verb complementation very accurate, e.g. prefer to go…; it says

that…; know if…; know what… ask you about, etc. Also subject-verb concord

generally accurate, as well as use of tenses.

Good use of a range of dependent prepositions (look forward to, interested in,

know about, ask you about, meet with, etc.)

Good control of articles used for specific reference / shared knowledge.

Weaknesses

The student has made some errors in accuracy. However, none of these individually

are major although the cumulative effect detracts from the overall effect of the letter.

Collocation: a good enterteinement for where a good way of entertaining might

be more appropriate.

Syntax: missing subject pronoun they: in the advertisement are not enough clear

(line 6); wrong order of the adverb and adjective in enough clear (line 6)..

Concord: this historic places (line 17); this fantastic holidays (lines 18-19); are

there anything similar (line 19).

Modality: the use of would to mean would like, e.g. I would know… (lines 5,15,

17); I would ask you (line 7).

Prepositions: the omission of for in we want to go about two weeks (line 8); the

addition of of in near of (line 16); the collocation of to link to in linked with (line

11); the assumption that to in looking forward to receive (line 20) is the toinfinitive

rather than a preposition.

Articles: use of the where a zero article is correct, e.g. begins the school (line

10), the television (lines 11, 12).

Spelling: writting (for writing) in line 2; enterteinement (for entertainment) in line

13.
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Appendix 3: Specific Assessment Criteria

These are the criteria that Cambridge use for their markers for all Question Ones

In order to reach PASS standard, candidates must:

present or make reference to a set of valid assessment criteria for a written text

of this genre.

Within the criteria stated candidates should:

include discussion of task achievement. Comments should take account of the

learner’s level.

pick out a range of features contained in the text and relate them accurately to

the criteria they have listed. At least one feature must relate to each assessment

criterion listed. Where an area of particular strength or weakness is identified,

more than one feature is expected.

give examples of both strengths and weaknesses (although it is not necessary

that they give examples of both for every assessment criterion).

A strong candidate is likely to provide the above in a well-ordered fashion that

provides a balanced and comprehensive view.

In order to reach DISTINCTION standard, candidates must:

include a comprehensive range of assessment criteria.

acknowledge that the language used by the learner is appropriate for the

task/genre

indicate which are the key strengths and weaknesses of the text.
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Appendix 4: Evaluating an Answer

1 This is not an area; it is a single grammatical point which isn't a key issue in this

text. Also the justification is circular/self-referring: ‘I will correct this because she

has made mistakes with this’ is, therefore, no real justification in relation to the

learner's future development and needs.

However, note that if there is a serious individual grammatical point which does

impact on the effectiveness of the text, then this would be allowable, e.g. two or three

examples of misuse of a present perfect form or consistent problems with article use

(in this text the student gets many articles correct).

2 Poor analysis. Perhaps the writer didn't notice that in the rubric the student was

specifically asked not to include addresses. In general, letter writing conventions are

followed with a minor problem over the first name in the signature, possibly the need

for a date, and (in some people's opinion) the advantage of indenting paragraphs.

This justification here is inflated and patently rather silly.

3 You could definitely make a case for extending the learners’ range of cohesive

devices and/or addressing the problem with 'at first, at second.' The real problem is

that the alternative linkers suggested are not all appropriate to this genre (a

letter of request asking about holiday accommodation) The candidate has not really

thought about this text and seems to have come up with these linkers without really

considering their appropriacy. However, with a better choice, the justification would

be good as it clearly relates to the learner's future needs.

4 These are good choices of areas but there should only be two and not three.

In the exam the marker would simply choose the first two and discount the third and

in Task 3 it would be impossible for you to cover three areas in the time available. No

justifications are given.

Note that here the choice of 'accuracy' as an area in its own right is appropriate to

cover a range of minor errors. You would need to cite at least two types of error to

show that you want to cover accuracy as an area.
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Appendix 5: Justifications

Possible justifications could include:

Learner's needs, e.g. often at intermediate level, they will be going on to take an

exam. The learner might need training in the overall organisation of ideas and

paragraphing for a particular genre such as a promotional tourist leaflet in

preparation for the writing paper in an exam, or they may need to develop a

greater control of grammar for the same exam.

The transferability of the area in terms of other skills/situations; for example,

control and confident use of particular functional exponents or a particular verb

form might improve the learner’s spoken English or their ability to read more

fluently.

An area that would be useful for the learner's future professional needs; for

example, writing a letter of request would be useful in most business situations.

Appropriacy of focus for the learner's level and general progression in English;

for example, an intermediate learner might be struggling to write a discursive

essay and needs to learn more expressions to make generalisations, including a

better control of zero article use with abstract nouns. Alternately, the area could

be below the learner's general proficiency; for example, an intermediate learner

might be making a significant number of errors with some basic use of

determiners. If this issue is not addressed, the error may become fossilised.

An area that causes a negative effect on the reader; for example, the content or

style of a letter might be inappropriate or offensive or too abrupt. You would be

helping the learner to make a better impression on the reader. In some cases

you might be helping them to make the text more vivid or interesting for a

reader OR you might want to focus on an area that causes a strain on the reader

because it is compromising intelligibility; perhaps the non-use of punctuation or

lack of signalling by cohesive devices is making the text very difficult to follow.
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Appendix 6: Question One Task 2

Possible areas for work are:

Modalised request expressions: I would like to ask/know… Could you tell me…

This is clearly a persistent and intrusive problem throughout the text and creates

a negative effect on the reader. The recipient of the letter could be rather

offended by the tone and might not feel inclined to rent her farm to the student.

This is also a high frequency linguistic functional area and would be very useful

for the learner to have a better control over and more range in order to get what

she wants in both oral and written situations. Furthermore if she is thinking of

taking an exam such as FCE in the near future, she would need this language to

complete similar written tasks (this could be an example of one) and also to do

the communicative activity in the oral exam. This is also a language area which

should be used more competently at this level and could be a fossilised error

which needs to be remedied before the learner can move up the intermediate

ladder.

Sequencing devices: first, secondly, thirdly… another thing… The student shows

that she understands the need to use these, but does not know which ones to

use and uses time markers instead. Again, this is a high frequency language

function and one which can be used in speech and writing. Such linkers are easy

to teach and it would be motivating for the learner to know the difference

between those used to sequence a narrative and those to list / ask for

information. They can be used in other forms of writing, such as describing

processes and giving opinions and would be useful in exams and work/study

situations.

The appropriacy of the requesting language: the lack of polite forms and

prefacing the request causes a rather negative effect on the reader. Control and

confident use of functional exponents for making polite requests would help not

only the learner's written but also their spoken English. It would also be useful in

the future where writing a letter or email of request is very common in the

business, tourist and academic worlds.

Techniques to avoid lexical repetition: the learner may be unaware of the

negative effect that repetition can have on the reader and the fact that it makes

her writing sound rather basic and uninteresting. She needs to widen her range

of vocabulary to move to the next level and also to learn how to use substitution

more effectively to avoid repetition if she cannot find an appropriate synonym.

This could have the result of improving other pieces of writing and may be

particularly relevant to any exams she takes. It could encourage her to edit her

work with this in mind.

Working on grammatical accuracy to cover at least two different points, which

could include articles, prepositions, concord. These minor errors, if corrected,

would reduce the slight strain on the reader they cause. At her level she should

not be making some of these mistakes and if not dealt with they could become

fossilised. Alternatively, she may be being careless in proof reading and will need

to improve this skill if taking exams or writing in formal situations.

Planning skills in preparation for PET or FCE, including reading the rubric. The

examiners can be very strict about any non-achievement of the task or about

The Distance DELTA

Unit 3 Section 6 162

students lifting language from the rubric and she needs to check this if she is to

take this kind of exam. This could also transfer to other writing tasks, for

example if she is given instructions on the content of a business communication.

The following areas are not acceptable:

1 The use of articles

2 Spelling and punctuation

3 Paragraphing

4 Letter writing conventions

5 Individual grammatical points

Appendix 7: Comparing

Candidate A passed. Her ideas are convincing because they are specific and the

activities are reconstructable; a marker gets a real sense that the learner would

benefit from this kind of work.

Whilst Candidate B's answer shows some evidence of knowledge of practical

approaches, it is too vague and general. It would fail.

Appendix 8: Question 1 Task 3: Practical Ideas

Candidates must provide concrete exemplification of activities and materials which

are relevant and appropriate for the problems identified, and relate these to the text.

Any of a variety of approaches can be chosen, but treatment should be appropriate

to the learner’s level and maturity. For both remedial and extension ideas, selfaccess

centre work would certainly be appropriate, as well as extension work aimed

at the whole class. Some attention should be given to finding out how much the

learner already knows but did not use in this text, as opposed to assuming that input

is needed. Text analysis should also be mentioned. (Cambridge report)

Compare your ideas with the following:

Polite Requests

Awareness-raising: I would begin by presenting the language in a context, e.g.

a similar kind of letter requesting information about a school. After the

students have read the text for content they could read it again and underline

the different ways the writer asks for information, e.g. 'Could you give me more

information about…; I would like to know if you…. Can you tell me when… '

After comparing their answers in pairs, they could check as a class using an

OHT of the text. Once the forms have been highlighted, I would check any

differences in formality, the structure of the forms (particularly the subject +
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verb order in the second part of indirect requests) and I would analyse and drill

the pronunciation, particularly stress and intonation.

They could then do an error correction activity, e.g. they look at another text

where some questions are expressed too directly or the form is inaccurate. In

pairs, they would decide which forms were inappropriate or incorrect.

Production: To help the learners produce the language, they could do a gap fill

on a different text where the students are given a list of lexical items / verbs

and they have to complete the gaps as appropriate, e.g. 'Could you tell me ___

you have rooms _____ in late June?' (if/available)

Alternatively, they could transform “blunt” requests (e.g. with I want…) to more

polite ones; before being integrated into a writing task similar to the one in the

example.

Finally, they would return to their own texts, and correct any errors and include

a wider range of forms.

Commentary:

The answer above is generally organised in a sequential way and has excellent

range and exemplification. Other ideas could include:

Starting with a dialogue rather than a written text and then getting students to

reconstruct it. Finishing with some oral practice e.g. a mingle activity/roleplay

where the learners have to ask for specific information about holiday

accommodation. Real life work could also include using the internet to research and

then phone or email holiday agencies.

Linkers

Awareness-raising: Again I would begin by using a model text of a letter

requesting information about a holiday with ordering / sequencers such as

firstly, secondly, thirdly, another thing, finally. After having read the text for

meaning, students could underline the linkers.

Another idea is a multiple choice activity whereby the learners have to choose

between forms such as at first / firstly; finally / in the end / at the end as this

is clearly an area of confusion. I would need to check concept carefully.

I could also use an oral activity to revise the linkers first, then, after that,

finally. I would give the students some pictures which describe a process, e.g.

booking a holiday. The learners listen to someone describing the stages they

went through for their last holiday and sequence the pictures. This would focus
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on the linkers. Then they listen again, and note down the linkers used to order

the stages.

For production: once the linkers have been checked for concept and

pronunciation, the learners work in groups and use them and the pictures to

either recount or write the stages they heard.

Another idea is for the learners to have a model text of a letter requesting

information cut up and 6 linkers on the board. They have to order the text

logically, choose 3 of the linkers and insert them in the text.

Students would also need to revisit their original text and correct any errors

using the linkers and see if it would be appropriate to insert any others.

Commentary

This answer is organised more as a collection of ideas although some are

sequenced. Again it is suitably detailed and exemplified.
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Following is an example of how you could deal with a grammatical point. It is not

related to the letter to the holiday agency but deals with problems a student was

having with the present perfect simple to speak about recent events. Notice the

inclusion of more detail in terms of checking concept. It is written as a set of different

ideas rather than a sequence.

The Present Perfect

Awareness-raising activities

Give the students a model letter to a friend giving news and including several

examples of correct use of parallel examples of the past simple and present

perfect (e.g. 'I was very disappointed because I didn't get a ticket’, 'I've always

wanted to see them in concert'). After checking general understanding of the

text, students find the examples and discuss why the tense is used.

Students compare sets of sentences, e.g. 'I've won $50' vs 'I was happy

because I won $50'. The teacher checks the form and concept: What's the

tense? In which example is he giving news? Is it important now? In which

example is he talking about something in the past which is not so important now?

In a monolingual class the students translate and compare the use of the tenses

above to L1 in order to discover the differences (because these errors seem to

stem from L1 interference)

Production:

Students practise giving 'news' in conversations. They mingle with visuals of

different feelings which they use to make up brief conversations: e.g. 'Why are

you looking so happy? Because I've…'

Students complete the following sentence starters. They write one true sentence

and one false sentence for each about themselves and their partner has to ask

follow up questions to guess which is which:

'I've recently….'

'I've just ….'

Students go back to the original text and correct mistakes

Students go to the computer room and write and send a newsy email to another

student in the class or to their teacher.
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Extended Assignment: justifying your data collection

methods; discussing test procedures

Contents

1. Review

2. Writing up Part 2 of the assignment – the rationale for assessment and testing

procedures

3. Summary
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1 Review

In Unit 2 we looked at the requirements of the Extended Assignment and you were

asked to start work on it.

By now you should have:

Chosen a learner, and found out about their general background and language

learning background, about their reasons for learning English and perceived

current needs in English.

Begun to assess their level and their strengths and weaknesses based on your

own observations

Decided on the samples and tests you want to use and begun to implement

these.

Sent in your overview of data collection to your Course Tutor for feedback.

2 Writing up Part 2 of the assignment - the rationale for

assessment and testing procedures.

Part 2 of the assignment should be approximately 1000 words.

There are two aspects to this section of the assignment:

a) Giving a rationale for your choice of samples and tests in relation to your

learner.

b) Discussing your formal tests with respect to testing principles.

a) Rationale: This is a vital part of the assignment: ‘Whatever test or assessment

type is chosen the candidate must provide a clear rationale based on the learner’s

needs and level.’ ‘The link between the learner and the test is paramount. The

rationale for the test must show awareness of the learner’s perceived language

learning priorities.’ (Extended Assignment Report 2004). You should already have

most of this information in the table you completed and sent to your Course Tutor in

the last unit. The feedback should help you to fine-tune this.

b) For the formal test(s) you set, you must discuss testing issues in relation to them.

Specifically, you must include validity, reliability and practicality. You can include

other relevant aspects too, depending on the particular test(s) you set. Taking into

consideration the reading on Testing that you did in Unit 2, you may find that there is

a lot you could write about; but in fact you don’t have many words to ‘spend’ on this

section, so you will have to be selective.

On the subject of practicality, validity and reliability, there are some extra notes in

appendix 1 of this Thread to supplement your earlier reading.

If you use public tests such as CAE, FCE, you still have to discuss testing principles;

you can’t say “it’s a good test because it’s Cambridge!” You can read about the

principles behind the Cambridge examinations in the Cambridge Examinations,

Certificates and Diplomas Handbooks (there is one for each examination).
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2.1 Some tips for testing principles part of the assignment

One potential pitfall when writing this section is that, in an effort to show that you

understand the principles of testing, you discuss the theory without relating it to your

tests. The examiner is looking for a PRACTICAL understanding of testing and not a

regurgitation of theory that you have read. (Imagine yourself as a marker

approaching your thirtieth list of testing factors taken straight from a book!) A good

approach is to list the reasons why you chose your tests and what you think is good

about them and then try to relate this to the theoretical aspects, rather than

describing theory and then looking for links to your tests. In other words, start from

your test and look for relevant theory, rather than the other way round.

Look at the two examples of Part 2 in the DELTA Extended Assignment Report 2004

on your CD Rom (pages 13-15 and 55-57) to see how two candidates have

organised this part successfully. Refer also to the Examiner comments on both

assignments (page 49 and 79).

Remember to refer clearly to your reading in your assignment and use in-text

referencing correctly (See Unit 2.6 and Unit 1.4). Ensure your bibliography only

contains references you have cited in the main body of the text and that everything

cited is in the bibliography.

In this section you can also comment on the effectiveness of your tests. You may find

that a test turned out to be flawed in some way. It is good to discuss this and to say

what you would do differently on another occasion. However, if a test turned out to

have no value at all (for example, if it was far too difficult and the learner couldn’t

answer any questions!) then you need to devise another test.

Remember to include the completed version of the test as an appendix .

The following task on test evaluation should help you understand some of the issues

in test design.
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TASK 1: Test evaluation (30mins)

Suggested answers to this task are in Appendix 2

Look at the diagnostic test which appears below. It was devised by a colleague to

test an adult learner who is about to start one to one lessons. She is an Elementary

learner and is learning English mainly because a lot of English speaking tourists

come to her city. Her main aim is to learn to listen to and speak English. Her aim is to

equip her with basic communication skills. She currently works as a shop assistant

where she has to use English. Ideally she would like to work in the hotel industry as

receptionist or some other job involving customers.

1. How suitable is this test for this learner? Think about the content of the test

overall and of individual exercises, and the tasks the learner has to do.

2. Can you find at least five problems with the design of the test?

3. What’s good about it?

4. Terminology revision: in the test find an example of each of the following:

a) An integrated test

b) A discrete item test

c) An objective test item

d) A subjective test item

e) A direct test

f) An indirect testing

Suggested answers appear below.

End of term 1 test: Level one:

PART ONE: Write the questions. (I mark each, no half marks)

Example: Garcia. / What? What’s your surname?

1. Susan. / What?

2. S,U,S,A,N. / How?

3. Italy. / Where?

4. Not very well. She’s got a cold. / How?

5. Two brothers and four sisters. / How?

PART TWO Odd one out.

Which word is different? Underline the different word. (1 mark each)

Example

Potato fish carrot spinach
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1. Actor waiter policeman music.

2. Dancing washing up ironing cooking.

3. Dolphin monkey whale shark.

4. Spain French Italy Japan.

5. Grandmother grandfather niece aunt.

PART THREE Error correction (1 mark each)

Read the sentences below and find the mistakes. There is one mistake in each

sentence. Underline the mistake and correct it.

1. Have you got any informations about hotels?

2. The manager don’t work in this building.

3. She haven’t got time to go to the bank.

4. My brother is very pretty.

5. The chef works in the chicken.

PART FOUR Reading (10 marks)

Read the text and write the answers to the questions.

Tom and Mary live in London. Tom works for a bank in the city. He’s a financial

analyst. Mary works for British Airways as a flight attendant. She travels a lot. They

live in a large flat in central London. They both work too hard and they would like to

move to the countryside.

1. Where do Tom and Mary Brown live?

2. Where does Tom work?

3. What does Mary do?

4. Where do they live?

5. What would they like to do?

PART FIVE: Writing

Now write a text about yourself. Write about:

Your family

What you and your family do

Where you live

What you would like to do
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3. Summary of your tasks for this unit

To continue collecting data about your learner (samples and tests).

To write a first draft of the second section of the assignment, the rationale for

choosing the data collection techniques you are using, including a discussion of

the samples and test(s) and a discussion of testing issues in relation to your

test(s).

Keep copies of any questionnaires, diaries etc. used, and recorded conversations

or interviews with the learner (to go in the appendix of your assignment).

To read the relevant sections of the Extended Assignment Report 2004
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Appendix 1: Extra notes on testing principles

Practicality

This concerns how easy or difficult it is to collect the information or administer the

test, bearing in mind you are probably working full time and your learner may be too.

Validity

In short this means that the procedure your use really tests what it claims to test. For

example, if you want to test a learner’s ability to use narrative tenses when telling

stories you might give a test where he has to fill gaps in a story with the correct

narrative tense. However, the skill required to fill gaps in a written story is different

from using tenses in real time when speaking, so there is a question mark over

whether you are really testing what you are claiming to test. There is a question

about content validity. There are other kinds of validity too. You can read about

them!

Reliability

A reliable test is one which is not open to fluke performances and therefore tests the

learners’ ‘true’ ability. There are many things which affect reliability. For example, if

the learner performs the test in a noisy corridor, he may be distracted and

underperform, thus giving a false impression of his ability. This is an aspect of

reliability which is due to the conditions of testing. Another aspect is in how the test is

graded: for example, a test of multiple choice questions with only one possible

correct answer is very reliable in the sense that the testee will be given the same

score irrespective of who marks it. Compare this with a test in which the learner has

to interact with another learner while being observed by an examiner who will give

the learner a grade. Judging such a test is a subjective matter; different examiners

may give different grades. So this test is potentially unreliable. Of course there are

things one can do to improve the reliability of potentially unreliable tests. In the

examples above one can respectively: make sure the test is conducted in a place

with no distractions and conduct standardisation meetings for examiners so that they

are judging by the same criteria.

Some aspects of reliability are only relevant if one is comparing learners with each

other. In your case study you may be doing this, but you are primarily looking at the

learner in isolation. So be careful to only discuss aspects of reliability which are

relevant to your case study.
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Appendix 2: Commentary on Task 1 Test Evaluation

How suitable is the test?

1 Content and Tasks

The test bears little relation to the skills that this learner is interested in – listening

and speaking. Some of the content is relevant: in Part THREE for example most

sentences relate to work and some specifically to hotels. The content of the reading

text is also work-related, but both text and task are very unnatural. The question

forms in part 1 are probably quite useful for any learner at this level. Some of the

vocabulary in section 2 however could be geared towards the learner’s needs e.g.

replace ‘dolphin monkey’ etc with, say ‘tourist, camera, sunglasses, suitcase’. The

writing is useful in that it focuses on personal information, but it could at least be

contextualised, for example as an application to work as a receptionist.

If the aim of the test is to diagnose the learner’s ability in her areas of need, then it

doesn’t really do that and so we can say it does not have content validity.

There is no emphasis on communication. There is no attempt to contextualise the

test items in any way meaningful to the learners. There is no attempt at replicating

authentic language use or tasks.

2 What problems are there?

There are various problems. Here are some of the ones you may have spotted:

The marking scheme: it seems unfair that in PART ONE 1 mark is awarded for

writing a question – a whole sentence - which has to be fully correct, and then in

PART TWO one mark is given for guessing which word is the odd one out.

In PART ONE, the prompt “Italy/where” could produce a great variety of possible

answers e.g. Where does the Pope live? Where is spaghetti from? Where is it?

Where are you going? It is not clear what is being tested.

In PART TWO, monkey or shark, niece or grandfather could be the odd ones out

so the answer is ambiguous. If two out of four are deemed acceptable then the

learner would have a 50:50 chance of getting the answer correct.

No examples are given in PART THREE and FOUR. This means that if the

learner misunderstands the question, they would get the answers wrong even

though they might understand the points being tested. The test is therefore

unreliable in this aspect.

No indication of the types of error is given in part three. The first three examples

are grammatical errors then it changes - this may mislead learners. They could

be told the types of error they are looking for in the rubric. Again this makes the

test unreliable.

In PART FOUR the questions do not require comprehension of the text. The

learner can copy the answers directly from the text, so it may not really test

understanding of the test. It therefore lacks validity.

No context is given for the writing task. No guidelines about length. No indication

of the marks to be awarded.

(You may well have found further problems).
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3 What are the positive points?

A variety of types of exercise are used, including receptive and productive tasks.

The writing task goes beyond ‘discrete item’ testing.

The reading text provides a model for the writing, although the learner may not

notice this.

Some of the items ‘work’.

The test isn’t too long and is practical to administer. Despite the ambiguous

questions, the first four parts should not take long to mark as the number of

choices is limited.

(Again you may have identified other good things about the test).

Terminology

a) PART FIVE is the only integrated test, that is the testee has to use a

range of knowledge and skills in order to complete it

b) Strictly speaking none of these are discrete item tests, because most of

them involve understanding or using more than one item CHECK THIS!!!

c) Any item where there is only one possible answer is an objective item.

E.g. PART 2 Q4. PART 2 Q5 however, is not entirely objective as there

are two possible answers. Objectivity is obviously a continuum rather than

an absolute.

d) PART THREE is the clearest example of a subjective test. The grade

given would depend on the particular examiner. This means that the test

is potentially unreliable. To improve reliability it would be necessary to

devise a marking scheme that all markers could follow; better still one

could gather the markers together to mark some answers and discuss any

areas where people disagreed so that they could come to a consensus.

e) The writing test is a direct test; that is, the learner has to write. An

example of an indirect test would be to give a grammar test and take that

as an indication of writing skill.
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Extended Assignment: justifying your data collection

methods; discussing test procedures

Contents

1. Review

2. Writing up Part 2 of the assignment – the rationale for assessment and testing

procedures

3. Summary
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1 Review

In Unit 2 we looked at the requirements of the Extended Assignment and you were

asked to start work on it.

By now you should have:

Chosen a learner, and found out about their general background and language

learning background, about their reasons for learning English and perceived

current needs in English.

Begun to assess their level and their strengths and weaknesses based on your

own observations

Decided on the samples and tests you want to use and begun to implement

these.

Sent in your overview of data collection to your Course Tutor for feedback.

2 Writing up Part 2 of the assignment - the rationale for

assessment and testing procedures.

Part 2 of the assignment should be approximately 1000 words.

There are two aspects to this section of the assignment:

a) Giving a rationale for your choice of samples and tests in relation to your

learner.

b) Discussing your formal tests with respect to testing principles.

a) Rationale: This is a vital part of the assignment: ‘Whatever test or assessment

type is chosen the candidate must provide a clear rationale based on the learner’s

needs and level.’ ‘The link between the learner and the test is paramount. The

rationale for the test must show awareness of the learner’s perceived language

learning priorities.’ (Extended Assignment Report 2004). You should already have

most of this information in the table you completed and sent to your Course Tutor in

the last unit. The feedback should help you to fine-tune this.

b) For the formal test(s) you set, you must discuss testing issues in relation to them.

Specifically, you must include validity, reliability and practicality. You can include

other relevant aspects too, depending on the particular test(s) you set. Taking into

consideration the reading on Testing that you did in Unit 2, you may find that there is

a lot you could write about; but in fact you don’t have many words to ‘spend’ on this

section, so you will have to be selective.

On the subject of practicality, validity and reliability, there are some extra notes in

appendix 1 of this Thread to supplement your earlier reading.

If you use public tests such as CAE, FCE, you still have to discuss testing principles;

you can’t say “it’s a good test because it’s Cambridge!” You can read about the

principles behind the Cambridge examinations in the Cambridge Examinations,

Certificates and Diplomas Handbooks (there is one for each examination).
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2.1 Some tips for testing principles part of the assignment

One potential pitfall when writing this section is that, in an effort to show that you

understand the principles of testing, you discuss the theory without relating it to your

tests. The examiner is looking for a PRACTICAL understanding of testing and not a

regurgitation of theory that you have read. (Imagine yourself as a marker

approaching your thirtieth list of testing factors taken straight from a book!) A good

approach is to list the reasons why you chose your tests and what you think is good

about them and then try to relate this to the theoretical aspects, rather than

describing theory and then looking for links to your tests. In other words, start from

your test and look for relevant theory, rather than the other way round.

Look at the two examples of Part 2 in the DELTA Extended Assignment Report 2004

on your CD Rom (pages 13-15 and 55-57) to see how two candidates have

organised this part successfully. Refer also to the Examiner comments on both

assignments (page 49 and 79).

Remember to refer clearly to your reading in your assignment and use in-text

referencing correctly (See Unit 2.6 and Unit 1.4). Ensure your bibliography only

contains references you have cited in the main body of the text and that everything

cited is in the bibliography.

In this section you can also comment on the effectiveness of your tests. You may find

that a test turned out to be flawed in some way. It is good to discuss this and to say

what you would do differently on another occasion. However, if a test turned out to

have no value at all (for example, if it was far too difficult and the learner couldn’t

answer any questions!) then you need to devise another test.

Remember to include the completed version of the test as an appendix .

The following task on test evaluation should help you understand some of the issues

in test design.
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TASK 1: Test evaluation (30mins)

Suggested answers to this task are in Appendix 2

Look at the diagnostic test which appears below. It was devised by a colleague to

test an adult learner who is about to start one to one lessons. She is an Elementary

learner and is learning English mainly because a lot of English speaking tourists

come to her city. Her main aim is to learn to listen to and speak English. Her aim is to

equip her with basic communication skills. She currently works as a shop assistant

where she has to use English. Ideally she would like to work in the hotel industry as

receptionist or some other job involving customers.

1. How suitable is this test for this learner? Think about the content of the test

overall and of individual exercises, and the tasks the learner has to do.

2. Can you find at least five problems with the design of the test?

3. What’s good about it?

4. Terminology revision: in the test find an example of each of the following:

a) An integrated test

b) A discrete item test

c) An objective test item

d) A subjective test item

e) A direct test

f) An indirect testing

Suggested answers appear below.

End of term 1 test: Level one:

PART ONE: Write the questions. (I mark each, no half marks)

Example: Garcia. / What? What’s your surname?

1. Susan. / What?

2. S,U,S,A,N. / How?

3. Italy. / Where?

4. Not very well. She’s got a cold. / How?

5. Two brothers and four sisters. / How?

PART TWO Odd one out.

Which word is different? Underline the different word. (1 mark each)

Example

Potato fish carrot spinach
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1. Actor waiter policeman music.

2. Dancing washing up ironing cooking.

3. Dolphin monkey whale shark.

4. Spain French Italy Japan.

5. Grandmother grandfather niece aunt.

PART THREE Error correction (1 mark each)

Read the sentences below and find the mistakes. There is one mistake in each

sentence. Underline the mistake and correct it.

1. Have you got any informations about hotels?

2. The manager don’t work in this building.

3. She haven’t got time to go to the bank.

4. My brother is very pretty.

5. The chef works in the chicken.

PART FOUR Reading (10 marks)

Read the text and write the answers to the questions.

Tom and Mary live in London. Tom works for a bank in the city. He’s a financial

analyst. Mary works for British Airways as a flight attendant. She travels a lot. They

live in a large flat in central London. They both work too hard and they would like to

move to the countryside.

1. Where do Tom and Mary Brown live?

2. Where does Tom work?

3. What does Mary do?

4. Where do they live?

5. What would they like to do?

PART FIVE: Writing

Now write a text about yourself. Write about:

Your family

What you and your family do

Where you live

What you would like to do
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3. Summary of your tasks for this unit

To continue collecting data about your learner (samples and tests).

To write a first draft of the second section of the assignment, the rationale for

choosing the data collection techniques you are using, including a discussion of

the samples and test(s) and a discussion of testing issues in relation to your

test(s).

Keep copies of any questionnaires, diaries etc. used, and recorded conversations

or interviews with the learner (to go in the appendix of your assignment).

To read the relevant sections of the Extended Assignment Report 2004
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Appendix 1: Extra notes on testing principles

Practicality

This concerns how easy or difficult it is to collect the information or administer the

test, bearing in mind you are probably working full time and your learner may be too.

Validity

In short this means that the procedure your use really tests what it claims to test. For

example, if you want to test a learner’s ability to use narrative tenses when telling

stories you might give a test where he has to fill gaps in a story with the correct

narrative tense. However, the skill required to fill gaps in a written story is different

from using tenses in real time when speaking, so there is a question mark over

whether you are really testing what you are claiming to test. There is a question

about content validity. There are other kinds of validity too. You can read about

them!

Reliability

A reliable test is one which is not open to fluke performances and therefore tests the

learners’ ‘true’ ability. There are many things which affect reliability. For example, if

the learner performs the test in a noisy corridor, he may be distracted and

underperform, thus giving a false impression of his ability. This is an aspect of

reliability which is due to the conditions of testing. Another aspect is in how the test is

graded: for example, a test of multiple choice questions with only one possible

correct answer is very reliable in the sense that the testee will be given the same

score irrespective of who marks it. Compare this with a test in which the learner has

to interact with another learner while being observed by an examiner who will give

the learner a grade. Judging such a test is a subjective matter; different examiners

may give different grades. So this test is potentially unreliable. Of course there are

things one can do to improve the reliability of potentially unreliable tests. In the

examples above one can respectively: make sure the test is conducted in a place

with no distractions and conduct standardisation meetings for examiners so that they

are judging by the same criteria.

Some aspects of reliability are only relevant if one is comparing learners with each

other. In your case study you may be doing this, but you are primarily looking at the

learner in isolation. So be careful to only discuss aspects of reliability which are

relevant to your case study.
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Appendix 2: Commentary on Task 1 Test Evaluation

How suitable is the test?

1 Content and Tasks

The test bears little relation to the skills that this learner is interested in – listening

and speaking. Some of the content is relevant: in Part THREE for example most

sentences relate to work and some specifically to hotels. The content of the reading

text is also work-related, but both text and task are very unnatural. The question

forms in part 1 are probably quite useful for any learner at this level. Some of the

vocabulary in section 2 however could be geared towards the learner’s needs e.g.

replace ‘dolphin monkey’ etc with, say ‘tourist, camera, sunglasses, suitcase’. The

writing is useful in that it focuses on personal information, but it could at least be

contextualised, for example as an application to work as a receptionist.

If the aim of the test is to diagnose the learner’s ability in her areas of need, then it

doesn’t really do that and so we can say it does not have content validity.

There is no emphasis on communication. There is no attempt to contextualise the

test items in any way meaningful to the learners. There is no attempt at replicating

authentic language use or tasks.

2 What problems are there?

There are various problems. Here are some of the ones you may have spotted:

The marking scheme: it seems unfair that in PART ONE 1 mark is awarded for

writing a question – a whole sentence - which has to be fully correct, and then in

PART TWO one mark is given for guessing which word is the odd one out.

In PART ONE, the prompt “Italy/where” could produce a great variety of possible

answers e.g. Where does the Pope live? Where is spaghetti from? Where is it?

Where are you going? It is not clear what is being tested.

In PART TWO, monkey or shark, niece or grandfather could be the odd ones out

so the answer is ambiguous. If two out of four are deemed acceptable then the

learner would have a 50:50 chance of getting the answer correct.

No examples are given in PART THREE and FOUR. This means that if the

learner misunderstands the question, they would get the answers wrong even

though they might understand the points being tested. The test is therefore

unreliable in this aspect.

No indication of the types of error is given in part three. The first three examples

are grammatical errors then it changes - this may mislead learners. They could

be told the types of error they are looking for in the rubric. Again this makes the

test unreliable.

In PART FOUR the questions do not require comprehension of the text. The

learner can copy the answers directly from the text, so it may not really test

understanding of the test. It therefore lacks validity.

No context is given for the writing task. No guidelines about length. No indication

of the marks to be awarded.

(You may well have found further problems).
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3 What are the positive points?

A variety of types of exercise are used, including receptive and productive tasks.

The writing task goes beyond ‘discrete item’ testing.

The reading text provides a model for the writing, although the learner may not

notice this.

Some of the items ‘work’.

The test isn’t too long and is practical to administer. Despite the ambiguous

questions, the first four parts should not take long to mark as the number of

choices is limited.

(Again you may have identified other good things about the test).

Terminology

a) PART FIVE is the only integrated test, that is the testee has to use a

range of knowledge and skills in order to complete it

b) Strictly speaking none of these are discrete item tests, because most of

them involve understanding or using more than one item CHECK THIS!!!

c) Any item where there is only one possible answer is an objective item.

E.g. PART 2 Q4. PART 2 Q5 however, is not entirely objective as there

are two possible answers. Objectivity is obviously a continuum rather than

an absolute.

d) PART THREE is the clearest example of a subjective test. The grade

given would depend on the particular examiner. This means that the test

is potentially unreliable. To improve reliability it would be necessary to

devise a marking scheme that all markers could follow; better still one

could gather the markers together to mark some answers and discuss any

areas where people disagreed so that they could come to a consensus.

e) The writing test is a direct test; that is, the learner has to write. An

example of an indirect test would be to give a grammar test and take that

as an indication of writing skill.
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Course Design

Summary

In this section we will explore the principles of course design from a practical point of

view, as well as investigating some of the theory behind the historical developments

in syllabuses and the way they are described and implemented. We will use the

course planning assignment as an organising principle, so that after each subsection

you should have a better idea as to how to approach your assignment. We will

examine some published materials to see how different types of syllabus are

implemented in practice, and we will review the methodological discussion which has

underpinned much of the writing about course design.

Objectives

By the end of this section you will have:

Formed an overview of the principles underlying course design.

Investigated different approaches to needs analysis, and designed a needs

analysis for a particular group of your learners.

Examined different ways of expressing course objectives.

Considered different approaches to syllabus design i.e. the content of a course,

and applied this to current published coursebook materials.

Read about historical developments in syllabus design.

Reflected on the principles involved in creating a balanced timetable.

Explored different ways of evaluating a course.

A clear idea of how to go about the Course Planning assignment.
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1. Decisions Affecting Course Design

Task 1: Designing a Course from Scratch (20 mins)

Imagine that you have a class of 12 adult beginner students. You have unlimited

resources at your disposal, including time. How would you go about the process of

planning and organising a year of study for them? For example, you would probably

want to set objectives.

See Appendix 1.

There is obviously no right or wrong answer here. However, the question raises

some fundamental issues related to course design. This is really what your course

planning assignment is about – taking a group of learners and planning a scheme of

study specifically for them. Course or syllabus designers would probably follow a

model something like the one below:

1. Identify learners’ needs

2. Define course objectives

3. Decide on and organise course content

4. Decide on and organise learning activities

5. Consider and decide on means of evaluation of the success of the course

This outline is repeated in various reading sources, for example Graves in Teachers

as Course Designers and Richards in The Language Teaching Matrix. The

organisation of the whole section on course design will follow this model, looking at

each of the five points in turn.

Here are some thoughts from a range of teachers on the original question:

“Taking into account their learning styles and backgrounds, I’d start with the basics

for 2 or 3 months.”

“There would need to be an emphasis on survival English.”

“A year isn’t a long time. How far can we get them?”

“If you were teaching in London, rather than making it structure based, you could

make it situation based and go out and practise with them in the afternoons.”

“To motivate them, we would need to set clear goals.”

“After the first few lessons, you’d want to negotiate with them.”

“If they studied for 5 hours a day, you could then organise extra-curricular activities

as well.”

“TPR might work well if they are absolute beginners, and we’d need to buy some

Cuisenaire rods, posters for the classroom etc.”

“Could we get them to aim for an exam, such as KET?”
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Task 2: A Systematic Approach to Course Design (10 mins)

Look at the statements above. Which of the 5 steps in the course design model does

each statement relate to?

See Appendix 2.

The first issue these teachers raise is one of the individual learners, their needs,

expectations and learning styles. This is a logical starting point with any course

design. We need to find out information about our learners. This would therefore

make a sensible starting point for your Course Planning assignment. However, any

decisions a course designer makes need to be reached with a firm understanding of

the learning / teaching context in mind. The situation described above, with unlimited

resources, is unfortunately not a realistic one. In the wider context of course planning

and design, there may be other factors which influence the decisions you make in

your day to day teaching / planning. Before discussing the needs of individual

learners, we need to consider the constraints and variables within which the course is

being designed.

2. Constraints and Variables in Course Design

Regardless of any theory or set of principles, as teachers we work within a specific

set of circumstances, which may affect the way in which we design and plan our

courses, or at least our perception of this planning process. Some of the constraints

upon us might be:

Length of course. This will obviously affect the setting of goals and objectives. It

will also have an impact on short and long term motivation.

Frequency of lessons. A short, intensive course will be different in nature to a

long course where learners might meet just once a week. The course designer

needs to take into account how often classes are. This will impact, for example,

on whether or not topics or projects can logistically be managed over a series of

lessons without momentum being lost.

Imposition (or not) of a coursebook. Some teachers are free to choose the

materials they use, others are told exactly which coursebook they should base

their lessons on. Decisions regarding course content will be affected by the use

(or not) of a coursebook.

Availability of materials. Again, course content and activity types will be

dependant upon the materials and resources available to the course planner.

Imposition of targets within a set coursebook, for example if your employer

requires that you cover a particular number of units with your learners in a fixed

period of time. This would influence to what extent activities outside the

coursebook could be focused on and the proportion of time that is available to

spend on them.

Our learners’ view of the coursebook and its role in the course. Some learners,

perhaps having paid for the coursebook, expect to use it for at least a proportion
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of each lesson. It may also be the case that a group decide that they do not like

the coursebook they have been allocated.

The setting of regular tests / checks by the institution or employer, or external

exams. Preparation for these will impact on course content and activity types,

particularly if tests are compulsory and certain items have to be introduced as

they will definitely be tested.

Learners’ views regarding homework and the use of class time e.g. that

reading and writing should be done at home.

Many of these we are powerless to change. But there are ways in which we can

exploit them to our advantage rather than seeing them as restrictions.

Task 3: Case Study (20 mins)

Look at the comments made below by one teacher as a reason for not overtly and

systematically planning her courses:

“In my school, courses are very short, between 1 and 4 weeks long. During a course

learners may join or leave at different times as we offer a system of rolling enrolment.

Learners are not assigned coursebooks because of rolling enrolment, so we run

modular courses and the modules rotate. Therefore, when I start work on Monday, I

am handed a register with this week’s students listed. I can tell from the register how

long they have been at the school, and how long they are intending to stay. When it

comes to materials, I don’t really have much choice. The modules are decided by the

Director of Studies (in fact we have 8 modules and they are just rotated). The

modules are topic based, and we are provided with a list of references to published

materials (usually coursebooks) which have materials for that topic and particular

level. I don’t waste time with a needs analysis – some people in the group will only

have 5 days of lessons anyway, and although I can make choices regarding the

content of the module, the topic and materials are basically decided, so I just work

my way through the parts which I think are interesting. I try to ensure that there is

some input and skills development every day, so in that way the learners are getting

a balanced diet. Sometimes, in their end of course feedback, students complain that

they have done the same types of things several times during a course. I feel that

this is a serious problem with rolling enrolment, but that it’s basically unavoidable”.

What is your response to this situation? This teacher says that there is no syllabus in

her school. Is this true? Do you agree with what she says about needs analysis? Can

you make any suggestions as to how she could design her courses more from her

learners’ point of view?

See Appendix 3.

In your own Course Planning assignment, where logistical or practical considerations

based on your teaching context have affected decisions in your planning process, be

sure to make this clear in your commentary of the timetable.
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3. Discovering Learners’ Needs

Bearing practical considerations in mind, the first stage in the course planning model

we are going to follow is to establish what the learners’ needs are.

3.1. Needs Analysis

The idea of analysing the needs of a particular group of learners comes

predominantly from the teaching of English for Specific Purposes (ESP). A needs

analysis is carried out by teachers or course planners in order to get information from

and about learners. The course is then planned using this information as its basis.

You have probably used needs analyses before, perhaps you use them all the time.

Look at the task below. If you have some examples of a needs analysis you have

recently used, it might be a good idea to have it in front of you at this point.

Task 4: Needs Analysis (20 mins)

Make some notes on the following question:

1. What sort of information should be sought by a needs analysis?

Now look at the examples of Needs Analyses in Appendix 4 and consider:

2. What sort of information is sought by each?

3. The 4 examples are different. Decide which sort would fit your teaching situation

best, and why.

See Appendix 4 for commentary on this task.

Needs analysis can take many different forms. Alternatives to a “straight” needs

analysis form or questionnaire could be:

Setting up a whole class discussion, or smaller discussion groups. You would

need to consider carefully how you would structure the discussion to maximise

participation, and the type of questions you asked would be important, to ensure

that you gained the sort of information you were seeking. A disadvantage to this

type of approach is that the teacher relinquishes control.

Individual tutorials. Again, structuring these would be important, and learners

would need to be very clear as to the purpose of the tutorial.

Learner journals – if learners have been encouraged to keep a journal of their

learning and views and impressions on lessons, their own progress etc, this can

provide valuable information to the course planner.

Observation based – it is possible to derive a certain amount of information about

a group from observing them, particularly in relation to learning styles, but also in

terms of linguistic competencies. This relies on good monitoring skills.

Homework based – Looking at the homework of a group of learners may be

instructive for a teacher in terms of deriving information about their language

competence and possible needs.
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A combination of the above, depending on the circumstances.

In your Course Planning assignment, you might find it useful to collect information

from more than one source. Be sure to justify your means of collecting this

information in your assignment. Notice that some of these techniques may be more

time consuming than others.

Subjective or Objective?

It is important to consider how subjective or objective the information you have

collected is because you are going to use this information as the basis for the design

of a course. For example, if you use observation as a basis for information gathering,

this is a very subjective technique. It is not based on fact, but on your judgement,

and you may make wrong assumptions about a learner. Of course, this could be true,

to a certain extent about any means of data collection. By using more than one

technique, you can be more confident that your results will be accurate and useful.

Generally speaking, data you collect relating to a learner’s current use of English

(linguistic competence and occasions, perhaps in their job, in which they use

English), and to the situation in which they will be studying (number of lessons per

week, length of lessons etc.) is more objective. Remember, too, that there may be

anomalies i.e. a learner might state a particular preference, but this could seem to

contradict what you have actually noticed in observation. If this situation arises in

your Course Planning assignment, it is worth commenting on.

In recent years, there has been much talk of needs analysis and its place in

establishing a programme of study for learners. As we have become more aware of

the need to involve learners more in the process of learning, we have come to

recognise that we need to involve them in the course design, to a certain extent. The

use of a needs analysis does not necessarily involve the learners in deciding on

course content, however. It is a question of how the needs analysis is set up. If a

teacher sets a questionnaire, gathers data, and then imposes a programme of study,

this is not really involving of the learners in decision making, though in most cases

there probably would be an element of discussion and negotiation.

3.2. Considerations in Needs Analysis

More has been written about needs analysis for ESP classes (for example, a group

of marketing executives from the same company) than for General English. This is

because it is perceived as being easier to identify the needs of a more homogenous

group such as is often found in ESP classes. It may also be because it is easier to

define the work-related communicative skills and tasks an ESP learner will need to

undertake, and to define these as course objectives. Indeed, needs analyses are

sometimes derided by General English teachers as a waste of time. Some learners,

after all, have very little idea of what they want or need to learn; they just want to

learn English.
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Task 5: Reading on Needs Analysis (15 mins)

Read the article by Seedhouse, Needs Analysis and the General English

Classroom.

1. What reasons does he give for the lack of systematic use of needs analyses in

General English classes?

2. Why was the needs analysis carried out and what type of needs did it focus on?

3. What do the results show?

4. How were the results implemented in practice? Would this kind of implementation

always be possible?

5. Did he follow the 5 point process for course design described earlier?

6. What conclusions did Seedhouse reach? Are you convinced by his research?

See Appendix 5.

Arguments against the use of needs analysis have often been based on the fact that

many learners do not seem to be able to identify their own needs, but it could also be

the case that the questions they have been asked have been too general to enable

them to do so. Often, in negotiating course content, for example, teachers have

asked their learners to look at the contents page of a course book, or at a preprescribed

sequence of grammatical / lexical items, and asked them to rank them

according to which they feel would be useful to them. (See also Negotiated

Syllabuses later in this unit). This is a very demanding task. It assumes that the

learners are used to considering language in the same way that we as teachers are,

and that they are confident enough to judge their own competence. Assuming that

they are able to do these things, there is no guarantee that, at the end of the course,

the learners will feel confidently able to use these items accurately and

spontaneously in authentic contexts. Indeed, a great deal of research suggests that

they will not be able to do so. We are all familiar with groups who ask for more

‘grammar’ or ‘speaking’, which the teacher duly provides, only to find that in the end

of course feedback, the learners say that they wished they had had more and don’t

feel that they have made progress in these areas! It is as if the teacher has set

themself up to fail by creating false expectations in the learner. Many people would

argue that this is partly as a result of the way that the list has been presented in the

first place. I know that, if presented with a range of choices like this, I would err on

the side of caution, not wanting to miss out on anything. In the case of phonology, for

example, a lay-person is unlikely to be familiar with much of the terminology, or

indeed the concepts. If presented with a choice here, I would probably say “I want

everything which is important”. Most learners would identify pronunciation as

something they think they would like more of. It is often difficult for them to judge how

they should prioritise this.

There is also the possibility that, in offering a wide range of choices, a group of

learners shows widely differing needs and preferences. It is then difficult to please

everybody – again a case of setting false hopes. You need to think about how you

might present these types of choices to your learners. Again, the issues of

subjectivity and objectivity arise. Particularly if we want our learners to be actively

involved in the needs analysis process, we need to ask them questions which can be
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interpreted as objectively as possible, both by the learners and by ourselves. Paul

Roberts proposes a simple solution to many of these problems in his article Genre

Analysis: A way out of the cul-de-sac.

A final point about needs analysis is a consideration of when it takes place. The

answer to this may seem obvious – at the start of a course. However, course

planning also occurs mid-course i.e. we may want to stop and take stock prior to

planning the next phase of a course. This is, in fact, what many of you will be doing

for your Course Planning assignment. This can sometimes make the design of a

needs analysis easier. Learners are more likely to be able to state preferences and

choices based on recent experience, for example, of activity or lesson types recently

used by the teacher. It can be helpful, then, in designing questions, to consider how

much shared experience and knowledge the needs analysis writer can exploit.

Task 6: Overcoming Problems in Needs Analyses (20 mins)

How have the problems and considerations of needs analyses outlined above been

overcome (or not) in the different examples of needs analysis you looked at earlier?

(See Appendix 4 for the examples).

Consider the following issues:

Wording of choices (i.e. has jargon been used which learners are unlikely to

understand or be able to evaluate themselves on?)

Expectations (i.e. are unrealistic expectations being created?)

Subjectivity / objectivity (i.e. how open to misinterpretation is the data being

sought?)

See Appendix 6.

For your Course Planning assignment, you will need to carry out a needs analysis

with a particular group of learners. The key word here is needs. Part of the thrust of

your questions will probably consider how and when your learners will need to use

English, as we have seen from the previous examples. This may differ radically from

group to group. Be careful at this stage to separate any existing syllabus you have

from this needs analysis. With an exam class, for instance, the outline of a syllabus

will be implied by the demands of the exam i.e. any group of learners studying for the

same exam anywhere in the world would have similar features in their courses.

However, within this exam syllabus different learners will have different strengths and

weaknesses (i.e. needs). The resulting course will be a marriage between the

learners’ needs, the supplied coursebook, and the demands of the exam. In the case

of your Course Planning assignment, you are attempting to identify and define needs

for the next 20 hours of a course of your choice, not for the whole course.

For further reading on needs analysis, see The Language Teaching Matrix (chapter

1), English for Specific Purposes (chapter 6) and A Course in Language

Teaching (module 12).
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Task 7: Designing a Needs Analysis (45 mins)

Look back at the examples of needs analyses earlier in this unit (in Appendix 4).

Decide if there is an approach which particularly lends itself to your group. It may well

be that you choose to combine questions from a range of different sources. Design a

needs analysis questionnaire. If possible, try it out on a different but similar group of

learners, or perhaps ask a colleague to do so for you. Look at the data you obtain

and decide if there are any questions which could be reworded to avoid

misinterpretation, or which could be made more directive. Post the 3 most successful

questions from your final questionnaire for the discussion group to comment on.

See Appendix 7.

Negotiated Syllabus

In 1983 a symposium was set up in Toronto to discuss the issue of the future of

syllabus design in English Language Teaching. In a paper presented there, Breen

put forward a very strong argument for involving learners in the negotiation of

classroom content. He wanted “to engage learners themselves in the design of their

own classroom syllabus” (General English Syllabus Design, p58). This process of

discussion is sometimes referred to as a negotiated syllabus, an idea which has

increased in popularity in recent years. In a sense, this is a misnomer, as we shall

see later. But for now, let’s take the idea of working through with students how their

course should be organised. There are clearly advantages to such an approach. It is

likely that learners will appreciate the fact that their course is being designed in a

personalised way, and that they have the opportunities to make requests and state

their preferences. As we have seen, there can be disadvantages too, particularly if

learners are not used to being asked for their views. There can even be a danger that

the teacher appears not to know how to go about designing their course!

4. Setting Objectives

Having collected your data, you need to analyse it, and from the results form course

goals and objectives. These will lead in turn, to the creation of your course of study

(or, potentially, an entire syllabus). Graves and Richards both distinguish between

goals and objectives; goals are seen as the overall, long-term purposes of the

course, whereas objectives are used to articulate the ways in which the goals will be

achieved. In other words, goals are more general statements, probably aiming at a

longer period of time, and objectives provide a breakdown of how these goals will be

reached, the steps or chunks of study which will contribute to the goals.

You need to decide how best to frame your objectives. Richards identifies 4 different

types of objectives, or rather 4 ways of expressing them with differing emphases:

Behavioural objectives. These describe behaviour to be performed by the

learners as a result of instruction. They should be measurable, and are

sometimes referred to as competencies e.g. Learners will be able to describe a

picture accurately enough for a sympathetic listener to be able to determine

which of a set of pictures they are talking about, without putting undue strain on

the listener. A disadvantage to this approach is that language acquisition is not as

tangible as these suggest.
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Skills-based objectives. These relate to the micro-skills involved in listening,

reading, speaking and writing which contribute to a learner being able to function

in the target language. For example, an EAP (English for Academic Purposes)

learner, should be able to ‘identify the purpose and scope of a lecture’ (Richards,

op cit p5), and the attitude of the speaker. The drawback here is that it is not

always easy to measure success.

Content-based objectives. The Council of Europe’s Threshold Level of English

specifies objectives in terms of content. For example, under the topic heading

‘House & Home’, an objective would be ‘describe the type of house, flat etc. in

which they live themselves, as well as those in the neighbourhood, and seek

similar information from others’ (Van Ek & Alexander quoted in Richards op cit

p6). This type of objective may appear functionally, for example, under the topic

‘Work’. A learner may need to be able to ask for time off from work, justifying

his/her reasons for needing to do so. At times these objectives can seem to

overlap heavily with actual course content i.e. they can stop being perceived as

objectives.

Proficiency based objectives. Like the marking schemes for Cambridge exams,

or the scales used for entrance tests to some language schools, these outline

profiles of learners at particular levels, or target profiles for learners to be taught

towards. They contain descriptions of learners’ abilities in the 4 key skills areas,

commenting on such areas as fluency, vocabulary range etc. The drawback with

these is that at lower levels they can be rather negatively worded, almost as

profiles of incompetence. In addition, as course objectives, they are difficult to

measure precisely. This is significant as well-worded objectives will aid in course

evaluation.

Graves (op cit p18 - 19) mentions the following ways of identifying objectives:

Knowledge – ‘Students will know / learn the / learn that …’.

Skill – ‘Students will be able to / know how to / develop the ability to …’

Performance / behaviour – (as above except describing behaviour at the end of

the course rather than focusing on the development of those skills).

Attitude & awareness – ‘Students will be aware that / develop an awareness of...’

Coverage – ‘Students will cover the first 4 units of Headway Pre-intermediate’.

Activity – ‘Students will write an informal letter giving news to a friend’.

Involvement – ‘Students will engage in discussions about current affairs’.

Mastery – ‘Students will be able to write a letter of application which is laid out

following formal letter conventions, containing appropriate details about

themselves...’

Critical thinking – ‘Students will be able to distinguish between a critical and

positive review of a film, and to use this information to decide whether or not they

would like to go and see it’.

It can be quite difficult to distinguish between different types of objectives. Look at the

real examples in the task below.
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Task 8: Identifying Different Kinds of Goals and Objectives (20 mins)

Look at the list below. These are taken from a syllabus document for midintermediate

learners studying full-time at a language school in the UK. They are for

a 120-hour course. How do they fit Richards’ 4 categories or those described by

Graves? As you attempt to categorise them, remember the goal/objective distinction.

Are these more like goals or objectives?

Learners will:

Learn to identify explicit short and longer-term aims and how to measure their

success in achieving them;

Improve their study skills and their ability to make independent progress both in

and out of class;

Increase their knowledge of and ability to use previously learnt and new

language, with attention to fluency and accuracy as necessary;

Substantially improve their knowledge of lexis relating to topics they are

interested in;

Develop strategies for dealing with a wide variety of informal, and some formal,

situations using spoken English;

Become more familiar with native and non-native speaker accents and will

improve their own pronunciation by identifying personal pronunciation problems

and developing strategies for dealing with them;

Extend the range and improve the accuracy of their written English.

See Appendix 8.

For further reading on objectives, look at The Language Teaching Matrix (chapter

1), Teachers as Course Developers (p16 – 19. Notice that Graves emphasises that

objectives should not be carved in stone, and that they will need to be reappraised as

the course develops), and Syllabus Design (chapter 5 and p79 – 84. In chapter 5

Nunan describes debate about the usefulness of objectives and how these may be

expressed).

In establishing objectives for the next 20 hours of a course for your assignment, take

the results of your needs analysis as your starting point and:

1. Ask yourself which areas clearly emerged as common to all, and start to

formulate them as objectives. Ensure that you do not have anything to add to

these results, for example something you have noticed about the group you

would identify as important but which has not come out in the needs analysis.

Remember to consider issues of learner training as well as linguistic and skills

needs.

2. Next, decide how you will frame these. You could choose to express them as

competencies, sub-skills, lexical areas, structural/grammatical areas, or a

combination of these. Look at the assignment rubric to help you to word your

objectives clearly – as a check, try to ensure that they will be measurably

achievable at the end of the 20 hours. Setting clear objectives serves as a check
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to the relevance and importance of course content, as well as enabling the

course planner to evaluate the success of the course.

Notice that many of the objectives exemplified above start to trigger in your mind the

types of material and activities you could use in a lesson, and the types of language

which might arise. For example, ‘Students will be able to write a letter of application

which is laid out following formal letter conventions, containing appropriate details

about themselves’. This is the next stage in course design, using the objectives to set

out the content of the course.

5. Course Content

5.1. What is Syllabus?

We have already seen several references to ‘syllabus’.

Syllabus is a word we use quite often, perhaps without really thinking about what it

means. This is important, as the way in which we use it differs significantly from the

way it is defined by some writers. Consider the following questions:

Do you follow a syllabus in the school where you teach?

Yes No

1. Who designed this syllabus?

2. What is it based on?

3. How often do you look at it?

4. What do you tend to use it for? Is it

more of a planning tool, or something

you look at at the end of the course to

check that you have covered

everything? Is it a straitjacket or a

support?

5. Do your students ever see it?

1. Do you think there should be one?

2. Why?

3. What information would you like it to

contain?

4. How would you use it?

5. Would you show it to your students?

The fact that you have considered these questions suggests that you have a view as

to what syllabus is and what purpose it should serve. Let’s define our terms.
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Task 9: What is a syllabus? (20 mins)

Which of the following offers the best definition of what a syllabus is?

1. A logically sequenced set of grammatical structures to be introduced to learners.

2. A logically sequenced set of communicative skills which learners should be able

to perform e.g. asking for repetition, paraphrasing in place of unknown lexis.

3. A set of tasks or activities which learners should be able to perform confidently.

4. A set of functions learners need to be able to use.

5. A series of lexical areas learners need to be familiar with.

6. A set of tasks which learners will gain language from engaging in e.g. describing

a memorable experience, choosing the best candidate for a job.

7. A list of page references or units to be covered within a fixed period of time.

See Appendix 9.

The important feature of all of the above is the idea a set or list of items (content)

which are ‘logically’ sequenced (order or sequencing). We will look in 5.2 at how

this logic might be arrived at i.e. how course content, and the order in which items

appear, are decided upon.

5.1.1. Syllabus versus Curriculum

The term syllabus is sometimes confused with curriculum. The Longman

Dictionary of Applied Linguistics defines them thus:

“Syllabus: a description of the contents of the course of instruction and

the order in which they are to be taught.”

“Curriculum: an educational programme which states:

(a) the educational purpose of the programme (the ends)

(b) the content, teaching procedures and learning experiences which will

be necessary to achieve this purpose (the means)

(c) some means for assessing whether or not the educational ends have

been achieved”.

The difference between these two is important as both terms are used frequently in

reading on this area, yet the difference is also hazy. Strictly speaking, syllabus

merely lists ‘what’ and curriculum starts to dictate ‘how’ and to consider means of

assessment. In fact, this is rather too tidy a distinction, because implicit in the ‘what’

is also often the ‘how’. In Syllabus Design Nunan tidies up these distinctions by

describing curriculum development as that which covers:

Decisions made concerning the setting of goals and objectives relating to

learners’ needs, including course content, the grouping of learners, materials

selection and adaptation, and means of assessment.
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The teaching/learning process and the ways in which the above decisions

translate into practice.

Evaluation of what the learners actually learned (or didn’t), reasons for this

learning and recommendations for the future.

The management of the learning institution and the way it responds to the above.

He then goes on to describe a narrow and broad view of syllabus. The former

relates to the selection and ordering of items, the latter includes decisions as to

methodology and the types of tasks the learner might be expected to undertake.

Different types of syllabus take either a broad or a narrow view.

Another important distinction to make is between linear and cyclical syllabuses. A

cyclical syllabus is one in which items are revisited and built upon, whereas a linear

syllabus visits items just once, assuming that they have been absorbed prior to

moving on. There is less of a methodological slant with the linear/cyclical distinction

i.e. the syllabus doesn’t dictate how the teacher approaches the items, just the order

in which they do so, and how often.

Task 10: Identifying Syllabus Types (10 mins)

The syllabus document we looked at in Task 4 contains advice to teachers. Read the

advice in Appendix 6 and decide if it represents a broad or narrow view of syllabus,

and if it is cyclical or linear.

If the school where you work has similar syllabus documents, it would be interesting

to look at these, too.

See Appendix 10.

For further reading on the definition of general terms relating to syllabus, you might

find it useful to read Teachers as Course Developers (chapter 1), and also the

glossary in Syllabus Design.

5.2. Principles in Selecting, Ordering and Sequencing Content

There are 3 main areas of consideration syllabus designers have traditionally used in

deciding the order of items to make up the syllabus of items to be covered in a

course. Different syllabus designers place differing emphases on these factors, and

they may sometimes even be in direct conflict.

5.2.1. Learners’ needs

If you were teaching a short beginners course in London, you would probably expect

a syllabus to include ways of making requests, greetings, apologies, thanking, asking

for assistance, lexical items such as ‘Fares, please’, ‘B & B’, ‘travelcard’ and

language relating to pubs, shopping and so on. You might reasonably expect that

these items would be immediately useful to your learners; they might even use them

directly after your lesson! A syllabus of this type, which caters for learners’ immediate

language needs is said to have high surrender value. It’s important to note, though,

that the learner may not be building on their long-term linguistic development with

such a syllabus type i.e. their understanding of the underlying grammar system may
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not develop as a result of this input. However, their short-term ability to process the

specific types of data they are exposed to in every day life will increase.

The opposite of this would be a syllabus with low surrender value. A class of the

same level, but studying in their own country and with no visit to an English speaking

environment planned, might be expected to focus on sentence structure, question

formation or the tense system. The aim here would be for the learners to be able to

improve their ability to communicate, whilst at the same time developing an

understanding of the underlying language system. It is worth noting, however, that

changing business practices and increasingly widespread use of the Internet are

changing the way we decide which items have high or low surrender value. It is no

longer the case that learners studying in their own country can automatically be

assumed to only encounter ‘authentic’ English in their language classes, nor that

their lessons will provide their only opportunities to use English.

In order to be able to produce original sentences, learners need to be able to make

generalisations about language. An example of this would be for a student to

recognise that the negative form of ‘should’ is ‘shouldn’t’, based on their

understanding of ‘can’ and ‘can’t’, and they will do this spontaneously. Another

example is when beginner students, having met plural nouns, such as brothers /

sisters, realise that plural forms are usually generated in English by adding ‘s’. This

ability is called significant generalisability and this is where an understanding of

the language system becomes important.

The term surrender value coincided with the emergence of functional language

teaching and ESP. Functional language was said to have high surrender value, and

structural language input, low surrender value. As the idea develops that lexis is

more important than grammar in underpinning the language system, these terms are

becoming less important. However, you may find them useful in considering

language input for your Course Planning assignment.

Task 11: Deciding on Course Content (25 mins)

Imagine you are teaching a pre-intermediate ESP student who needs to go to a

conference in the US next week, at which he hopes to be able to network and make

useful business connections. He studies for 3 hours every day. What items would

you teach him? Which have high surrender value?

See Appendix 11.

5.2.2. Complexity

There are certain language items we would be very surprised to see on an

elementary syllabus. For example, a contrast between present perfect simple and

present perfect continuous, as in ‘What have you done?’ versus ‘What have you

been doing recently?’ What is it about this language that lets us, as language

teachers, know that this would be on a higher level syllabus? There are 3 factors;

intrinsic simplicity, contrastive simplicity and conceptual simplicity. The simpler the

item, the less advanced it is.
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‘Should’ has intrinsic simplicity. It is always followed by the same form (bare

infinitive), and follows straightforward patterns for forming negative and question

forms.

Present simple has greater intrinsic complexity. Auxiliary verbs are used to form

negative and question forms, and the third person of the verb takes an ‘s’ for no

apparent reason!

Present perfect simple has contrastive simplicity, in terms of form, for European

learners, as their own language has a verb form with ‘to have’ and the past participle.

For a Japanese speaker, however, where no such form exists, the same form is

contrastively complex.

‘Rice’, ‘bread’ and ‘restaurant’ are all conceptually simple. They are all concrete

nouns. ‘Stuff’, ‘thing’ and ‘place’ are conceptually more complex, they are more

abstract.

Does this mean, then, that a beginners’ syllabus should contain ‘should’ but not

present simple; present perfect simple in Europe but not in Japan, and ‘rice’, ‘bread’

and ‘restaurant’? If we followed this logic, we would add ‘used to’ quite early (it has

intrinsic simplicity), and lexis such as ‘tyre’ and ‘cravat’ (they are conceptually

simple). The answer is, of course, that usefulness and learners’ needs play a part

too. So, in the case of the learner cited in Task 7, his needs would come first in terms

of devising a programme of study. However, issues of complexity would help the

course planner to decide which specific items to introduce him to and in what order.

Because of the time imperative, he would benefit from learning a few relatively simple

phrases, but in selecting listening texts, the course planner may choose to expose

him receptively to some more complex language.

5.2.3. Teachability

Items have been included, or omitted from syllabuses for reasons of teachability. It is

easier to teach the names of objects that can be easily shown or drawn i.e. if they are

concrete. It is more difficult if they are abstract, and even more difficult if the concept

is alien to the learners altogether. Thus, some syllabuses have been written in the

spirit of generalising teachable rules (where the reality is somewhat more chaotic), or

even omission altogether – intonation would be a good example here. There are 2

sides to this argument, of course. If we take the example of intonation, there are

those who believe that as teachers and native speakers cannot agree on patterns, it

is a waste to spend time struggling with it with learners. There is certainly currency in

such an argument, but most course planners would probably agree that teachability

is the least important consideration when deciding course content. This is because

learners’ needs are more significant than the degree of difficulty in teaching

something. Teachability is more a significant factor in deciding at what stage an item

might be introduced.

The actual descriptions of items (i.e. the names given) within a syllabus will depend

on the course planner’s views on language and language learning. Regardless of

their views, the organising principles described above will usually be used to decide

on the sequencing.

In the next section we will look at some different types of syllabus.

The course planner, then, makes decisions as to how items on a syllabus are

ordered. Earlier we mentioned that negotiated syllabus could be said to be a

misnomer – because it would be extremely unusual for a syllabus to be entirely

negotiated.
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5.3. Types of Syllabus

If you walk into your staff room and take a selection of coursebooks, the chances are

that any of the following might appear on the syllabus:

Grammar

Vocabulary

Phonology

Skills

Learner training

Cultural input/information

Different coursebooks will place a different emphasis on each, and this is how

different types of syllabus are expressed. There may also be differences in the way

items are named.

Task 12: Looking at Examples of Syllabus Types (45 mins)

1. Read the historical overview and description of different syllabus types in

Appendix 8.

2. Look at the contents pages and extracts from the teacher’s books also contained

in Appendix 8.

3. Match the examples of published materials to the syllabus types.

See Appendix 12.

5.4. Syllabus Design – Issues

5.4.1. Synthetic and Analytic Syllabuses

In Notional Syllabuses (p2), Wilkins refers to 2 different ways of exposing learners

to language – either as a series of logically sequenced parts, or as a series of chunks

of natural language from which the learners can analyse the items of most use to

them. He calls the former approach to syllabus design synthetic, and the latter

analytic. Much has been written about this distinction, and it is important to note that

there is not always agreement as to how the terms are used. The terms atomistic

and holistic are also used, atomistic relating to discrete items as in a synthetic

syllabus, holistic taking a broader view, as in an analytic one.

Synthetic Syllabuses

The assumption underlying any synthetic syllabus is that learners will be able to take

the individual parts and put them together to make sense of (or synthesise) the

whole, providing the individual parts have been logically sequenced and sufficiently

analysed as a result of the teaching and the materials as they were presented. In

some ways this is a persuasive argument. It provides an attractive way of organising

input. This forms the basis of a traditional approach to teaching and learning,
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regardless of the actual teaching methods used. Most syllabuses you have used or

followed will have been based on these principles. Yet we also know that the sum of

the parts rarely does add up to the whole. Or to put it another way, does the sum of

the parts that the syllabus designer has identified (i.e. the list of items visited just

once on the syllabus), add up to the whole (i.e. to learning of these items taking

place) from the learners’ point of view? Probably not.

Analytic Syllabuses

An analytic approach assumes the opposite point of view; that learners will analyse

the whole into parts if they are thrown in at the deep end and exposed to largely

ungraded, yet comprehensible language. Thus rather than focusing on discrete items

of language at the sentence level, learners are exposed to whole pieces of natural

discourse as the starting point, for example via authentic reading or listening texts.

Content is organised according to themes or topics, or language is even taught via

other school subjects.

It is easy to argue against an analytic approach. How would we organise lessons?

How would we decide which pieces of natural language to “throw” at our learners?

Wouldn’t this result in chaos? Different learners would try to make sense of different

things all at the same time! It is also possible that some learners would be

uncomfortable tackling ungraded texts or activities they felt were unfocused. They

would want to know what the teacher’s objectives were.

Task 13: Arguments for an Analytic Approach (45 mins)

Read the following article:

Long, M. H. & Crookes, G. 1992 Three Approaches to Task-Based Syllabus

Design TESOL Quarterly 26/1

How do they address the problems highlighted above with an analytic approach to

syllabus design?

See Appendix 13 for further discussion of this task.

The basis for the synthetic / analytic dichotomy relates to the views of learning versus

acquisition, which you discussed in unit 2. It is worth pointing out that Wilkins’ views

came before Krashen’s, and that Wilkins was not saying anything fundamentally new.

The Natural Method in the 1860s seems to be based on an analytic approach and

Harold Palmer, writing in 1922 made a distinction between natural learning and

studious learning (with natural learning relating to acquisition or picking up language

versus studious learning being conscious, perhaps rote, learning). However, it was

Wilkins’ call for more natural chunks of language (authentic texts) and more natural

activities (information gaps – though you could question their naturalness), which led

to a lot of methodological developments in English language teaching in terms of the

types of materials and activities used in the classroom. Wilkins and Krashen both

made the same point; that learners can derive awareness about the language they

are learning through “untidy” or “ungraded” exposure to it, if it is in some way made

comprehensible to them. (In other ways there are distinct differences between

Krashen and Wilkins, but it is interesting to see how cyclical and recurring themes in

applied linguistics are). Furthermore, it is possible that learners may pick up much
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more information about the nature of the language, or much more language in this

way than we give them credit for or realise.

Task 14: Your Own Language Learning Experience (15 mins)

In your own experience of language learning, have you found exposure to ungraded

language useful? Can you think of concrete examples of times when you have

acquired language in this way?

See Appendix 14 for further discussion of this task.

5.4.2. Procedural Syllabuses

The discussion above only relates to exposure to language, it does not take account

of language production. Prahbu seems to have taken an analytic approach with

productive skills in what he calls a procedural syllabus. This stretches the definition

of syllabus. In fact like an analytic syllabus, it could be defined as a non-syllabus. In

procedural syllabuses, there is often no stated outcome, and no list of language

items or communicative skills items to be covered. Instead, the learners work through

a series of learning tasks, and this sequence of tasks makes up the course. The

tasks themselves are normally activities which involve the learners in collaborating to

achieve some sort of practical objective, and which usually have some kind of ‘gap’

i.e. in order to achieve the desired objective, learners have to exchange information

or opinions. Language input comes only through the materials used. There is thus no

pre-teaching stage. The sequencing of the tasks themselves may be arbitrary, or on

pragmatic or needs related grounds rather than on the basis of linguistic content.

Procedural syllabuses are based on the principle that language is acquired through

the negotiation of meaning in interactive tasks where there is a communicative goal.

This may be difficult to imagine. An example on a small scale would be when living in

a country where you speak very little (if any) of the language. You go shopping, and

use the minimal resources at your disposal to enter into a dialogue with a

shopkeeper. Almost inevitably the conversation takes a turn for which you were ill

equipped. As a result of the dialogue, you probably acquire a new piece of language

or tool to use for next time. You were exposed to authentic language use, it was

made comprehensible to you, you engaged in a task with a definite outcome (your

shopping), and acquired language via interaction towards your goal. It may be that

you noticed another customer using a particular word or phrase, or that you became

aware of an irregular plural form, or perhaps realised that there were gender

differences in the way you should address people.

It is important to point out here that whilst some people see procedural syllabuses as

the same as task-based syllabuses, Nunan disagrees. Read pages 40-60 in

Syllabus Design for further discussion.

5.4.3. The Process-Product Continuum

Breen, writing in 1983, proposed process syllabuses as an alternative to traditional

views of syllabus design. To support his arguments, he used the analogy of language

learning as a route map. He said that traditional views of syllabus design took the

destination as their starting point in terms of drawing a map. Having decided on a
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destination, the map was drawn to show the best route to get there. He argues that

we should instead focus on the route itself, deciding on the destination through

negotiation of the route with our learners. In other words, he was arguing against predesigned

syllabuses. He believed that it is impossible to decide beforehand where a

particular group would end up, and that this caused both teachers and learners to

reinterpret pre-designed syllabuses, to try to make them match their circumstances.

From the learners’ point of view, he argued, this reinterpretation stemmed partly from

the fact that they did not understand or could not relate to the actual terms in which

syllabuses were laid out. This is not to say that he argued against the use of a

syllabus per se. He stated that they are a useful and necessary organising tool, and

one that allows learners to see both where they are and where it would be desirable

to be in terms of their progress in language learning. He proposed a shift in

emphasis. Rather than providing a list of the tools needed to communicate, he

argues for a focus on what the communicator needs to do, with a focus on the

processes of learning. He saw process syllabuses as a plan for the activity of

learning within the classroom with consideration of 3 key areas; participation,

procedure and subject matter. This raises important issues for the evaluation of such

a course. A ticking items off as learnt list would hardly be satisfactory in the case of a

process syllabus. (See subsection 7 for more on evaluation).

Broadly speaking then, the synthetic/analytic, syllabus/no syllabus debate can be

summarised in terms of product and process oriented syllabuses. There has been

much debate over these because they carry methodological implications. Both carry

obvious advantages and disadvantages. Ultimately, most people would agree that

language learning can take place either as a result of a focus on discrete items in

isolation or as a result of engaging in authentic language use. In traditional language

classrooms, there is little evidence that learning follows teaching in the same order.

However, equally there is also no evidence that learning is slower in a traditional

classroom than one in which a process syllabus is used.

A product-oriented syllabus focuses on the teaching and testing of discrete

language items. These may be grammatical, notional, functional or lexical. However,

there are problems with it:

“Our essential ignorance of the acquisition process notwithstanding, there

is at least some certainty about ways in which acquisition does not

proceed. We know of no evidence to support the notion, for example, that

grammatical constructs are ‘learned’ as one would learn (i.e. commit to

memory) a collection of facts in some academic discipline like history, law

or mathematics.” (Rutherford 1987)

A process-oriented syllabus focuses on the process of acquiring knowledge and

skills in the language. They all have in common the use of tasks where the outcome

is not linguistic. There have been various realisations of this practice:

Procedural syllabus – a specification of tasks and activities the learners will

engage in with no specific focus on form e.g. the Bangalore Project set up by

N.S. Prahbu.

Content syllabus – a combination of subject matter and language learning e.g.

geography taught in French.

The Natural Approach (Krashen & Terrell, 1983) – use of activities and materials

that promote acquisition rather than conscious learning, with language production

only gradually emerging.
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Task-based Learning (Willis, 1996) – use of tasks followed by a focus on form

and practice.

“Activities aimed at promoting awareness of language form, making

students conscious of particular language features and encouraging them

to think about them are likely to be more beneficial in the long run than

form focused activities aimed at automating production of a single item.”

(Willis, 1996)

Willis is referring here to consciousness-raising activities based on authentic

language use, for example analysing a task model by a native speaker either before

or after the learners themselves attempt the same task. See Unit 2 on Task-Based

Learning.

The most pragmatic choice is probably to take elements of both ends of the

continuum, using them carefully to balance each other. Do you agree?

Task 15: Classroom Based Research (Optional)

Over a period of a few lessons, expose a group of students to some authentic

materials which contain examples of a particular language rule or rules. For example,

the use of ‘used to’ and ‘would’ to describe discontinued past habits and states. Make

no explicit mention of the pattern, in other words, have no language focus on it. See if

any of your students appear to acquire the rule by themselves by having them

describe, for example their own childhood and how it differs from their life now.

You could then use the same materials with a different group, but design activities to

raise the learners’ awareness of some of the target forms. Is there a difference?

The logical third stage of this experiment would be to focus overtly on the target form,

telling the learners that you are doing so, and making it clear that this forms part of

the syllabus. A classic PPP presentation, for example.

Which approach do you prefer? How would you extend this to designing a series of

lessons, as opposed to just one lesson in isolation?

See Appendix 15 for commentary on this task.
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Task 16: Summary Task (15 mins)

Look back to very first set of questions asked in section 5.1 about the syllabus in your

own school. Which type of syllabus operates in your school, or which type did you

wish for? Try to use the following terms:

linear / cyclical

analytic / synthetic

Procedural / product / process

Structural / lexical / functional / notional / skills or communicative / multilayered

Discuss your ideas with a colleague.

5.5. Syllabus in Coursebooks

Although, as we saw in section 5.4, there are very good arguments for not organising

a syllabus according to a sequence of grammatical items, a brief look at the contents

page of any recently published coursebook will show that we have not totally moved

away from doing so. We tend to use multi-layered syllabuses for General English

courses. Let’s look at some examples.

Task 17: Comparing Coursebooks (5 mins)

Look back at the contents pages for Cutting Edge Intermediate and New Headway

Intermediate in Appendix 13. Compare the order in which structural items are

introduced.

See Appendix 16

Although many coursebooks seem to still subscribe to a largely structural syllabus,

there have been significant changes. For example, a lot more credence is given

(almost equal in some cases) to lexical items (chunks) and to skills, phonology and

learner training.

Perhaps the most important change is the way in which we view syllabuses, the role

we ascribe to them in our teaching. If we are given the freedom to do so by our

employers, rather than following syllabuses slavishly, with an implicit belief that they

must be followed in order for learning to take place, and in a prescribed order, we

select and adapt. We decide, for example, how many of the speaking activities to

use, whether or not to add an additional listening activity, which order to use the units

in, and so on. It is at the level of coursebook exploitation in course planning that

decisions are probably best made with a particular group of learners in mind, and this

is how we, as teachers, tend to go about exploiting coursebooks – we take their

multi-layered syllabus and then adapt it to suit our particular learners. This

negotiation may be done amongst teachers or teachers and managers, but is

increasingly done with our learners. This was described in section 3.2 as a

negotiated syllabus. By determining content according to need, and by negotiating
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methodology with our learners, we are using elements of a process approach to

syllabus.

In negotiating a syllabus with a group of learners, you need to have in mind which

type of syllabus you think would best suit their circumstances, as well as what their

view of syllabus is likely to be (i.e. learners’ expectations are important). If you feel

that a multi-layered syllabus is probably the best option, you will still need to consider

what the layers will be made up of, and the relative prominence of those layers.

It may be that you feel that a procedural syllabus would be the best thing for your

learners. Here you would need to seriously consider any institutional constraints

(such as compulsory use of the coursebook, or regular and compulsory discrete item

progress tests), and also your learners’ possible reaction. Remember that some

learners may be expecting a structural syllabus to be taught in a particular order, as a

kind of checklist they can tick off. There is a possible compromise position in using a

syllabus only part of the time.

Krashen proposed that 40% of a course be syllabus based, and 60% devoted to

natural language activity. The figure of 40% might sound surprisingly low, but if you

examine a lesson or series of lessons, you might find that you are already doing

something like this.

Task 18: Using Syllabus Versus Natural Language Activity (while

teaching)

Over a series of 2 or 3 lessons, try to record during your lessons the proportions of

time which are spent on largely unplanned, natural language exchange as opposed

to planned activity which appears on your timetable or syllabus. Examples of natural

language activity would be chatting at the start of the class about the amount of rain

there has been recently, or asking how somebody is who has been unwell. Also

record moments during your lessons in which spontaneous discussion occurs. What

are the total proportions of time spent on each? Was there any concrete language

focus which arose as a result of these spontaneous discussions and sidetracks? How

useful do you think such language was to your learners?

See Appendix 17 for further discussion of this task.

It is more difficult to formalise the 60/40 idea in planning for natural activities. We

have probably all experienced a situation where, perhaps on Monday morning, we

have set aside a few minutes for general chat about the weekend. Thirty seconds

later it becomes apparent that nobody feels like talking because they didn’t do

anything of interest, and the group appears not to care what you did either! Equally,

we have all experienced a situation in which we are trying to exploit a piece of

material in a particular way (following our syllabus), when our learners appear to

sabotage it, to turn it into a different type of activity, to perhaps use it as a natural

language activity. It seems, then, that learners have their own views as to how and

when the syllabus should operate. There is a case for making learners aware of the

60/40 distinction, to give them the rationale behind activities. For example, if you

want a class to engage in a natural reading task, one in which you are going to give

them a choice of text and no set task to perform, it is worth taking the time to explain

how this differs from other class activities they may be more familiar with, and also

why you have decided to do it. Remember that location will impact on learners’
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preferences in relation to this ratio. If they are already living in an English-speaking

environment, they may feel that they have ample opportunity for engaging in natural

language activity outside class. Conversely, if they do not, they may want a higher

proportion in class. There may also be differences between levels in terms of these

proportions e.g. beginners may feel safer with more structured lessons.

6. Timetabling – Deciding on & Organising Learning Activities

Whether we have a syllabus imposed by our institution, or our coursebook, or freer

rein in our choices, we then use this to plan from. The forward planning of courses

varies enormously from teacher to teacher, and according to whether or not we are

required to do so by our employers. Many teachers plan their lessons on a day-byday

basis. They arrive at work and, from scratch, make decisions about the content

of the lessons for that day. Other teachers (either because they like to or are required

to do so), plan ahead a few days, a week or even a month i.e. they timetable their

lessons.

Task 19: The Advantages of Timetabling (10 minutes)

What are the advantages to (a) learners and (b) teachers of the teacher timetabling a

programme of study ahead of time?

See Appendix 18 for further discussion of this task.

6.1. Advice on Writing a Timetable

For your Course Planning assignment, you will need to produce a timetable for 20

hours of study. In creating your timetable, we have suggested that you make your

coursebook the starting point in selecting content. It is important that your timetable

reflects your learners’ needs (see subsection 3), and that it also reflects the

objectives you have devised based on those needs (see subsection 4). In addition,

your timetable should be balanced. Using colour coding can help to illustrate this

quite clearly i.e. you could assign a particular colour for reading tasks, a different one

for lexis, pronunciation, controlled practice, learner training etc. It can also be a good

idea to indicate where there are links between lessons and activities within a

timetable, so you could draw arrows to indicate this. However, to avoid creating a

grid which is impenetrable to the reader, only indicate links that are not immediately

obvious. For example, it is usually the case that there are links between the different

activities within a lesson. There is no need to indicate these. However, there may be

links between one lesson and another, perhaps where a learner training theme is

being built on, or where you will continue to raise your learners’ awareness of

patterns of word stress. Highlight these connections.

The purpose of a timetable is to show what will be covered in a series of lessons. A

timetable differs from a lesson plan in that it is not necessary to include classroom

management and procedural details such as timing, grouping of students or

instructions. It is a good idea, however, to include all details of materials and

resources to be used.
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There is an example timetable in Appendix 19 and an accompanying commentary.

There are 2 further example timetables in Section 4 of this Unit.

6.2. Wider Timetabling Issues

Student feedback often tells us something about the wider syllabus we are using and

the way we have timetabled. Learners often say things like “We’ve done this

grammar before” or “This class is too easy for me”. This can be a reflection on the

syllabus, the timetable or the approach the teacher has taken. Students rarely raise

the same criticism to skills and lexical work. So we see not only a limitation of linear,

structural syllabuses, but also a limitation of a teacher’s lack of awareness of the

wider syllabus in operation in the school. This has implications for the way we go

about timetabling – we need to bear in mind past and future study, perhaps referring

explicitly to it e.g. “You’ll be looking at this again in your next course”. We need to

bear in mind that it might be inappropriate to focus on a particular item of language in

the same way as a previous teacher, so there are issues of liaison, too. There are

implications here for ways of focussing on language, which you looked at in Unit 2.

Text based presentations might be particularly useful, for example, in reviewing and

recycling language which we know the learners have come across before, rather

than taking a discrete item approach. Note that the syllabus documents we looked at

in Task 10 raised this point.

7. Evaluating a Course

In the model we have been following throughout this section (see subsection 1) for

course design, having established learners’ needs, course objectives, organisation of

content and learning activities, a means of evaluating the course needs to be

devised.

There are 2 kinds of evaluation we can seek, summative and formative. Summative

evaluation comes at the end of the course when the course designer reflects back on

its overall success. Formative evaluation is sought during the course design and

during the course itself as a means of deciding whether or not changes need to be

made.

For the purposes of your Course Planning assignment, it is not assumed that you will

actually teach the course before the assignment is assessed (though you may well

choose to use your timetable with your students – it would be a shame not to use it!).

You do, however, need to indicate briefly how you will evaluate its success.

7.1. Formative Evaluation

This should begin as you are going through the process of designing your course. At

the simplest level this will involve checking that you have sought appropriate

information in your needs analysis, and that your objectives are realistic and

achievable. You will also want to assess how the course is going as you use it. For

example, you will want to check that tasks are not too difficult or too easy for your

learners, and you will want to seek their reactions to the course materials.

Ways of collecting formative evaluation:

Observation of your learners – you will be able to tell a lot from their reactions,

problems and so on as the course actually takes place.
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Learner diaries – if you ask learners to keep a diary recording their feelings and

difficulties in their language learning, they will give you informal feedback as to

how the course is going from their point of view.

Tutorials – by talking formally or informally with individual students, you will learn

a lot about their feelings towards the course, particular difficulties they are having

and areas which they would like to spend more or less time on.

Teaching journal or lesson plan reports – these are notes which you can make

either in diary form, or as notes, perhaps on your lesson plans or timetables (we

will look at these in more detail in Unit 8). It is a good idea to keep an immediate

record of your impressions, so that if you teach a similar course again, you are

able to make appropriate changes.

Verbal or written feedback from learners – you can design questionnaires or chair

informal discussion in which learners give you their reactions to a course.

Formal or informal progress tests.

7.2. Summative Evaluation

This will take place at the end of the course.

Ways of collecting summative evaluation:

Testing learners to see whether or not they have made progress in the areas

identified by the objectives – there are a number of ways that you can go about

this. See Unit 4 on Testing and Assessment.

A combination of the above points for formative evaluation.

For further reading on evaluation, look at The Language Teaching Matrix (chapter

1) and Teachers as Course Developers (p30-32).

8. Applying What We’ve Learnt – Designing a Course

Here is a suggested procedure for approaching the Course Planning assignment:

1. Diagnose the needs of your learners.

2. Formulate objectives for the period of the course you are planning (in this case, a

minimum of 20 hours of study).

3. Select your course content. Try not to limit this too closely to your assigned

course book. Or to put it another way, think about your rationale or justification for

the materials you choose. Avoid following the book just because it is there.

4. Organise the content. Decide how best to order it.

5. Select / decide on learning activities and task types (you may feel that you have

already done this in 3).

6. Draw up your timetable and ensure that it is balanced.

7. Decide how you will evaluate the success of the course.

The Distance DELTA

Unit 4 Section 1 28

Reading

Essential Reading

Breen, M. 1984. Process Syllabuses for the Language Classroom in Brumfit, C.

(ed) 1984 General English Syllabus Design Pergamon Press

Cunningsworth, A. 1995 Choosing Your Coursebook Heinemann

Dubin, F. & Olshtain, E. 1986 Course Design Cambridge University Press

Graves, K. 1996 Teachers as Course Developers Cambridge University Press

Hutchinson, T. & Waters, A. 1987 English for Specific Purposes Cambridge

University Press (Chapters 6,7 & 8)

Long, M. H. & Crookes, G. 1992 Three Approaches to Task-Based Syllabus

Design TESOL Quarterly, 26/1

Nunan, D. 1988 Syllabus Design Oxford University Press

Richards, J. 1990 The Language Teaching Matrix Cambridge University Press

(Chapter 1)

Roberts, P. 1996 Genre Analysis: A Way Out of the Cul-de-sac International

House Journal of Education and Development Volume 3

Seedhouse, P. Needs Analysis and the General English Classroom ELTJ 49/1

Willis, D. 1990 The Lexical Syllabus Harper Collins

Woodward, T. 2001 Planning Lessons and Courses Cambridge University Press

Recommended Additional Reading

Munby, J. 1978 Communicative Syllabus Design Cambridge University Press

Ur, P. 1995 A Course in Language Teaching Cambridge University Press (Module

12)

Van Ek, J. & Alexander, L. 1980 Threshold Level English Pergamon

Wilkins, D. A. 1976 Notional Syllabuses Oxford University Press

Woodward, T. & Lindstromberg, S. 1995 Planning from Lesson to Lesson

Longman

Acknowledgement

With grateful thanks to Jeremy Page, Martin Parrott and Lisa Manklow for their kind

permission to reproduce some of their ideas.

The Distance DELTA

Unit 4 Section 1 29

Appendices

Appendix 1: Designing a Course from Scratch

There is clearly no right or wrong answer here. As you considered the question, you

probably started to consider issues relating to:

Methodology (i.e. how you would go about teaching the group), and possibly the

types of activities you might choose to include.

Course organisation (i.e. how often the lessons would ideally be, how long the

lessons would be, where they would take place and so on). You might have started

to consider the actual teaching context here too, as your decisions would be different

in an English-speaking environment or in the learners’ own country.

Content (i.e. actually what you would set about teaching the learners).

Learners including the learners’ needs, learning styles, previous educational

experience and expectations of the course, as well as their reasons for studying.

Objectives – goals for both learners and teacher to aim for.

These are, in fact, the key features we need to consider in course design. They need

to underpin the decisions we make. The order in which these occurred to you is not

really important, though when it comes to actually planning the course, it is almost

certainly true that consideration of the learners themselves should come first as it

underpins other decisions which need to be made. For example, if we consider the

original question posed, whilst time was presented as an unlimited resource, in reality

it is highly unlikely that a group of beginners would benefit from more than 4 or 5

hours’ formal study a day – they would quickly become overloaded. This is a feature

of the course design dictated by the learners. Similarly, even without any further

information other than their level, we can already start to make decisions regarding

approaches, activities, language content, goals and so on, all based on the fact that

the learners themselves are beginners. With further information, such as how they

might need to use English in the future, we could start to make more specific

decisions as to language to focus on, contexts or situations to exploit, and so on.

Appendix 2: A Systematic Approach to Course Design

In their discussions, these teachers have mentioned issues relating to learners’

needs, setting goals and objectives (long and short-term), encouraging learners to

participate in goal setting, the types of language which they might be introduced to

and the ways in which this might be done. Evaluation of the course figured slightly

less, but is still implied by the mention of KET (Key English Test, one of the

Cambridge main suite exams). In other words, the teachers in their discussion have

mentioned the key features of course design as outlined earlier. Here is an analysis

of their comments:

“Taking into account their learning styles and backgrounds, I’d start with the basics

for 2 or 3 months.” = learners’ needs.

“There would need to be an emphasis on survival English.” = course content.

“A year isn’t a long time. How far can we get them?” = course objectives.
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“If you were teaching in London, rather than making it structure based, you could

make it situation based and go out and practise with them in the afternoon.” =

learning activities.

“To motivate them, we would need to set clear goals.” = course objectives.

“After the first few lessons, you’d want to negotiate with them.” = learners’ needs

and course content. This could also be said to relate to course objectives (if

goals were set and agreed with the learners), and evaluation (if learners were

asked to comment on the course so far).

“If they studied for 5 hours a day, you could then organise extra-curricular activities

as well.” = learning activities.

“TPR might work well if they are absolute beginners, and we’d need to buy some

cuisenaire rods, posters for the classroom etc.” = learning activities.

“Could we get them to aim for an exam, such as KET?” = evaluation (of progress /

achievement).

Appendix 3: Case Study

Personally, I have a lot of sympathy for this teacher. She works within a very fixed set

of constraints. However, I would say that there are still things she can do to plan her

courses to a much greater degree. This is not designed to be a model answer, you

probably have lots of comments and suggestions to make.

It is likely that there is, or could be a syllabus in her school. Because of the nature of

modular courses, this would take the form of topics, tasks and language related to

these, and would not be strictly linear, as at any point in time she would find herself

at different points in the syllabus i.e. there is no fixed entry point. By assigning tasks

and activities to particular modules (e.g. writing a formal letter of complaint might

come in the module on shopping), the issue of repetition and overlap can be avoided.

This particular teacher may not be in a position to dictate the modular planning, but

within her own teaching she could make such decisions to try to prevent repetition.

Accurate record keeping, possibly at the level of the individual students, may also be

a way of preventing this.

Although she makes a good point about needs analyses taking time, I think that her

justification for selecting items based on what she finds interesting is problematic. It

is possible to find out information about learners’ interests without this being dry or

time consuming. If she took the trouble to do so, her learners might well feel more

motivated and involved in the course. There is a case for arguing that in a very short

course, it is even more important that the learners feel that their lessons are directly

relevant to them. It would also be worth her while finding out how and where in the

future her learners hope to / expect to need English. I would suggest, therefore, that

she designs a communicative task which enables her to establish such information

about her learners, whilst at the same time they feel that they are gaining something,

such as lexical input, from the lesson. If learners’ needs or interests prove diverse, it

should still be possible for her to devise sections of lessons in which their needs are

being met. For example, using authentic materials such as the Internet or

newspapers, learners may be able to select texts they would like to read and which

have a lexical focus which is useful to them. They could then feedback to the rest of

the group.
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In addition, she could show her students the types of activities and materials

available within a given module, and ask them to state their preferences. She may

not have control over the modules themselves, but she can involve her learners in

deciding what she does within each module.

There are advantages to working with modular courses and the freedom of not being

constrained to coursebook materials. She may be able to set personalised homework

or self-study slots (depending on materials availability). Very short intensive courses

of this nature very often take place in an English-speaking environment and thus the

chances are there are a lot of authentic materials which she could exploit.

Appendix 4: Needs Analysis

1. Your answer to this first question could have been very comprehensive.

Alternatively you could have said that almost any information is potentially useful

to the course planner. Information such as level, nationality, age, gender mix and

occupation i.e. personal information is extremely useful to enable the course

planner to start to build up a mental picture of the group. Other practical details,

such as location of course, length of lessons, frequency of lessons, length of

course etc. are all things we generally expect to know prior to planning for a new

group of students. The type of language to be focused on (i.e. ESP or general

English) is also of primary concern. In fact, needs analyses vary a great deal in

what they seek to find out. Look at the examples below:
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Needs Analysis 1

Welcome!

Your name:.....................................................................................................

Your job: .........................................................................................................

Why exactly do you need English?

........................................................................................................................

When did you last need it? (give 3 examples)

1) ..................................................................................................................

2) ..................................................................................................................

3) ..................................................................................................................

What is your specific target for these two weeks?

........................................................................................................................

........................................................................................................................

What will YOU do yourself to reach this target?

........................................................................................................................

........................................................................................................................

How will things be different after the course?

........................................................................................................................

........................................................................................................................

Think of a time when you learned something successfully in the past. What helped

you to learn most?

........................................................................................................................

........................................................................................................................

When you learn, how do you feel about these:

Seeing things (pictures/videos/texts)?...........................................................

Hearing things (music/cassettes/talking)?.....................................................

Moving about (roleplay/visits)? .......................................................................

Working with numbers and figures?..............................................................

What do you like doing outside your work?....................................................

........................................................................................................................

So if you are ready to learn, sign here: ..........................................................

The Distance DELTA

Unit 4 Section 1 33

Needs Analysis 2

1. What would you like to be able to read more efficiently?

recipe magazine cheque sign advert

report play instructions story novel

notice poem text book menu essay

article message review bill interview

manual biography letter pamphlet newspaper

2. What would you like to be able to write more efficiently?

recipe notice note bill instructions

report letter essay cheque brochure

review message

3. What would you like to be able to listen to more efficiently?

joke lecture conversation chat advert

speech story song seminar interview

debate presentation anecdote argument radio programme

discussion play quiz

4. What would like to be able to do in speaking more efficiently?

joke interview conversation chat argument

discussion speech story lecture presentation

From Roberts, P. 1996 Genre Analysis: A Way Out of the Cul-de-sac International House

Journal of Education and Development Volume 3
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Needs Analysis 3
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From Richards, J. C. 1990 The Language Teaching Matrix Cambridge University Press

(chapter 1 Appendix 1)
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Needs Analysis 4

Pre-Advanced Class – Needs Analysis

To help me tailor the course as closely as possible to your needs, please complete

this as fully as possible.

Name:

1. What do you need to do in English outside school? Is there anything which you

would like to be able to do, but can’t do yet?

2. Look at the following list of language areas. How easy do you find each one?

Mark yourself on a scale of 1 – 5 (where 5=no problem, 3=average and

1=difficult)

a. Speaking fluently ............

b. Speaking accurately ............

c. Understanding what is said to me ............

d. Understanding when more than one person is speaking ............

e. Reading short texts quickly ............

f. Reading and understanding long texts ............

g. Using language appropriate to different situations ............

h. Writing different types of texts (e.g. reports / formal letters) ............

Which areas are most important for you to work on? Please number them a, b, c

(where a is most important).

3. We can do a wide range of activities in the class. Which of the following do you

thin you would find useful () or not useful (x)? Which are you unsure about (?)?

a. Project work (e.g. producing information packs, class magazines or presentations

for other classes in the school).

b. Individual presentations: 5 minute talks given by each member of the class on

topics of interest.

c. ‘field study’ trips: class outings to topical events during the day.

4. Which of the following topics would you be interested in discussing in class?

Please rank them in order of interest. (1=the most interesting etc.).

current affairs cultural events in London art

literature politics jobs & work

film & television cross-cultural issues social issues

Please add any topics which interest you to this list.
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2. & 3. The 4 examples here differ significantly from each other. They range from

taking as their basis the situation within which the learning takes place (what

Hutchinson and Waters call a situation analysis), to an analysis of the types of

contexts in which learners might need to use English (Roberts calls this genre

analysis), to questioning them about their jobs, reasons for using English and

their preferred learning styles (so a mix of information is collected). Notice that

none of them asks learners to consider the structural / linguistic content of their

lessons except with reference to skills work.

Needs Analysis 1

This asks learners to relate English directly to their own lives by asking when they

last needed it. It asks them to set specific targets for their learning and it also seeks

information on preferred learning activities, an element of learning styles.

Note that the learners are asked to sign the document at the end. The reason for this

is to encourage them to really think about what they have said / written, it forms a

learning contract and places responsibility with the learner as well as the teacher for

achievement of course objectives. This should make learner involvement in midcourse

evaluation of the course easier.

Needs Analysis 2

This is simple in its conception. It asks the learners to consider genres or text types,

dividing them into listening and reading, and asking the learners to state which they

would like to be better able to listen to or read. The course is then designed around

the idea of genre so that language and skills development will come from the

analysis of each genre the learners have identified as important.

Needs Analysis 3

This asks for largely personal information in the form of learning preferences. It asks

the learners to consider how they would like to spend their learning time both inside

and outside class. It goes into more detail than Needs Analysis 1 and is the only

example here to ask learners about classroom interaction.

Needs Analysis 4

This asks learners to consider their immediate or short term needs in relation to using

English, to prioritise their own skills needs, to consider 3 types of classroom activity

(probably those which the learners are less used to doing in class), and to state topic

areas of interest as themes for lessons – the only needs analysis here to specifically

focus on this area.

Your choice of type of needs analysis is a personal one. It is most likely that you will

want to take ideas from more than one source. All of the examples here would need

setting up carefully, and learners who have been studying (regularly) recently are

probably more likely to make more informed choices than those who have not

studied formally for a while. You will probably want to consider ease of administration

as a factor in needs analysis design – compiling results is quicker and easier with

simple yes/no answers or ranking type questions, though these may give you less

personalised information. You will examine these needs analyses further in Task 6.
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Appendix 5: Reading on Needs Analysis

1. A general perception that needs in General English classes are too broad to be

specified. A lack of research and writing on how to analyse data, despite a lot of

literature on techniques for gathering data.

2. The needs analysis was carried out because the learners were not responding

well to or engaging with the assigned coursebook materials. The aim was to

establish the psychosocial needs of this particular group of teenage learners,

studying in Barcelona. The questionnaire itself focused on reasons for study,

favoured modes of study and problems areas. In its conception it was a simple

form, and so was relatively uncomplicated for the learners to fill out.

3. The results appear to be homogenous. Seedhouse interprets this as the learners

being able to identify their own needs. This could be debated – with any

questionnaire, there is always the possibility that people fill it out in a way that

they think they should (e.g. with ‘What would you do if…’ type questionnaires).

However, in as far as it discovered how the learners felt about their learning, it

provides some useful data. A final point here could be that it is not surprising that

a group of teenagers were interested in youth culture and wanted to be able to

express themselves as internationally sophisticated young people – most

younger learners teachers would have been able to identify that already!

Similarly, the learners’ desire to be entertained in class comes as no surprise.

4. In terms of implementation, the first issue to raise is that not every teacher would

be so free from institutional constraints. For example, working in a school which is

very results oriented, a teacher may find that they have to set tests regularly and

teach to those tests – parental and school pressure will dictate that this is so.

However, there were constraints in that the coursebook could not be abandoned

or changed, it was supplemented. The new materials were designed specifically

with the learners’ stated interests and needs in mind.

5. Although the needs analysis was carried out mid-course (rather than pre-course

as was implied as the norm earlier in this section), Seedhouse follows a very

similar pattern of course design, moving from the learners’ needs (taking

constraints and variables into account), to setting objectives, deciding on content

and activities, and considering evaluation techniques.

6. In conclusion, Seedhouse argues for needs analyses in General English. He

describes a rather neat set of circumstances under which a needs analysis was

carried out, with surprising results in terms of the outcome. In the examples he

describes, the teacher was able to respond very specifically to the needs of a

group of learners. This would seem to be a very persuasive argument in favour of

carrying out a needs analysis for every General English group. Do you think the

results would always be so tidy? Perhaps the key is in the design of the questions

the learners are asked. This group were asked to describe particular attitudes to

learning and preferred activities. The advantage to asking these questions midcourse

is that the learners all had some experience which they could refer to in

choosing their answers. The teacher was in a position to implement the changes

i.e. it would probably not be a good idea to mention video as a mode of input if

there is no video facility in the school! Obviously, your reactions to this article will

be different and personal. At the very least, though, the research serves as a

useful reminder to consider our target group in terms of age, interests and

motivation in planning a course. I suspect that the results would be different in a

scenario in which there were 12 learners ranging in age from 16 to 76, with a

range of social and even cultural backgrounds.
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Appendix 6: Overcoming Problems in Needs Analysis

Choices / Jargon

Needs Analysis 1

The section on specific targets is rather vague. It is doubtful whether or not learners

would come up with achievable objectives in this section without further guidance

from a teacher, and in fact this is how it was intended to be used, in a one-to-one

tutorial with a teacher. It avoids the use of jargon throughout the first 2 sections by

asking the learner to use their own words. This, however, makes it slightly more time

consuming than offering boxes to tick or items to rank. The last part is simply worded.

Needs Analysis 2

This does not overload the learner, and asks them to relate the genres to their own

lives. It avoids the difficulties associated with making structures the starting point,

focusing instead on the types of language the learners will need to be able to use via

text types.

Needs Analysis 3

In itself this should not pose too many choices for the learners, since they are asked

to consider themselves. There may be occasions, however, when the learners wish

there was a ‘Sometimes’ category. It also assumes that the learners are used to

taking responsibility for their own learning and/or have recently been in a learning

environment.

Needs Analysis 4

This avoids the use of unknown jargon, categorising the skills work in simple

language and exemplifying the learning activities so that the learners can imagine

how they work. At the level this is aimed at there should be no lexical difficulties with

the topics mentioned. Specific language areas are not mentioned, and the emphasis

is on personal preferences rather than learners being asked to evaluate their own

strengths and weaknesses. This is an issue of wording – “How easy or difficult…?”

rather than “How good are you at …?”.

Expectations

Needs Analysis 1

Unrealistic expectations are avoided because objectives are phrased by the learner

(with a teacher’s help). Its contractual nature should ensure that the learner is clear

as to what they have stated.

Needs Analysis 2

It is possible that learners could feel that only listening and reading are to be focused

on in their course. It is important, then, that a teacher using this type of needs

analysis is very clear with the learners as to how this information will be used and the

types of lessons that will ensue. There is a danger that very different genres be

identified as important by different learners (see below).
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Needs Analysis 3

As there is no emphasis here on the content of the lessons, it is unlikely that

unrealistic expectations will arise, though there may be major differences in the way

that learners want to spend their time (see below).

Needs Analysis 4

Some of the questions here could be open to misinterpretation; question 2, for

example, does not preclude an anxious learner from ranking all the skills work as

very high priority. Question 3 could lead learners to believe that these are to be the 3

main learning activities in class time, and question 4, though offering other topics,

could be seen as restrictive – for example a learner could just choose politics as

important and dismiss the others out of hand. The careful setting up of this type of

questionnaire, then, is crucial to its success.

Subjectivity / Objectivity / Interpretation

The more open questions can be more subjectively interpreted by learner and course

designer, but they also offer more choice and so are likely to provide more

information. Remember, though, that in offering choice, you need to be able to and

be willing to respond to learners’ demands. For example, you need to consider what

you would do if a whole group specified that they would prefer to work silently and

alone, mainly on reading and writing activities in class, and that they would rather not

do any homework. If there are situational constraints e.g. the learners’ employer

expects them to do homework 3 times a week, this needs to be made clear within the

needs analysis.

The issue of subjectivity often becomes apparent after a needs analysis has been

conducted, when a teacher discovers that, for example, a group of learners who all

gave high priority to group work, don’t appear to be benefiting from or participating in

it in reality.

All of the needs analyses here are relatively short, the longest being less than 2

pages of A4. None of them contains language or information choices which would not

be understood by the majority of language learners. However, the potential problem

of a wide range of answers / preferences is not avoided. It is probably impossible to

do so, as the nature of individuals means that there will probably be a wide range

within a given group of learners. It is important that learners understand why they are

being asked to answer the questions, what you will do with the results, and that they

see the results – in this way a wide range of needs / wishes can be catered for.

Appendix 7: Designing a Needs Analysis

Your choice of an appropriate needs analysis will depend on a number of factors. For

example, if you are already familiar with your learners’ learning context (e.g. if you

are employed by their company), then clearly you will need to seek less information

of this type. In your own course planning it may be the case that you are already

provided with a great deal of information relating to the background and previous

educational experience of each member of the class. You may even have taught

them before.

For your Course Planning assignment you are probably designing a 20-hour course

for a group of learners you already know. From your observation of them it may be

that you feel able to describe their preferred learning styles already, and if you are

familiar with their learning situation, you will be able to focus on their linguistic needs.

The Distance DELTA

Unit 4 Section 1 41

Make sure, then, that you design a needs analysis which provides you with pertinent

information. And remember to state your sources of information so that if, for

example, you already know a lot about your learners’ preferred learning styles, state

how you know this, otherwise your assignment will read as if you are making

sweeping statements.

Remember that it is important not to swamp the learners with questions, as

potentially they may feel that, from their point of view, they gain very little from

undertaking such an activity. It is, therefore, important that they understand why they

are being asked questions – many learners will not feel that they have a role to play

in course design because they will have no previous experience of being asked for

this sort of input. As a final reminder, they need to see how their input has influenced

the course i.e. it’s important that they get to see the results of the needs analysis in

some form. For example, if I had stated that for me learning to write formal letters

was a priority, that I had very little free time, and that I preferred to work alone, and If

I knew that most of my colleagues in the class felt the same way, I would probably

feel aggrieved to see a timetable for study in which there was no writing, a heavy

homework load and an emphasis on pair and group work!

Try out your needs analysis on a similar group if you can. This will help you to see if

there are any glaring omissions, or any ambiguous questions which don’t reveal as

much as you had hoped they would.

Appendix 8: Identifying Different Kinds of Goals and Objectives

The list is below. A suggested type is written in bold in brackets, (R) relates to

Richards’ terms, (G) to Graves’.

Learners will:

Learn to identify explicit short and longer-term aims and how to measure their

success in achieving them; Behavioural/Proficiency (R) Knowledge/Skill (G).

Improve their study skills and their ability to make independent progress both in

and out of class; Behavioural/Proficiency (R) Knowledge/Skill (G).

Increase their knowledge of and ability to use previously learnt and new

language, with attention to fluency and accuracy as necessary ; Proficiency –

but very general or Content because of the word ‘knowledge’ (R) Mastery

(G).

Substantially improve their knowledge of lexis relating to topics they are

interested in; Content (R) Knowledge (G).

Develop strategies for dealing with a wide variety of informal, and some formal,

situations using spoken English; Skills/Proficiency (R) Skill (G).

Become more familiar with native and non-native speaker accents and will

improve their own pronunciation by identifying personal pronunciation problems

and developing strategies for dealing with them; Skills, though the first part

“become more familiar with..” is more of a Proficiency objective(R) Skill (G).

Extend the range and improve the accuracy of their written English. Skills – but,

again, very broad, could also be Proficiency (R) Skill or Mastery (G).
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Notice that the more general they are, the more difficult they are to define. This

suggests that they may also be difficult to measure or evaluate in very concrete

terms. It is also true that the objectives below with a learner training or process

element are harder to define as neither writer has fully taken these skills into account

in their categories. This is probably because learner training issues suggest a longer

term element i.e. they are probably goals. Remember that this list is for a 120-hour

course. This is the amount of study time (if not more) that an entire coursebook is

designed for. It is, therefore, not surprising that they are difficult to define. They are

more like goals than objectives, and so can only be categorised in general terms.

This makes them more of a curriculum statement than a syllabus one. Now see

below.

The syllabus document goes on to identify core competencies in the 4 skills areas.

An extract is included here for the listening component. Consider how these differ

from the overall course objectives.

Listening

The course should develop student competence in the following areas:

Understanding substantial parts of what is heard on first listening.

Understanding key points in both short and longer aural texts.

Recognising a range of text types.

Understanding attitudes and emotions expressed.

Recognising key phonological features.

Recognising key features of discourse, including the effects of intonation.

Understanding a limited variety of accents.

Understanding information given by telephone.

These could all be more easily defined as skills based objectives. They are easier to

define and also to evaluate.

Remember that for your course planning assignment you will be writing objectives for

just 20 hours of study. This means that your objectives need to be defined in more

detail to ensure that they are measurably achievable and realistic for such a short

programme of study. They are more likely to be like the listening objectives above.

Appendix 9: What is a syllabus?

1. A logically sequenced set of grammatical structures to be introduced to learners.

2. A logically sequenced set of communicative skills which learners should be able

to perform.

3. A set of tasks which learners should be able to perform confidently. (NB These

are sometimes referred to as competencies).

4. A set of functions learners need to be able to use.

5. A series of lexical areas learners need to be familiar with.
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6. A set of tasks which learners will gain language from engaging in.

7. A list of page references or units to be covered within a fixed period of time.

All of the above could be described as syllabuses. The difference is one of emphasis,

and individual preferences would come down to the syllabus designer’s view of

language and language learning. Perhaps the odd one out is 7. Yet this is the one we

might most strictly adhere to on a day-to-day basis i.e. it reflects our behaviour as

teachers working within a busy timetable, often preparing simultaneously for more

than one class, and planning lesson by lesson. The coursebook writer has already

decided on the syllabus in the last case, and somebody in your school has set the

targets, you are simply following their decisions.

The key words here are set, series and list. In each there is an idea of a list or

sequence for the learners to go through as part of the process of learning. The items

in the lists are different. This is where views of language and language learning play

a part.

Appendix 10: Identifying Syllabus Types

The syllabus document provides the following advice for teachers:

“The current coursebook for this level is True To Life Intermediate. We recommend

that you try to match your selection of the coursebook material to your students’ level

rather than starting at the beginning of your allotted units and progressing through

them in order.

Suggestions for approaches

At this level, much of your teaching should be in response to perceived ‘gaps’ and

mistakes that students make, and may therefore take place in a somewhat ad hoc

way. For this reason it is very important to keep accurate records of what ‘comes up’

so that systematic consolidation and revision takes place. To avoid student

complaints about repetition of familiar language areas, we recommend that you do

not begin with obvious revision lessons (e.g. “the present perfect lesson”) and that

you follow a task-based or test-teach-test approach to discover the students’

strengths and weaknesses. Similarly, you may wish to defer needs analysis until you

have a clear idea of the students’ language needs. However, in order to meet the first

course objective [see Task 5] it is essential that you help the students to set

themselves objectives which can be measured, for example by explaining to them

what the barrier test requires of them and how they can work towards it, by focussing

them on the core competencies and helping them to see how they are improving their

skills, by helping them to set realistic targets for learning outside class and then

encouraging them to report back on those, by gearing homework to meet their

individual needs, by use of SAC [Self-Access Centre] for individual progress checks,

and by helping them to set short-term objectives such as reading speed or letter

writing skills targets etc.

Most students at this level need to increase their knowledge of and ability to use lexis

appropriately, so lexis should not normally take second place to work on structure.

Work on lexis will also help them to increase their tolerance of unfamiliar vocabulary.

For listening, audio and video tapes for intensive recognition work are useful at this

level. Short extracts from soaps, films and news programmes are all suitable for
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class use.”

Commentary on Task 10: Identifying Syllabus Types

This is an example of a broad view of syllabus. The document does not explicitly

state the language content to be introduced to intermediate learners, but it makes

very clear suggestions as to approach. For example, test-teach-test and task-based

learning are mentioned, and lexical approaches are hinted at as well as text-based

language focus. Remember that a narrow view of syllabus would simply list

structures and lexis to be taught.

The language content of the actual course is partially defined by the allocation of a

coursebook to the level. However, the first paragraph encourages the teachers not to

follow the coursebook chronologically. The syllabus, then, does not strictly prescribe

either language content or sequencing. The teacher’s actual choices are to be made

based on the learners’ needs and interests, which fits with what we said earlier in this

section about the importance of learners’ needs as an organising principle in course

design. This could be a useful approach to take to your Course Planning assignment.

Rather than feeling that you have to devise your whole course programme from

scratch, you could take a coursebook as your starting point. However, remember that

you need to be able to justify why you are choosing to take a particular coursebook

as your starting point, i.e. why it fulfils you learners’ needs.

Whilst suggesting a generally cyclical approach to language focus, this particular

syllabus document is not explicitly linear or cyclical. Notice that it warns teachers

about how they go about reviewing previously introduced language. This can be a

feature of intermediate level students and above – because the learners often take a

linear view , they tend to feel that having previously met a piece of language, they

have absorbed it (or they feel that they should have done), hence they can react with

“I’ve done this before”. As teachers we need to disguise our recycling, to make it

overtly needs based.

The document recommends deferring needs analysis until the learners’ language

needs have been established. This seems to be a slightly illogical statement, as one

purpose of a needs analysis may well be to establish what the group’s language

needs are! This is possibly a feature of the nature of courses at this school. You may

have other ideas as to possible reasons for this suggestion.

A general feature of this document is that it is quite loose. Teachers are advised to

choose whatever material their learners might need from the coursebook, possibly

prior to carrying out a needs analysis. This leaves the teacher with a lot of freedom

and a lot of decisions to make. In subsection 2 and the case study in Task 3 we

looked at constraints in course design. This document could well represent the other

side of the coin – a situation in which a lot of freedom can be a disadvantage. Would

you agree? You could post ideas and comments on the discussion forum.

Appendix 11: Deciding on Course Content

The learner has some very immediate needs. This suggests that items such as the

following would have a high surrender value for him (though not necessarily for

another ESP learner of his level):

NB This is not an exclusive list.
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Different ways of greeting and saying goodbye

Introductions and responses to introductions

Giving personal information and talking about his family

Making small talk e.g. commenting favourably about food and drink

Offering and responding to offers

Thanking and responding to thanks

Saying what he does (in his job) and describing the work of his company

Describing his work history (briefly)

Arranging to meet / make contact again

Extensive listening practice (for confidence, to infer attitude of speaker etc.)

Other possible language to include:

Contrasting present simple and present continuous (in talking about himself)

Contrasting past simple and present perfect simple (in talking about his work

history)

These last 2 points, whilst having high surrender value, would also be of benefit in

developing his understanding of the language system as a whole.

We can see that the learning context will influence the relative importance of

surrender value in a syllabus. However, it is worth remembering that as a long-term

goal, most learners will want to acquire a general form of ‘International’ English. It is

unlikely, therefore, that syllabuses, even those designed specifically for English

speaking contexts, will contain many items of a very culturally specific or locally

colloquial nature e.g. “Time, please, ladies and gentlemen”. This is information which

we as teachers might choose to add. Furthermore, in an ideal world, our learners will

expect to encounter both high and low surrender value items – they will want to make

sense of their immediate environment (if this appropriate to them i.e. if they live or

work in an environment in which English is a lingua franca) and to develop an

understanding of the language system. The balance between the two will depend on

where the language learning takes place and where the learner expects to use the

language in the future.

Appendix 12: A Historical Overview – Types of Syllabus

Discussion on syllabus design is relatively young. It became more formalised as late

as the 1970s in terms of coherent debate on the ways in which the content of

courses might be sequenced and described. Up to this point, syllabus designers

were primarily concerned with creating lists of linguistic items to be introduced by the

teachers and absorbed by the learners, in a linear fashion i.e. the focus was on

linguistic competence and on the most ‘logical’ way of sequencing structural items to

facilitate learning. So an Audio-Lingual syllabus would have a list of grammatical

structures, perhaps with a parallel syllabus of literary and cultural inputs. (A parallel

syllabus is one which operates alongside another syllabus, but is regarded as of less

importance).
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Structural syllabuses were criticised for a number of reasons, particularly because of

their underlying assumption that language could be learnt via the linear introduction

of a list of discrete items. The task of syllabus designers was to try to decide what

language items the learner needed to master, rather than what the language learner

needs to be able to do with the language in order to communicate.

Since the 1970s, with an increasing emphasis on communicative competence, it has

been felt that syllabuses should also focus on the skills and strategies involved in

communication, that learners can and do benefit from such a focus. Thus writing,

reading, listening and speaking syllabuses have started to appear, though again,

often as parallels. The core syllabus has largely remained a structural one, and this

remains partially true today. If you look at any mainstream coursebook, you will find

that similar language items are focused on in a similar order, and that the contents

page of any of these books will place prominence on language input.

In the 1980s, there were suggestions that the skills syllabus should form the core

itself, with grammar and phonology being demoted to the parallel syllabus. The

Headway syllabus is an attempt at this. However, note that much of the skills work

was selected and ordered because of its grammatical content i.e. the shift didn’t fully

happen.

Learner training has also appeared on syllabuses since the 1980s.

For more detailed accounts of the historical development of syllabus design, read

Syllabus Design, which provides a clear and comprehensive account along with

further useful references.

In your reading on course design, you will read about the following types of syllabus.

These are the most common, but this is not an exhaustive list:

Structural Syllabus

Structural linguistics (such as the work of Bloomfield in the 1930s to 50s) had an

impact on the way syllabuses were viewed. The emphasis was placed on language

as a system. This meant that structural syllabuses included items such as articles,

phoneme combinations, pronoun + be + -ing forms, ‘third conditional’, base adjective

+ -er + than etc.

Notional Syllabus

The work of Wilkins in the early 1970s is important here. As classical structuralist

linguistics gave way to Chomsky’s new meaning based grammar (rather than merely

viewing grammar as combinations of possible forms and looking at their surface

meaning), syllabuses started to reflect functional meaning as well as linguistic form.

This is not to say that structuralist linguistics was not concerned with meaning per se,

but that Chomsky focused on different levels of meaning. Notional syllabuses were

labelled according to the linguistic meaning of structural forms e.g. comparing things.

Only a few notional syllabuses were produced.

You may find it interesting to read Notional Syllabuses, though Wilkins’ work has

largely been superseded now.

Functional Syllabus

In the 1970s, speech act theory (the idea that language does things such as

command, request, persuade, advance social relations, as described in the work of

Austin and Searle), led to the development of functional syllabuses. There were a lot

of these in coursebooks published at that time. However, items in the syllabuses
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were still basically structural items, described in a different way (as with notional

syllabuses). Thus, a functional syllabus, whilst introducing items as requests, would

still include a focus on auxiliary verbs, such as ’could’, ‘would’ and ‘will’, imperatives

of verbs etc.

However, there was an important change, too. For the first time, lexical items and

phrases were given much more systematic prominence. Instead of being rather

randomly viewed as optional extras, introduced in a haphazard manner, they formed

a central part of the syllabus. For example, under a heading such as directions,

phrases could be included which may not have appeared at all in a structural

syllabus e.g. lexical items such as bank, museum, supermarket etc. would have

found their place. In a grammatical syllabus, under imperatives, students might

incidentally have learnt how to give directions, but there is no guarantee that this

lexis would systematically have been included in the same unit.

Another difference was that suprasegmental phonology was treated more logically.

This would not have been included in a structural or notional syllabus.

Lexical Syllabus

There has been some confusion as to what this means. In theory it would be possible

to label a lexical syllabus in the same way as a grammatical one e.g. words of one

syllable, multi-word verbs, compound nouns etc. For obvious reasons, this has never

appeared as a suggestion for an organising principle. Instead, lexis is organised

around topics such as food and drink, shopping, crime and punishment etc. These

could also be described as topic syllabuses. But where a lexical syllabus differs is

that it attempts to describe grammar lexically e.g. past perfect could be described as

‘had in past narrative’. In the 1980s, this was seen as a radical departure. It is

important to note that grammar still has its place, though it is described differently. A

common misconception of lexical syllabuses (and approaches) is that grammar is

completely missed out.

Skills / Communicative Syllabus

Both terms are used to describe something which is essentially the same. In 1978,

Munby published Communicative Syllabus Design. This laid the groundwork for

modern teaching. For the first time, there was an emphasis on students being able to

do things. Items on such a syllabus would be:

Meeting and conversing with new acquaintances in a formula setting

Responding to and using turn-taking signals appropriately in a discussion

Presenting facts and figures to an unknown audience

The examples above all relate to speaking / listening skills, but equally reading and

writing skills fit into this view of language. It is important to recognise that within these

syllabuses, you as a teacher would find yourself focusing on specific forms, but the

ultimate goal would be to promote the learners’ ability within the specified skill, rather

than for the sake of focusing on a particular form.

The application of this type of syllabus is particularly common in ESP materials. The

article by Paul Roberts on Genre Analysis would seem to be leading to the

development of this type of syllabus. You may also read about theme or topic based

syllabuses, which are similar.
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Learner Training Syllabus

This is a syllabus which does not focus on any particular language items or

communicative skills. Instead, it attempts to train learners how to learn. It is based on

the idea that, having followed this sort of syllabus, a learner should be in a position to

decide for themselves what they need to learn and how best to go about it. Although

this type of syllabus has never really been fully adopted, the ideas behind it have, so

that elements of learner training have started to appear in coursebooks.

Multi-layered Syllabus

This is a combination of the preceding syllabuses, it attempts to take them all into

account, though with varying degrees of emphasis. It reflects the eclectic nature of

much English language teaching today (look back at unit 2. Remember how much we

have taken from different views of language and language learning). Usually the

overriding principle behind a multi-layered syllabus is language. There will be a skills

focus, topic areas, and emphasis on lexis, phonology and, often, learner training, but

the sequencing principle will be one of grammar. Thus texts will be chosen because

either they contain examples of the lexis or the grammar of the unit in which they

appear. This is probably partly as a result of tradition, and partly because this is how

the public view of language learning is best reflected. The way in which multi-layered

syllabuses differ most, is in the relative emphasis they place on input of grammar

versus input of lexis, the number of speaking skills activities versus the number of

reading texts and so on.
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Soars, L. & J 1996 New Headway English Course Intermediate Oxford University Press
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Black, V., McNorton, M., Malderez, A. & Parker, S. 1987 Fast Forward 2 Oxford

University Press
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Ellis, G. & Sinclair, B. 1989 Learning to Learn English Cambridge University Press
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Abbs, B. & Freebairn, I. 1982 Studying Strategies Longman

Commentary on Task 12

New Headway Intermediate and Cutting Edge Intermediate are examples of

multi-layered syllabuses. Both give prominence/emphasis to some form of discrete

item structural language teaching, though they use different names: ‘Grammar’ in

Headway and ‘Language Focus’ in Cutting Edge. (If you are interested, compare the
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descriptions of approach given by the authors in the Teacher’s books for each series

– they differ in their views on the teaching of structure). Both books place vocabulary

in the second column. Cutting Edge places speaking before receptive skills and

makes no explicit mention of writing; Headway seems to prioritise reading, then

speaking, listening and finally writing. Cutting edge is significantly different from

Headway in that the second part of each module is described differently – there is a

task-based slant. Notice how similar their structural syllabuses are – this tells us that

structure is the underlying organising principle of both books.

Learning to Learn English, as its name implies, is an example of a learner training

syllabus. In fact, this never took off as a principle for syllabus design in coursebook

writing. However, it had a major impact in that many multi-layered coursebooks have

a learner training strand.

Studying Strategies is an example of a book with a functional/notional syllabus. Key

words in the contents pages are functions (such as polite complaints in unit 1) and

notions (such as precaution, also in unit 1). Notice the contrast with the multi-layered

or intrinsically structural syllabuses you are more familiar with; though discrete

language items are mentioned, functional language appears more prominently than

tense names. Half of the description of each unit is dedicated to describing the

themes or topics which appear in each (e.g. geographical location).

Fast Forward 2 appears at first glance to have a functional syllabus, this is made

clear by the labelling of the first column – ‘Communicative Functions’. However, there

is also a column which describes structure. Although this is not very detailed, it

actually doesn’t differ very much from other coursebooks of the same level in terms

of the order in which different structures appear in the syllabus. So, in fact, it is a

multi-layered syllabus with a mixture of structure and function being the organising

principles.

Appendix 13: Arguments for an Analytic Approach

The thrust of the article is that many of the weaknesses of an analytic syllabus can

be addressed if there is an overt focus on form after the learners have been exposed

to the authentic language in a task-based, process or procedural approach.

Appendix 14: Your Own Language Learning Experience

You could almost certainly think of examples of occasions when, exposed to

ungraded input, you were able to make the language comprehensible to your self

and so find out something new. This process happens all the time in small ways

when you are living in the target language community, in particular, but also when

you pick up language from your teacher in language lessons which they were not

explicitly asking you to focus on. For example, beginners often quickly pick up the

language the teacher uses to praise or to greet or to give instructions in.

It is perhaps worth pointing out here that the amount different learners acquire in this

way varies. There are a number of factors which may be involved in this, including

levels of confidence (a feature of personality) and previous language learning

experience, but learning styles play a part, too. The more tolerant you are of

ambiguity, the more likely you probably are to make “educated guesses”.
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Appendix 15: Classroom Based Research – Optional Experiment

There are obviously no right or wrong answers here. Hopefully you found the

experiment useful. It is probably the case that some of your learners responded well

to different tasks and approaches. Once again, this relates to both their previous

language learning experience (their expectations and experience of how a teacher

goes about focusing on language), and their preferred learning styles. There is also

an issue of preferred teaching styles to take into account. The point of the experiment

is to show you that all 3 approaches can, in fact, be successful. In Unit 2 the term

‘principled eclecticism’ was applied to the ways in which we currently focus on

language, and the historical developments which have led to this. A pragmatic

conclusion to reach is probably to vary the ways in which we focus on new language,

bearing in mind our learners’ needs and preferences.

Note that there is a strong link here to the terms noticing and consciousness

raising, which Jane Willis has written a lot about in relation to task-based learning.

Appendix 16: Comparing Coursebooks

The 2 coursebooks are incredibly similar in terms of the order in which structures

such as tenses are examined. They differ much more in their treatment of lexis.

Appendix 17: Using Syllabus Versus Natural Language Activity

For example, at the start of a lesson, perhaps some of your class are a little late and

so you chat with your students, possibly about a News or sports event of the day, or

transport difficulties, or perhaps a learner asks you a question which sparks

discussion. This is a natural language activity, though it does not appear on your

syllabus. The next stage (the first in your plan) might be to focus on a reading text.

You could, for example, be helping your learners to infer the attitude of the writer.

This would appear on your syllabus. But the text might be about something the

students feel strongly about i.e. they choose to take the opportunity to share their

attitudes and opinions. Although unplanned (and not on your syllabus), you decide to

go along with this for a few minutes because the students are clearly enjoying it, and

again it is a natural language activity. Does this sound familiar?

Appendix 18: The Advantages of Timetabling

Advantages to learners:

They can be more involved in the process

They can be shown the timetable ahead of time and asked to prepare for

particular lessons, bringing ideas, texts or questions.

They can see how their requests / needs, expressed in a needs analysis, are

being met.

There is something concrete for them to measure their progress against.

Advantages to teacher:

It saves time in the long run.
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They are able to collect, prepare and book materials and resources ahead of

time.

They can ensure that there is balance and recycling built in.

They can plan to include a range and balance of approaches and activities.

Appendix 19: An Example Timetable

Below you will find an extract from a timetable for the Course Planning assignment.

(Each lesson lasts 2 hours)
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Monday

Introduction to

forms of media

Vocabulary

Cutting Edge pg

130

Linking

comments to

forms of mediause

mini

dictionaries for

checking

meaning- check

for word stress

and

pronunciationpoint

out

collocations

Speaking

Groups of 3

The Media

Game C/Edge

pg 131 giving

opinions using

vocabulary.

Listening – for

gist (12.1 pg

131). Sts note

down main

points and their

reactions using

above tapescript

– pg 175-6

Reading and

Writing – sts

create wallposter

for language

used in giving

opinions +

verbs/adjectives

with in and on.

Homework –

C/Edge pg 107

Learner Training

worksheet 3 –

using a

monolingual

dictionary.

Tuesday

Task: summarise

and discuss a

newspaper

article – based

on C/Edge pg

132-3 but using

topical articles

from the week’s

papers.

Vocabulary

check from

headlines

Sts predict what

article is about.

Listening (model)

– I’ll summarise

the main points

of one of the

articles -

comprehension

questions then

discuss.

Reading read

article and

underline points

mentioned.

Establish point of

summary –

learner training.

Reading and

Speaking In pairs

sts prepare

article to

summarise in

front of the class

- monolingual

dictionaries/-

useful

Language box

pg 132

Listening and

Speakingmix

groups articles

/summaries –

give opinions

Homework –

write up

summary

Wednesday

Human interest

story. Warmer -

Wajnryb pg 61 –

word rose to

predict story

Dictogloss

Grammar focus:

– the narrative

tenses, with

particular

reference to the

present participle

C/Edge pg 35 –

sts edit article

using the

present

participle.

Listen and

check.

Pronunciation –

stressed and

weak forms.

Homework –

C/Edge pg 34-5

Narrative

tenses analysis

and gap-fill.

Thursday

Narrative tenses

review and

verb/adverb

combinations for

travel and

movement.

C/Edge pg 120-

121 Resource

bank 3A –

Sidney and the

circus

Pre-teach any

new vocab for

circus/animals

Speaking and

problem solving

– in pairs sts

describe their

pictures and

decide on correct

order.

Reading – match

movement verbs

with pictures

Write up the

story using this

vocab and range

of narrative

tenses for

homework or

write about the

most frightening

experience of

your life.

Writing skills –

learner training –

C/Edge pg 37

Avoiding

repetition –

using pronouns,

auxiliary verbs,

alternative words

with same/similar

meaning omitting

repeated words

where possible.

Friday

Language lab

Responding to

unexpected

problems C/Edge

pg 38

Warmer predict

B’s responses to

A’s requests

from pics and

captions.

Listening and

Writing B –

unexpected

problem. Try to

respond as A in

real time – note

down your

answers.

Listen and

compare your

responses with

tape. T/script 8

pg 165-6.

Pronunciation

phrases for

responding in

these situations

– showing polite

acceptance

/annoyance.

Speaking

reconstruct

parallel version

of conversations

with partner –

focus on

intonation

Consolidation

further problems

for listening

/speaking

Homework – Do

you remember?

C/Edge pg 39.
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Commentary on Timetable

Balance

A colleague of mine, on looking briefly at this, said “I see a lot of pink and blue”. This

suggests that there is quite a lot of reading and vocabulary. It is difficult to comment

on this further without knowing if they were identified as definite needs. Overall, the

timetable looks quite balanced.

Links

No links have been drawn on the timetable, which is a shame. Arrows could have

been drawn, for example, between the homework on Monday and the dictionary slot

on Tuesday, or between Wednesday and Friday’s homework.

Detail

There is generally an appropriate amount of detail included. For example, materials

and page references are stated, themes and topics are made clear. Perhaps most

importantly, the teacher mostly avoids providing procedural or class management

type detail which would be more appropriate on a lesson plan – she could actually

write a bit less, though this a personal issue.
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Lexis 1

Summary

In this first section on lexis we will begin by considering its place within English

language teaching from a current perspective. We will go on to look at what is meant

exactly by lexis and then what systems can be identified within it. An awareness of

these systems should provide insights into organising the teaching and learning of

vocabulary.

Objectives

By the end of this Unit you should be able to:

Recognise, understand and use appropriate terminology to describe concepts

relevant to the teaching and learning of lexis.

Recognise and demonstrate an understanding of some of the significant systemic

features (such as lexical fields, word families, and so on) of English lexis and of

some of the differences between English and other languages.

Demonstrate awareness of the importance of lexis as part of learning a language

and familiarity with current views on this topic.
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1. Current Perspectives

In language teaching today, lexis occupies a much more important position than it did

in the past.

1.1. Lexicographical Research

Lexicographical research began in the 1980s and marked a turning point in

communicative syllabus design and in language teaching. It led many to rethink the

nature of language and the role of vocabulary. John Sinclair, whose work initiated the

COBUILD project, predicted before the corpus work was begun that it would have a

profound effect on teaching and what was taught.

The COBUILD project was not the first of its kind but it has perhaps become the

most well known.

Up until then vocabulary had mainly been perceived as ‘words’ but work in

computational linguistics and corpus analysis led to considerable interest in chunks

of language. These have variously been called lexical items, lexical phrases or prefabricated

units and have been identified as central to a description of the way

language works. This means that the traditional view of word boundaries has been

challenged and that learners need to perceive and use patterns of lexis and

collocation. It suggests that, rather than Chomsky’s rule governed process, language

use consists at least partly of a process of retrieval of larger phrasal units from

memory. Nattinger and De Carrico identified a central role for multiword chunks and

Michael Lewis, a better known figure in ELT, has asserted that ¨Language consists of

grammatical lexis - not lexicalised grammar.¨ He has become well known for his

books on the Lexical Approach. The traditional distinction between grammar and

vocabulary has become blurred and the role of lexis central.

An early coursebook (The Cobuild English Course by Dave and Jane Willis,

published in 1988 and consisting of three levels) also came out of the COBUILD

corpus. The units were built around topics and language areas which systematically

encouraged the learning of lexis. By the end of the third level the students were

supposed to have built up a lexis of about 2500 keywords. The book also took a taskbased

approach and perhaps because of this, and its new kind of lexical syllabus, the

course was not widely adopted. It was ahead of its time, perhaps not entirely well

conceived in terms of content and, it has to be said, not very user friendly. It is now

out of print. The underlying principles though, of a lexical syllabus and a task based

approach are now being more widely advocated.

Other coursebooks started to incorporate lexis in a more systematic way, introducing

a lexical syllabus alongside structure, functions and skills, that is, as part of a multilayered

syllabus. Vocabulary was usually organised by topic.
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Task 1: Finding out about COBUILD Corpus, the Bank of English

(15mins)

Look at the COBUILD website http://titania.cobuild.collins.co.uk for some background

information about the COBUILD corpus, the Bank of English. Read the sections

‘About COBUILD’ and ‘The Bank of English’ and find out:

What does the corpus consist of?

What can such a corpus be used for?

1.2. The Lexical Approach

You have already looked at the Lexical Approach in Unit 2 and you are probably

aware that the person most strongly associated with it is Michael Lewis. (We

mentioned him above.) Here are some quotes from his book, The Lexical

Approach.

‘Lexis is the core or heart of language but in language teaching has

always been the Cinderella’ (chapter 5, p89)

‘Modern linguistic analysis…. suggests that language is not made up of

structure + vocabulary, but of different kinds of lexical phrase.’ (Chapter

8, p145)

‘Language consists of grammatical lexis, not lexicalised grammar’.

(Chapter 5 p89)

‘An important part of language acquisition is the ability to produce lexical

phrases as unanalysed wholes or chunks’ (chapter 5, p95).

He advocates the teaching of lexical chunks (collocations, fixed and semi-fixed

expressions etc), for it is these that facilitate language production. He advocates

certain practices such as a lot of listening, and of awareness raising activities, and a

delay in teaching ‘extensive’ writing. However, little is said about how a lexical

syllabus would be designed.

For more on the Lexical Approach, read:

Lewis, M. 1997 Implementing the Lexical Approach LTP chapter 1

Lewis, M 1996 Implications of a Lexical View of Language in Willis, J and Willis, D

(eds) Challenge and Change in Language Teaching Heinemann

Lewis, M. 1993 The Lexical Approach LTP

For a useful summary and critique read:

Thornbury S. 1998 The Lexical Approach: A Journey without Maps? MET 7/4

You can also look on the Internet. You will find extracts from the books on the

publisher’s website: www.ltpwebsite.com, and a search for The Lexical Approach will

also give you other reviews and comments. (Don’t believe everything you read,

especially on the Internet!).
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Before going on, it might be useful to familiarise yourself with some of the

terminology that is used in talking about lexis. Some of the terms will be used in this

unit and some in Unit 6.

2. What is Lexis?

‘Lexis is the vocabulary of a language in contrast to its grammar’ (LDLTAL).

Traditionally, vocabulary or lexis was viewed as consisting mainly of single word

items with possibly a few ‘expressions‘ or multiword items such as idioms or phrasal

verbs in there too. Now, however, the distinction between lexis and grammar has

become blurred.

Task 2: Defining Lexis (30 mins)

Read some or all of the following. What kind of language items can be included

under the name ‘lexis’?

McCarthy, M.1990 Vocabulary OUP Chapter 1

Lewis, M. 1993 The Lexical Approach LTP Chapter 5 p91 to 98

Lewis, M. 1997 Pedagogical Implications of the Lexical Approach in Coady,

J. & Huckin T, Second Language Vocabulary Acquisition CUP

The current view, as you will have seen, is that lexis consists of single words and

multi-word units or lexical phrases.

Words are the most familiar type of lexical item. They are free-standing items of

language that have meaning.

Words may be:

Roots – single morphemes that cannot be further subdivided (e.g. rain).

Derived words – roots with bound morphemes attached at the beginning or the end

(e.g. deformed, de-form-ed).

Compound words- words that consist of more than one root but have a single

concept or identity (e.g. wastepaper bin).

Multi-word units (or lexical phrases) are recurring fixed forms that consist of more

than one word. A multi-word unit may look like a clause with a verb and object but the

meaning cannot be worked out by cutting it up and the form is fossilised to varying

degrees.

Multi-word units include:

Idioms, for example ‘to pass the buck’

Bi-nominals, for example, ‘to and fro’

Tri-nominals, for example ‘tall, dark and handsome’

Other fixed phrases, for example ‘Let’s face it’
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Michael Lewis classifies things slightly differently. He refers to:

Words and polywords (which include compound words, idioms, binominals and

tri-nominals)

Collocations or word partnerships (combinations of words which occur with

varying degrees of predictability, for example, rancid butter, heavy rain, to

address the problem)

Institutionalised expressions or fixed expressions (usually spoken) e.g. Not

yet, I’ll see what I can do

Sentence heads or frames, often used for organising discourse, for example

‘The thing is.’, ‘firstly....secondly...’

(His classification changes slightly in different publications.)

Task 3: Thinking about your Teaching (15mins)

Which of the above would you normally view as part of vocabulary teaching?

What do you call it when you teach the other kind of items?

Do you think it is a good idea to include more multi-word items in your teaching?

Why (not)?

See Appendix 1 for comments.

‘We have then four types of lexical item: the first two categories

concerned principally with referential meaning, the latter two with

pragmatic meaning. .... Broadly the categories equate to the traditional

ones of Vocabulary (now Words and Collocations) and Function (now

Institutionalised Utterance and Sentence Frame)’.

(Lewis, M. Pedagogical implications of the lexical approach in

Coady, J and Huckin, T Second Language Vocabulary Acquisition,

Page 259)

‘The presence of multi-word units in natural data is so common that it

has led one linguist, Sinclair (1987) to suggest that what he calls ‘the

idiom principle’, the use of ready-made chunks such as those we have

been examining, may well be the basic organising principle in language

production’.

(McCarthy, M. Vocabulary p11)

For more on the importance of lexical chunks or multi-word units, you can read:

Pawley, A and Hodgets Syder, F. 1993 Two Puzzles for Linguistic Theory:

Nativelike selection and Nativelike fluency in Richards, J.C. and Schmidt, R.W.

(eds) Language and Communication Longman

Nattinger, J and DeCarrico, J.1992 Lexical Phrases and Language Teaching OUP
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Task 4: Identifying Lexical Items (15mins)

The view that learning vocabulary is to do with learning ‘words’ as opposed to

grammar appears to be inadequate. Do the following task in order to identify various

types of lexical items that you might select for teaching purposes.

Do task 7 from McCarthy, M 1990 Vocabulary OUP page 10.

See Appendix 2 for suggested answers.

3. Lexis as a System: Sense Relations

“The traditional perception is that grammar organises the chaos of the

lexicon.“

(Michael Lewis, Implementing the Lexical Approach p67)

Grammar has been viewed as easy to describe as a system. Perhaps one reason for

ignoring vocabulary in the past in language teaching was that it was less easy to

present as a system. Language as a rule- governed system or as displaying

repetitive patterns (grammatical structures) makes it seem a more restricted thing,

therefore much more easily teachable and learnable. In the grammar translation

method, learners were confronted with a lot of vocabulary, but it was presented

randomly – when it came up in a text they were reading. In later methods and

approaches, vocabulary was viewed as much less important than structure and was

kept to a minimum, particularly at lower levels. It was believed it could be best slotted

in once the grammatical rules of the language had been grasped.

Task 5: Lexis as a System (15 - 30 mins)

Read one or both of the following either before or after doing the tasks in this section.

This is to make you aware of what systems can be identified in the lexicon.

Gairns, R. & Redman S, Working with Words CUP chapters 2 and 3

McCarthy, M. Vocabulary OUP chapter 2

Now lexis is definitely considered more important. To avoid what happened before,

that is simply presenting learners with lists of unrelated words, we do need to think

about organising principles in our teaching programmes. A starting point for this is

looking at what kind of relationships and patterns we can identify in the lexicon

between different items. In other words, how can vocabulary be perceived as

systematic?

3.1. Topic / Situation / Lexical Field

‘The massive word store of a language like English can be conceived of

as composed around a number of meaning areas, some large, such as
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‘philosophy’ or ‘emotions’, others smaller and more sharply delineated,

such as ‘kinship’ or ‘colour’ or ‘carpentry’.” The groups of words which

realise these meanings are called lexical fields, and these in turn are

subdivided into smaller groups of words, lexical sets”.

(Carter, R. & McCarthy, M. Vocabulary and Language Teaching

chapter 2 p19)

Task 6a: Identifying Topics 1 (10mins)

1) Look at the following lists of lexical items. What is the topical relationship

between the items in each one?

a. application form, a CV, qualifications, to have experience in something, to go to

an interview, to get the job

b. armchair, sofa, coffee table, bookcase, picture

c. Would you like a bit more? starter, main course, napkin, That was lovely

2) When you have decided on the relationship, make a list of lexical items (not just

single words) that have the same kind of relationship to ‘air travel’.

See Appendix 3 for answers.

The above examples are obviously loosely connected through topic or situation.

Each could be greatly expanded. The problem with topics or situations is that they

remain very open categories.

However, they are still a very useful and common way of selecting and organising

lexis in teaching and lexical items linked by topic obviously are likely to co-occur in

discourse.
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Task 6 b: Identifying Topics 2 (10 mins)

Look at this text and see how many lexical items you can find linked to the broad

topic of education.

‘Education ministers in England are removing expelled pupils from schools' league

table results, in response to head teachers' complaints.

The ruling that pupils would count in a school's results even if they had been expelled

was introduced in 1998 but took effect fully only in last year's tables, published in

November.

The effect was that if a school got rid of a pupil - who therefore got no GCSE exam

passes at that school - he or she was still counted in the performance tables as

having been present, depressing the school's overall result.’

(BBC news, Jan 2001)

See Appendix 3 for answers.

Within each lexical field however there are other kinds of relationships.

3.2. Hyponymy: The Relationship of Inclusion

Task 7: What’s the Relationship? (10mins)

Look at the following lists of lexical items. What is the relationship between each

one?

Season winter, spring, summer, autumn

Vehicle van, car, lorry, bus

Animal dog, zebra, monkey, cat

When you have decided on the relationship, make a list of lexical items (not just

single words) that have the same kind of relationship beginning with ‘meal’.

What do we call the items, season, vehicle, animal, meal? What do we call the other

items (i.e. winter, spring etc)?

See Appendix 4 for answers.

This relationship is an important feature of Lexical Cohesion. Rather than repeat a

specific lexical item in discourse, spoken or written, the super ordinate may be used

when the ‘thing’ is mentioned again (or vice versa):

‘The first genetically modified monkey has been born in the US. The scientists who

produced the animal ...... ‘ (BBC News, Jan 11 2001)

The Distance DELTA

Unit 4 Section 2 73

A police spokeswoman said: "Following an investigation of the vehicle, it was

identified that the car contained human remains. We are treating this as a murder

inquiry." (BBC News, Jan 11 2001)

(She uses car, a hyponym rather than the pronoun ‘it’ which might actually sound

better since it occurs in the same sentence. This is a direct quote and I think the use

of ‘it was identified’ is also odd! That’s the way people speak though or it may be

typical of the genre of police reports).

There is another type of relationship between items called meronymy or part-whole

relationships, for example, face, cheek, eyebrow, mouth, nose. This is different from

hyponymy because cheek is not a type of face but a part of it. These kind of items

may also co-occur in text.

3.3. Synonymy

Synonyms are words that mean the same thing. There are many words in English

that appear to mean the same (sofa/settee, sitting room/living room/lounge,

below/under). However, it seems that few, if any, synonyms are truly synonymous or

correct and appropriate in all situations.

They may not collocate with the same items (e.g. antique furniture but not antique

houses).

They may not have exactly the same coverage in terms of meaning and may

have different connotations (thrifty/economical; a bread bun/a roll).

They may have different syntactic behaviour (leave/depart from).

They may be of a different style, for example, archaic, modern, literary

formal/informal (e.g. a wireless/a radio; to be in the red/to be overdrawn).

They may be related to a particular variety of English (American, British) or a

particular register (technical, etc) (e.g. gee-gee/horse; wee/small).

Task 8: What differences can you spot between these sets of words?

(10mins)

Toilet, lavatory, loo

Begin, start, commence

Lift / elevator, suspenders/braces

That’s super, that’s lovely, that’s great

Confess, admit

See Appendix 5.

Despite these differences, synonymy is another feature of lexical cohesion:
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‘The widow of former French President Francois Mitterrand has bailed her son out of

jail. Jean-Christophe Mitterrand had been in prison since 21 December...’(BBC

News, Jan 2001)

Task 9: Finding Synonyms (5mins)

Can you find three ways of referring to the people who work for a company in this

text?

‘Workers suspended by a leading insurance company over the distribution of

'lewd' e-mails have been told their jobs are safe.

The Royal and Sun Alliance in Liverpool sacked 10 members of staff and

suspended 77 after the offensive e-mails were discovered.

The suspended employees have received written warnings after disciplinary

hearings into the offending images ....’(BBC News Jan, 2001)

How is cohesion created in the following dialogue?

Jon: It was a great film.

Mary: Yeah, brilliant.

See Appendix 6

If you are interested in Antonymy you can do optional task 1 in Appendix 7.

The sense relations that we have just looked at have important implications for

teaching and learning. There is evidence that we store words in our mind, at least in

part, according to these organising patterns (hyponymy, synonymy and so on). (We

will look at this more in Unit 6). Also these words may co-occur in texts, and are a

feature of lexical cohesion in both spoken and written texts. Therefore these types of

relationships have become common organising principles for dealing with lexis in

teaching programmes.

3.4. Homonymy and Polysemy

This is a different aspect of relationships between words because here we are

looking at how one word, or one form, may have different meanings, unrelated or

related.

Do you know the difference between homonymy and polysemy?

Homonym: the same form with a different meaning (for example, ‘bat’ the animal

and ‘bat’ the thing you use in cricket).

Polysemy: the same form with a related meaning (for example ‘foot’ at the bottom of

your leg, ‘foot’ of the mountain) i.e. there is something related about the different

uses, in this case the bottom part.
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Task 10: Homonymy and Polysemy (40mins)

In this task do 1 and 2 before you read 3.

1) Think of as many examples as you can of the word ‘course’.

2) Look at the Cobuild Concordance Demonstration

titania.cobuild.collins.co.uk/form.html How many different meanings do you come

across?

3) What overlap is there with a foreign language that you know? Translate the

lexical items. (Ask a bilingual person if you don’t know). Here is an example of

some uses of the word ‘course’ translated into Portuguese.

A: Can I leave now?

B: Of course you can. Claro (que pode)

What are you having for your main course? prato principal

My brother’s doing a sandwich course. curso profissionalizante

de teoría e prática

alternadas

I like our coursebook. livro de aluno

The ship was miles off course but the captain hadn’t realised.

fora de curso

I love the atmosphere of the racecourse. hipódromo

Is there a golf course near here? campo de golfe

They invited the ambassador as a matter of course. Automáticamente

Now go through the same procedure (1-3) with ‘head’ for a language you know.

‘Polysemy is not a fringe aspect of language; it is at the very heart of

word meaning and affects the vast majority of words, with the

exception, only, perhaps of highly restricted technical terms within

specialist registers where scientific communities may agree on a

single shared, meaning for a term in which case we have a

monosemous word’.

(McCarthy, M. Vocabulary p 26)

Thinking point: What implications does this have for teaching meaning? How many

meanings of a word do you teach at one time? What implications does it have for

students recording and learning lexical items?

We will be looking at these points in Unit 6.

If you are interested, you can do Optional Task 2 (about metaphor) and Optional

Task 3 (about componential analysis) which appear in Appendices 8 and 9

respectively.
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3.5. Collocation

Currently, a much talked about aspect of lexis is collocation. A recent publication

from LTP, Michael Lewis’s publishing house, is a book called Teaching Collocation

but the interest among some British linguists dates back to the 60s.

Collocation refers to ‘the way words occur together’ or ‘a predictable combination of

words’ or ‘two or more words that tend to occur together (collocate)’. This makes for

a very wide definition for it could include idioms, phrasal verbs, dependent

prepositions, fixed expressions, binominals, trinominals as well as common, but not

fixed, word partnerships such as ‘highly irregular situation’, ‘told a news conference’,

‘peak condition’, ‘slightly different’.

Some writers have distinguished between lexical collocation (e.g. rancid butter,

breathe heavily, make a special request) and grammatical collocation (depend on, be

interested in + verb-ing,).

Michael Lewis prefers to exclude from the term various patterns such as fixed

phrases, (on the other hand) grammatical collocations (aware of) binominals (up and

down) and trinominals (lock, stock and barrel) , proverbs (too many cooks..) , idioms

(as daft as a brush) etc. These, in fact, are all lexical items which have, traditionally,

been more usually incorporated into language courses along with single words. The

main focus now of the interest in collocation is other predictable, but not fixed, word

partnerships.

These may often consist of:

Adjective + noun stale bread, tight security, vital evidence

Noun + noun pressure group, death threat, chicken curry

Verb + adjective + noun play a significant role, report a significant fall

Verb + adverb live dangerously, work hard, sleep soundly

Adverb + verb seriously affect, deeply offend

Adverb + adjective highly successful, well established, fully informed

Verb + preposition + noun go on display, be on the move

Collocations may be more or less ‘strong’. For example, ‘spring to mind’, ‘foot the

bill’, ‘mineral water’ are highly predictable from one of the words whereas ‘a nice car’

is much less predictable because both nice and car collocate with so many more

words. However, some ‘easy’ expressions (i.e. weak collocations) also need to be

highlighted for learners e.g. expressions with do, make or have (have breakfast, not

eat breakfast, make a mistake not do a mistake). This is because they are different in

the students’ L1 and therefore a common source of error.
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Task 11: Collocations

Find as many examples as you can of predictable word partnerships (collocations) in

the text in Appendix 10.

‘Languages are full of strong collocational pairs and therefore

collocation deserves to be a central aspect of vocabulary study’

(McCarthy, M. Vocabulary chapter 2 p12)

It is certainly an area of difficulty for learners: you often find that learner language

even at a relatively advanced level is not ‘wrong’ because of inaccurate grammar or

entirely inappropriate individual words. The problem is more in the combination of

words used, which just doesn’t sound right. Part of the problem here (aside from

using language structures appropriate to a specific genre) is inappropriate

collocation.

‘Collocation is important because this area of predictability is ...

enormous. Two, three, four and even five word collocations make up a

huge percentage of all naturally occurring text spoken or written.

Estimates vary, but it is possible that up to 70% of everything we say,

hear, read or write is to be found in some sort of fixed expression’.

Hill, J. Revising priorities: from grammatical failure to collocation

success in Lewis, M (ed) Teaching Collocation. Chapter 3.7 p53

4. Comparing English with Other Languages

Are there any evident differences between the way languages label things and divide

up meaning? For example, as far as I know, all languages divide the week into seven

days. However, the division of time within a day may be different. In English we have

morning, afternoon, evening and night. In Portuguese we have manha, tarde, and

noite i.e. no distinction is made between afternoon and evening. In some languages

there may be more or fewer words to describe a meaning. For an oft-quoted

example, Eskimos have many more words to describe snow than English. In

Portuguese ‘dedo’ means finger and toe. ‘Hus’ in Swedish has a broader meaning

than house, more like building. It is a superordinate term. In other words, there are

different semantic boundaries.

You are probably well aware that a homonym in English is not necessarily a

homonym in another language. Therefore, you can’t expect to be able to translate

bear (the animal) and bear (to tolerate) into the same word in another language.

Similarly, polysemy, metaphor and collocation all exist in other languages but there

may be mismatches between different languages in how they are realised.

A further problem arises when we find words that look the same in two languages but

in fact have different meanings. These are called false friends or false cognates.

For example, if a Portuguese or Spanish student tells you ‘I am very constipated’ he

or she may mean they’ve got a cold since ‘constipado’ means that in their L1. You

will focus on these types of problem in the following task.

The Distance DELTA

Unit 4 Section 2 78

Task 12: Thinking about Sense Relations in Other Languages (15 mins)

Consider a language you know. Can you think of any differences between the way

that language divides up meaning and how English does? Are there for example

particular lexical items, metaphors or collocations that cause difficulties or are the

source of common errors?

Try to think of 3 examples of differences with English in one or more languages. Post

them on the DELTA website discussion forum with a brief indication of why they are

difficult.

5. Words and their Forms

We can identify various relationships between words in terms of their form and these

too may suggest organising principles for the teaching and learning of lexis.

5.1. Word Families

Task 13: Word Families (2mins)

Complete the following:

Activity person verb

______ robber to rob (a bank)

burglary _______ to burgle (a house)

assassination assassin ________________

_______ vandal to vandalise (public property)

murder ______ to murder

See Appendix 11.

These words are presented in a topic related area (crime and criminals) but there is a

focus on the correct form in the different parts of speech. Students need to be able to

recognise and produce words as they change from one grammatical category to

another.

There are particular endings characteristic of classes of words and this can provide

another organising principle in teaching lexis. For example you could look at common

endings for ‘doers’ (reader, writer, teacher; physicist, chemist, antagonist).

5.2. Prefixes and Suffixes (Affixes)

You can also look, for example, at adjectives with particular suffixes or prefixes and

identify common meanings in their use.
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Task 14: Affixes (5 mins)

What is the meaning of the following prefixes/suffixes?

-ful as in hopeful, careful, cheerful

-less as in careless, hopeless, cheerless

-proof as in waterproof, fireproof, windproof

Anti- as in anti-social, anti-nuclear

See Appendix 12.

5.3. Pronunciation

Words can be grouped according to their stress patterns and sounds and this feature

seems also to play a role in how native speakers store words in their mind. We

associate words that sound similar. (This organising principle seems to be

particularly strong in young children, hence they love nursery rhymes, chants and so

on).

You will be looking at word stress in the phonology section in Unit 5.

If you are interested, look at Optional Task 4 in Appendix 13 for a short task on

homophones.

6. Conclusion

‘Language practitioners need not shy away from lexis as a boundless

chaos; organisational principles are available and simply wait to be more

fully exploited’.

(Carter, R, & McCarthy, M Vocabulary and Language Teaching

p38)

If we are to plan a teaching programme around lexis, as The Lexical Approach

suggests, it is obviously crucial to look at ways in which lexis can be seen to be

organised or what systems exist within it. At the very least, we need to incorporate

lexis systematically into our teaching programme. Later on in unit 6 we will come

back to the topic of lexis and among other topics look at how we select and order

lexis for teaching purposes.
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Appendices

Appendix 1: Thinking about Your Teaching

The answer to this depends on your personal experience. You may have taught

individual words and multi-word units (lexical phrases) that are fixed forms. (e.g.

idioms, binominals and so on). However, you may not have included collocation

systematically into your teaching. Institutionalised expressions may have been dealt

with as ‘functions’.

Whether we call these kinds of expressions lexical phrases, multi-word units or

functions is irrelevant. However, it does seem a good idea to teach them since they

are clearly commonly occurring (according to genre) in native speaker language.

They should aid fluency in speaking and writing, make learners use language more

naturally and make comprehension of text easier since chunking (the ability to

recognise groups of words) eases the load for the reader or listener.

Appendix 2: Identifying Lexical Items

You may have identified these (there may be others too).

I don’t know whether

I gather you’ve

A bit out of date

By any standards

I suppose that’s

You’ve been at it for

Suppose so

Compared with

Appendix 3: Identifying Topics 1

a. Applying for a job

b. Things in the sitting room

c. Having a meal

They are all related by topic.

Air travel: to go to the check in desk, a boarding card, to wait in the departure lounge,

to take off etc. (there are many, many possibilities).

Appendix 3: Identifying Topics 2

Education ministers
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Expelled pupils

School’s/school league table results, head teachers

GSCE exam passes

Appendix 4: What’s the Relationship?

Winter, spring, summer, autumn are types of season

Van, car, lorry, bus are types of vehicle

Dog, zebra, monkey, cat are types of animal

Breakfast, lunch, dinner, supper, tea are types of meals

They are called superordinates. The other items are hyponyms.

Appendix 5: What difference can you spot between these sets of words?

a) These all refer to the same thing but may be more or less appropriate in different

contexts.

b) Begin and start are both neutral in style, but don’t always collocate with the same

items (start a car not begin, ) commence is much more formal.

c) British/American differences

d) The same, although different speakers (sex, age) may prefer one or the other.

e) Grammatically different

Appendix 6: Finding Synonyms

Workers, members of staff, employees

By using a synonym (brilliant/great)

Appendix 7: Optional Task 1:Oppositeness - Antonymy / Converseness /

Complementarity

Within this category of sense relations there are various types:
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Optional Task 1: Types of Oppositeness

Can you see how the relationships between the items differ?

Boiling, hot, warm, tepid, cool, cold, freezing

Light/heavy, light/dark

Parent/child, husband/wife, give/take, come/go, borrow/lend

Same/different, male/female

January, February, March etc.

This is another feature of lexical cohesion in discourse.

Bridget: I like him.... very mild-mannered.

Liam: Yeah, not at all pushy.

(McCarthy Vocabulary page 53)

Key to Optional Task 1

a) They represent a scale with the two extremes which are opposites at either end

(gradable antonyms).

b) They are opposites (antonyms) but the opposite varies according to the different

meanings of light here.

c) Converseness: the relationships are reciprocal.

d) Complementaries: truly opposite, if one is applicable the other can’t be.

e) Multiple incompatibles i.e. if it’s one, it cannot be the other (a set of 12 here).

Appendix 8: Optional Task 2: Metaphor

Metaphor has gained attention as more than just a literary device particularly since

the publication of a book called Metaphors We Live By (Lakoff, G. and Johnson, M.

1980 University of Chicago Press). Coming from a philosophy and linguistics

viewpoint, they showed that metaphor pervades all language and that whole abstract

areas or topics can be described by words from a corresponding concrete area. For

example, time is money (waste time, spend time, save time) and emotion is linked to

temperature, (he was fuming, to chill out, to give someone the cold shoulder).
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Optional Task 2: Metaphors (5 mins)

Can you supply three or four more examples for the following?

Understanding is light: it dawned on him, it came to me in a flash

Life is a journey: to be at a crossroads, a plodder

(See suggested answers at the end of this Appendix section)

Native speakers are so used to these so-called institutionalised metaphors, since

they occur so often, that they probably don’t even think of them any more as

metaphors. Rather, it is uninstitutionalised metaphor (unusual metaphor as used in

poetry or literature, for example) that stands out for the native speaker.

All languages use metaphor in this way and there is some cross- language metaphor.

It is in places where there is not a correspondence between languages that learners

are likely to find understanding difficult.

If you are interested in reading about a piece of research carried out on Polish

learners, read:

Deignan, A.,Gabrys, D. & Solska, A. Teaching English Metaphors using Cross-

Linguistic Awareness-Raising Activities ELTJ 51/4

Metaphor is obviously linked to polysemy but groups items in a different way that

may also be useful for teaching purposes. Metaphor may also provide lexical

cohesion within a text, that is, you find several examples of metaphors based on an

idea such as ‘Anger, is heat’ within a text.

“Metaphor is one of the most fruitful of the novel ways of identifying

patterns in lexis.”

Michael Lewis, Implementing the Lexical Approach, p. 71

If you are interested, you can read more about metaphor:

Lazar, G. January 1996 Using Figurative Language to expand students’

vocabulary ELTJ 50/1

Lazar G January 1997 Helping Learners to use Metaphor ETP Issue 2

Baker, J. April 1998 Metaphor ETP Issue 7

Deignan, A. 1995 Collins Cobuild English Guides 7: Metaphor Harper Collins

Suggested key to Optional Task 2:

He saw the light, he shed some light on the subject, as clear as crystal/day, blindingly

obvious, to shine out in the class, he’s very bright, etc.

He isn’t going anywhere, they’re in a dead-end relationship, to be on track for

something, I’ll cross that bridge when I come to it, to be on the rocky road to, we’ve

come a long way etc.
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Appendix 9: Optional Task 3: Componential Analysis

Words that group into lexical fields obviously have features in common, but they also

have distinguishing features. Componential analysis, or CA, looks at what the

various bits or components of meaning are in a word. Thus meaning can be broken

down, for example

Man +human +male + adult

Boy+ human +male - adult

If you want to read more about this, see p29 – 31 Carter and McCarthy Vocabulary

and Language Teaching.

McCarthy Vocabulary OUP p 31 – 33

Optional Task 3: (Componential Analysis)

Tick the components of meaning as they relate to the lexical items on the left.

(No key is given for this)

large

steps

small

steps

normal

steps

Quiet noisy fast normal

pace

slow purpose

-ful

lacking

control

without

particular

direction

Stroll

Stagger

Tiptoe

Amble

Stomp

Stride

The Words You Need books (Rudzka et al) Macmillan 1981,1985 were based on

this principle.

For certain types of words it may be a useful technique – for us as teachers in trying

to analyse differences between the kinds of words above. But it doesn’t seem to

apply to all words. How would you explain the colour blue in this way? It’s easier to

do it through comparison with other things rather than in relation to other words in the

same lexical field.

We will come back to this when looking at vocabulary in teaching materials, for CA

has certainly had some influence here.

So far, we have looked at ways in which lexical items relate to each other in terms of

meaning, but we can also look at what happens when words are next to each other in
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discourse. This leads us to the question of the grammar of vocabulary, word

formation and the much talked about collocation.

Appendix 10: Collocations

The biggest study of the controversial MMR vaccine appears to have given it the allclear.

Government health experts say the research simply rubber stamps their view that the

vaccine is completely safe.

However, separate studies claim the vaccine was not properly tested before

introduction, and that some doctors and nurses are reluctant to give a second

booster jab.

Around 2,000 families in Britain have taken legal action claiming their children have

been damaged by the jab, with many believing it has triggered autism.

Researchers in Finland followed nearly two million children for 14 years after they

were given the measles, mumps and rubella injection.

They found no link between the vaccine with autism or bowel disease, which has also

been linked with the vaccine.

Writing in the Paediatric Infectious Disease Journal the scientists concluded:

"Comprehensive analysis of the reported adverse reactions established that serious

events causally related to the MMR vaccine are rare and greatly outweighed by the

risks of natural MMR diseases".

The research findings come just days after government experts warned the UK was

at risk of a potentially fatal outbreak of measles because immunisation levels had

dropped dramatically.

However, a separate study claims that the vaccine was not adequately tested before

it was introduced.

This study is being published by Dr Andrew Wakefield, of London's Royal Free

Hospital, who sparked the controversy surrounding the vaccine with a previous report

saying some children developed symptoms of autism after receiving the jab.

Dr Wakefield's work has been rejected by two expert panels that advise the

government.

Meanwhile, a third report in the British Medical Journal suggests that half of doctors,

nurses and health visitors have "reservations" about giving toddlers the second MMR

jab.

A significant proportion of practice nurses surveyed believed that the vaccination

could be linked with either autism or bowel disease. However, doctors were more

concerned about the timing of the second jab, rather than its safety.

Suggested answers:

To give (it) the all-clear

Government health experts
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To rubber stamp a view that

Completely safe

Properly tested

To be reluctant to do something

To give a booster jab

To take legal action

To be linked with (something)

The scientists concluded

Adverse reaction

Greatly outweighed by

Warned that x was at risk of

A potentially fatal outbreak of (measles)

To drop dramatically

A study claims that

To spark a controversy

To develop symptoms of something

To have reservations about

A significant proportion of

(You may have spotted others)

Appendix 11: Word Families

TASK 13: Word Families

Activity person verb

Robbery robber to rob (a bank)

Burglary burglar to burgle (a house)

Assassination assassin to assassinate (somebody)

Vandalism vandal to vandalise (public property)

Murder murderer to murder (someone)
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Appendix 12: Affixes

-ful having the quality of

-less without

-proof that can resist something

Anti- against,opposed to

Appendix 13: Optional Task 4: Homophones

Homophones are words that sound the same but are spelt differently.

TASK15: Homophones

Write down the homophones of the following items:

bear, write, key, sleigh, wear, poor

They do not usually form a significant part of an attempt to describe lexis as a

system. Work on homophones in the classroom may rather be a way of raising

student awareness of vowel sounds and diphthongs and sound/spelling relationships.

Key

Bare, right, quay, slay, where, pour
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Focus on the Learner

Summary

In this section we will spend time considering some of the characteristics of learners

that may affect their success in language learning. Some of these features are

related to their cultural background or to the context in which they are learning.

Others relate very much to the individual him or herself. We will consider learner

beliefs, motivation, and learning styles, which are all very important factors affecting

learning. We will then look at learning strategies, that is things that learners can be

trained to do to help themselves learn. We then look briefly at intelligence,

personality and aptitude, and finally consider if it is possible to describe the

characteristics of a good language learner.

Objectives

By the end of this section you will be able to:

Demonstrate some knowledge of the different attitudes and aspirations with

which speakers of other languages approach the learning of English.

Notice and describe differences between adult learners in terms of their belief

systems, motivation, learning styles and preferences, and so on.

Find ways of enhancing the motivation and learning opportunities for your adult

learners taking account of their cognitive and affective needs.

Get further insight into your case study student (for the Extended Assignment) as

a language learner.
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1. Introduction

In the orientation course you read that:

‘There are a large number of potential factors which might affect an

individual’s success in learning a language. Some of these might relate

to the individual learner, some to the learning context (including

institutional, methodological and affective factors) and some to the

language being learnt’.

The Distance DELTA 2001 Unit 1 section 3.4

If we consider the language being learnt, factors come into play such as:

Similarity to /difference to L1 (form, lexis, pronunciation, script etc.)

Opportunities for and types of exposure

Relationships/attitudes among speakers of L1 and L2 towards each other

Learners’ beliefs about the language (e.g. the grammar is difficult)

If we consider the learning context, we raise issues such as:

The role of the target language and culture in the learner’s own culture

Whether the learner is learning the language as a second language (i.e. to use in

that country) or as a foreign language

Number of years of study, method of study, amount and type of exposure to the

language

Teaching methods (and how they match with individuals’ learning styles)

Affective factors such as attitudes and relationships to teachers, peers and

speakers of the target language, self esteem, perceived relevance of what is

learnt, etc.

You will have thought about the importance of some of these factors already when

you conducted your initial interview/questionnaire with your chosen case study

student.

In this section we will focus on the individual learner in more detail.
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TASK 1: Brainstorming (30mins)

In Unit 1 you read chapter 3 of How Languages are Learned by Lightbown and

Spada on factors affecting second language learning.

How much do you remember? What are some of the characteristics of

the learner that may affect his or her success in second language

learning?

After thinking, and possibly making some notes, skim read the chapter

again to remind yourself.

The factors mentioned in fact are intelligence, aptitude, personality, motivation and

attitudes, learner preferences, learner beliefs and age.

In this section we will explore some of these factors in a little more in depth:

2. Learner belief systems

Lightbown and Spada restrict their discussion of learner beliefs to beliefs about

teaching methods. However, it can include more than that:

‘’Learners’ beliefs are influenced by the social context of learning and

can influence both their attitudes towards the language itself as well as

towards language learning in general (Tumposky 1991). Learners’ belief

systems cover a wide range of issues and can influence learners’

motivation to learn, their expectations about language learning, their

perceptions about what is easy or difficult about a language as well as

the kind of learning strategies they favour”.

Richards, J. C. & Lockhart, C. J. 1994 Reflective Teaching in Second

Language Classrooms Cambridge University Press p52

TASK 2: Reading and Discussion with Colleagues (45mins)

Read Reflective Teaching in Second Language Classrooms chapter 3, the

section on Learner Belief Systems (pages 52 – 59) and make some notes on the

different belief systems that are described.

With a colleague or a group of colleagues, do questions 1 and 2 of the ‘Discussion’

task on page 59.

3. Motivation

Motivation is generally identified as a crucial factor in the learning process and most

studies report a high correlation between motivation and achievement. Whether
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motivation leads to success or success leads to motivation is less clear but it seems

the two are closely linked.

Defining motivation is a complex issue:

‘It is important to emphasise that motivation involves more than simply

arousing interest; it also involves making a decision to act, sustaining the

interest, and deciding how much effort to put in’.

Williams, M. 1999 Motivation in Language Learning ETP Issue 13

Traditionally a distinction has been made between integrative and instrumental

motivation (Gardner and Lambert).

If a learner is instrumentally motivated, it means that they have a practical goal in

their language learning, in terms of their study or work. Perhaps they have to take an

exam in the foreign language or they need to use it in their job. If, on the other hand,

a learner is integratively motivated it means that they want to learn for reasons of

personal growth or cultural enrichment. Perhaps they are lovers of that language and

culture, they like to visit the country where it is spoken and/or they have friends there.

Research suggess that integratively motivated learners tend to do better than those

who are instrumentally motivated. This may well depend on the context, however.

Learners who are living in the target language culture may do better if they are

integratively motivated, but in other situations where the target language is being

learnt as a foreign language, instrumental motivation may be more important.

Another distinction, perhaps more useful, is made by cognitive psychologists

between extrinsic and intrinsic motivation. Extrinsic motivation leads you to do

something because of some external pressure such as a reward or punishment of

some kind, whereas if you are intrinsically motivated you carry out the task for its

own sake. Research seems to indicate that while extrinsic motivation may be useful

as well, it is intrinsic motivation that leads better to long-term learning.

Motivation, however, is really much more complex than either of these dichotomies

suggest. It is most certainly influenced by a range of factors, both internal and

external to the learner, and it is also not a static thing as the instrumental/integrative

labelling might suggest. Extrinsic and intrinsic motivation could work together rather

than be seen as opposite ends of a continuum.

Williams and Burden also point out the importance of the perceived value of the

activity as a crucial factor affecting motivation:

‘The greater the value that individuals attach to the accomplishment of or

involvement in an activity, the more highly motivated they will be both to

engage in it initially, and later to put sustained effort into succeeding in

the activity. This would appear to be true whether they are influenced by

intrinsic or extrinsic reasons.’

Williams, M. & Burden, R. L. 1997 Psychology for Language Teachers

Cambridge University Press p125
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TASK 3: Brainstorming Factors Affecting Motivation (30-45mins)

What do you think are the different factors that may affect a learner’s motivation?

Think about a learner who is learning in a classroom situation. For example:

The learner’s relationship with his or her classmates

The level of material (if the learner thinks it’s too easy or too difficult or just

right)

Make a list of the factors you come up with.

Is it possible for you as the teacher to influence any of these things? How?

For example, the teacher can try to ensure a good relationship among learners by

personalising, by encouraging students to use each other’s names, by getting

students to work with each other etc.

See Appendix 1.

For more about motivation, read:

Williams, M. October 1999 Motivation in Language Learning ETP Issue 13

Nunan, D. & Lamb, C. 1996 The Self Directed Teacher Cambridge University Press

chapter 7

Williams, M. & Burden, R. L. 1997 Psychology for Language Teachers Cambridge

University Press chapter 6

4. Learning Styles

Another important aspect of individual differences is in learning style. A lot has been

written about this in recent years. You may have heard the terms VAK, VAKOG or

multiple intelligences for example.

‘Learners have clear preferences for how they go about learning new

material. The term ‘learning style’ has been used to describe an

individual’s natural, habitual and preferred way of absorbing processing

and retaining new information and skills (Reid 1995)‘.

Lightbown, P. & Spada, N. op cit p58

Exactly how many different kinds of learning style there are is another debatable

issue, although attempts have been made to categorise learners into types.
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TASK 4: Reading and Note-making (20mins)

Read Wingate, J. 1996 Multiple Intelligences ETP Issue 1

Then answer these questions:

1. Which ‘intelligences’ does he list?

2. Which ones are traditionally valued and tested in school learning situations?

3. What kind of learning tasks in an ELT context might suit each kind of learner?

See Appendix 2.

Some ELT practitioners influenced by Neuro-linguistic programming have talked

about different sensory styles (VAK refers to visual, auditory, kinaesthetic and –OG

to olfactory and gustatory).

‘The systems we use to experience the world are called our primary

representational systems. Depending to some extent on context, most

people naturally tend to use one system more than the other two, or one

system before the others, either when noticing things around them or

when learning something new’.

Revell, J. & Norman, S. 1997 In Your Hands Saffire Press p31

A quiz about sensory styles appears in that book on page 29 and more on VAKOG if

you are interested. It is, I think, very appealing in theory and has attractively practical

relevance for the teacher. Please beware, however, of making too many rash

judgements about your learners on limited evidence! (For example, if a learner says

he likes using pictures in class, it may be tempting to label him as a visual learner.

However, it would be difficult to find learners who don’t find pictures helpful.) See

Revell and Norman’s other book, Handing Over for more classroom ideas.

Elsewhere (based on Knowles’ categories and referred to in books by Willing,

Richards and Lockhart, and Skehan), other distinctions have been made in terms of

learning style, or cognitive style, and the following types identified:

Concrete learning style

Analytical learning style

Communicative learning style

Authority-oriented learning style

‘Learners with a concrete learning style use active and direct means of

taking in and processing information. They are interested in information

that has immediate value. They are curious, spontaneous and willing to

take risks. They like variety and a constant change of pace. They dislike

routine learning and written work, and prefer verbal or visual

experiences. They like to be entertained and like to be physically

involved in learning’.

‘Learners with an analytical style are independent, like to solve problems

and enjoy tracking down ideas and developing principles on their own.
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Such learners prefer a logical, systematic presentation of new learning

material with opportunities for learners to follow up on their own.

Analytical learners are serious, push themselves hard, and are

vulnerable to failure.’

‘Learners with a communicative learning style prefer a social approach to

learning. They need personal feedback and interaction, and learn well

from discussion and group activities. They thrive in a democratically run

class.’

‘Learners with an authority-oriented style are said to be responsible and

dependable. They like and need structure and sequential progression.

They relate well to a traditional classroom. They prefer the teacher as an

authority figure. They like to have clear instructions and to know exactly

what they are doing; they are not comfortable with consensus-building

discussion’.

Richards, J. C & Lockhart, C. Reflective Teaching in Second

Language Classrooms chapter 3 p60

TASK 5: Reflecting on Learning Styles (20mins)

Think about one of your groups of learners. Just from your observations of the

class at work, can you actually identify any of the types of learner described

above? Are there any predominant types of styles in within your group? Do these

descriptions reflect reality in your opinion?

(You will be asked to find out more information about your case study student in

the extended assignment section).

From reading the descriptions above it is clear that learning style will affect a

learner’s preferences for particular activities or approaches in the classroom. For

example, authority-oriented style learners will probably like teacher-led activities and

lots of teacher explanation. Analytical learners on the other hand may like working

things out for themselves (e.g. working out grammar rules from examples).
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TASK 6: Classroom Research

Devise an activity to find out about your learners’ learning preferences (that is what

they like doing and consider useful in class). It would be a good idea to do this

activity on your case study student’s class so that you can use the information in

the extended assignment too. For ideas, look at:

Willing Teaching how to learn

Richards & Lockhart Reflective Teaching in Second Language Classrooms

Nunan & Lamb The Self-directed Teacher chapter 7

Porter-Ladousse Language Issues pages 4 & 5

Ellis & Sinclair Learning to learn English pages 8 & 9

Hadfield Classroom Dynamics Chapter 2

Are there any general preferences? Do you think you cater for these adequately?

How do you or could you cater for individual preferences?

Another distinction that has often been referred to when talking about learning style is

that of field dependence and field independence.

‘This refers to whether an individual tends to separate details from the general

background or to see things more holistically’.

Lightbown P. & Spada, N. 1999 How Languages are Learned Oxford

University Press p58

However, this is a rather more difficult factor to analyse with any degree of certainty.

Williams and Burden in Psychology for Language Teachers point out many of the

problems of designing tests to measure factors such as this.

It is important to remember that all these different learning styles are labels that have

been ‘invented’ to apply to the ‘reality’ of how different people learn, or prefer to

learn. They cannot therefore be absolutely clearly defined categories. We should

avoid accepting them as black and white distinctions between types of learners;

rather they may represent tendencies. For you as a language teacher, it is interesting

to notice – and find out about - such tendencies in your learners since it may help

you see why learners respond as they do to certain types of activities. It should also

help you in consciously extending your repertoire of teaching techniques and

approaches to try and ensure you cater for all types of learner. There can be a

tendency for us to teach in the way that we favour as learners.

On this topic Willing writes:

‘There is not much doubt that teachers’ styles of teaching are greatly

influenced by their own individual learning styles. For one thing there is

always the temptation to do in class those sorts of activities which one

personally enjoys (and indeed why not?). So the analytical teacher is

naturally more interested in structure; formal correctness, getting at

rules by deduction or discovery and in pointedly organised class

procedures. The concrete teacher is more sensitive to social interaction,
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and tends to favour activities in which learners are given plenty of

exposure to the language in communicative contexts (e.g. in roleplays,

group projects, practice and discussion)’.

Willing, K. Teaching How to Learn (A Teachers Guide) National

Centre for English Language Teaching and Research, Macquarie

University, Sydney 1989

TASK 7: Reflecting on Your Learning / Teaching Style (45mins-1hr)

Think about the following:

How would you describe yourself as a learner? (Think about recent

experiences you’ve had in the classroom, perhaps learning a language, the

orientation course etc.).

As a teacher, what kind of classroom activities do you like doing best? Are

there any you dislike or feel less comfortable doing (or maybe you don’t do

them)?

Does your teaching approach reflect your learning style? Are there activities

which you do a lot because YOU like them (rather than the students)?

Conversely, are there any that you avoid (because YOU don’t like them) which

could benefit your students who have different learning styles?

In addition to your reflection, look at Wingate’s quiz in Multiple Intelligences and

then read Multiple Intelligences and Lesson Planning.

Write a brief summary of your thoughts on the Discussion Forum on the website

(not more than 200 words). Write a short response to questions 1 and 2, then the

conclusion that you reached in 3. Mention any action you would like to take to

change your current practice.

5. Learning Strategies

Strategies can be defined as procedures that learners use in relation to the task of

learning a foreign language. They are things that can be learnt or changed unlike

learning style which is normally considered a relatively stable characteristic.

They include:

Memory strategies, which help students to store and retrieve information.

Cognitive strategies, which enable learners to understand and produce new

language.

Compensation strategies, which allow learners to communicate despite

deficiencies in their language knowledge.

Metacognitive strategies, which allow learners to control their own learning

through organising, planning and evaluating.
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Affective strategies, which help learners gain control over their emotions,

attitudes, motivations and values.

Social strategies, which help learners interact with other people.

[Based on Oxford, R. 1990 Language Learning Strategies: What every teacher

should know New York: Newbury House, quoted in Richards and Lockhart

Reflective Teaching in Second Language Classrooms, page 63 to 65]

(Note that other writers use different categories: once again, these are labels applied

to ‘reality’ and so interpretations can vary).

TASK 8: Classifying Learning Strategies (25mins)

Read Richards & Lockhart Reflective Teaching in Second Language

Classrooms, pages 63 to 65.

Here are some examples of learning strategies. Can you classify them according to

the above six types of learning strategies?

1. Labelling things in your room with post-its so that every time you go in there you

can read the labels.

2. Filling in a learning checklist, saying how confident you feel in each area.

3. Seeking out native speakers of the language to talk to.

4. Paraphrasing when you don’t know the word you want when speaking.

5. Playing a positive role in groupwork tasks.

6. Ignoring unknown lexical items when you are reading.

7. Setting goals and time aside for language learning.

8. Looking at notes taken in class and rewriting them.

9. Reading signs and notices in public places and trying to work out what they

mean.

10. Making notes before carrying out a writing task.

11. Getting to know your classmates.

12. Relaxing by listening to songs in the target language.

See Appendix 3.

Learners who have not been in a learning situation for some time or who were not

‘good’ learners at school may in particular benefit from some work on learning

strategies. This means raising awareness of different ways of learning and

suggesting useful strategies. People learn in different ways and therefore you really

shouldn’t be too authoritarian about how they should go about it. If learners have a

range of strategies available, though, they can choose what suits them. Some

learners of course may already have very clear ideas about what learning a language

entails and the kind of activities that should be done in the process. For example a lot
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of students want to be corrected more than a lot of native speaker teachers actually

do, or they want to write everything down (or not write anything down!) even if you

have a different idea about the nature of the activity. You may therefore find it useful

to discuss the rationale behind certain procedures and activities that you use and

bear you learners’ feedback in mind!

TASK 9: Helping Learners to Adopt Useful Learning Strategies

Look at the materials in Appendix 4. What kind of learning strategies do they aim to

promote?

The suggested answers also appear in the key to Appendix 4.

If you are interested in reading more about learning strategies, read Williams and

Burden, Psychology for the Language Teacher, chapter 7.

6. Personality

Various attempts have been made to link certain personality types with success (or

lack of it) in language learning. For example, it has been claimed that extroverts and

risk takers are better language learners. However, there are difficulties in measuring

these factors and it also would seem to depend on what aspect of language learning

is being focussed on. Even intuitively there doesn’t seem to be any reason why being

an extrovert would help you learn grammar rules or write an essay although it may

mean you are more willing to practise speaking in front of others. It may therefore not

be a very useful factor to consider for most teachers, beyond making sensitive

judgements about personality and learning preferences (e.g. you know that Susana

is shy so you don’t ask her to stand up in front of the class and do the first mime in

the hotel receptionist game).

7. Intelligence

Measuring intelligence raises problems since it is unclear what exactly it is we are

measuring. IQ tests measure one type of intelligence but, although there may be

some link between this and success in language learning in traditional classrooms

(e.g. with the learning of grammar rules, reading, vocabulary) it may not be linked to

the development of communication and interaction skills, such as speaking.

As Lightbown and Spada point out:

’It is important to keep in mind that intelligence is complex and that

individuals have many kinds of abilities and strengths, not all of which

are measured by traditional IQ tests. In our experience, many students

whose academic performance has been weak have experienced

considerable success in language learning’.

Lightbown, P. & Spada, N. 1999 How Languages are learned Oxford

University Press p53
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It may be more useful to think in terms of multiple intelligences, which you read about

in the Wingate article (see Task 3 above).

8. Aptitude

Some people seem to have a ‘gift’ for languages. This means that they have

exceptional aptitude for language learning. You may have met people like this who at

least appear to learn pretty effortlessly and manage to reach a very high level of

proficiency - including excellent pronunciation, perfect grammar and a wide range of

entirely appropriate lexis - in a relatively short time. An English teacher I knew had a

hard time convincing Italians that he wasn’t actually Italian (he certainly didn’t look

Italian) and he’d only lived there for about five years and had no previous ‘Italian

background’!

Psychologists have devised language aptitude tests. These can be used to find out

the language learning abilities of an individual or group of individuals, usually to see

to what extent they would benefit from a language course. This may be particularly

useful where potential students have no previous foreign language learning

experience, or where a company for instance wishes to send the employees who will

benefit most from an intensive course.

The best known of these tests are the Modern Language Aptitude Test and the

Pimsleur Language Aptitude Battery, developed in the 1950s.

‘Both tests are based on the view that aptitude is composed of different

types of abilities:

The ability to identify and memorise new sounds.

The ability to understand the function of particular words in sentences.

The ability to figure out grammatical rules from language samples; and

Memory for new words’.

Lightbown, P. and Spada, N. op cit p53

Early research showed that there was a link between these factors and success in

language learning, at least when learners were instructed via a grammar translation

or audio-lingual method. Whether these same factors would lead to success under

other circumstances, e.g. in informal settings (not in classrooms) or in

communicative, task based classrooms, it is less clear. You might like to think about

this.

There is a ‘light-hearted’ aptitude quiz in Soars, J. and L. Headway Advanced

Oxford University Press p6 - 7.

9. The Good Language Learner

Other researchers have tried to draw up a profile of a ‘Good Language Learner’

which includes a wider range of factors, some relating to aptitude, some to

personality and some to learning strategies. For example:

Good language learners are willing and accurate guessers.
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Good language learners have a strong drive to communicate, or to learn from

communication. They are willing to do many things to get their message across.

Good language learners are often not inhibited. They are willing to make

mistakes in order to learn and to communicate. They are willing to live with a

certain amount of vagueness.

In addition to focussing on communication, good language learners are prepared

to attend to form. Good language learners are constantly looking for patterns in

the language.

Good language learners practise.

Good language learners monitor their own and the speech of others. That is they

are constantly paying attention to how well their speech is being received and

whether their performance meets the standards they have learnt.

Good language learners attend to meaning. They know that in order to

understand the message, it is not sufficient to pay attention to the grammar of the

language or to the surface form of the speech.

(Adapted from Rubin 1975)

From Willing, K. Teaching How to Learn (A Teachers Guide) op cit p11.

TASK 10: Reflecting on the Good Language Learner (20mins)

Think about someone you know well: yourself or another person. Do you consider

this person to be a good language learner? Why or why not? Do any of the above

factors seem to be important or not?

Can you draw up your own list of characteristics of the good language learner?

10. Conclusion

Every student who comes to your language classes is different and experience will

have shown you that different learners learn different things, at different rates and in

different ways. It is worth taking the time to find out about learners as individuals and

thinking about how you can cater for them best as individuals, because it is likely

then that the whole group learning situation will also be enhanced.

The Distance DELTA

Unit 4 Section 3 103

Reading

Essential reading

Lightbown, P. and Spada, N. 1999 How Languages are Learned Oxford University

Press

Nunan, D. & Lamb, C. 1996 The Self Directed Teacher Cambridge University Press

chapter 7

Richards, J. C. & Lockhart, C. 1994 Reflective Teaching in Second Language

Classrooms Cambridge University Press chapter 3

Williams, M. October 1999 Motivation in Language Learning ETP Issue 13

Wingate, J. October 1996 Multiple Intelligences ETP Issue 1

Recommended Additional Reading

Porter-Ladousse, G. 1993 Language Issues Longman

Revell, J. & Norman, S. 1997 In Your Hands Saffire Press

Revell, J. & Norman, S. 1999 Handing Over Saffire Press

Soars, J. & L. 1996 Headway Advanced Oxford University Press

Williams, M. & Burden, R. 1997 Psychology for Language Teachers Cambridge

University Press

Willing, K. 1989 Teaching How to Learn (A Teachers Guide) National Centre for

English Language Teaching and Research, Macquarie University, Sydney

Hadfield, J. 1992 Classroom Dynamics Oxford University Press

Ellis, G. & Sinclair, B. 1989 Learning to learn English Cambridge University Press

Wingate, J. January 1997 Multiple Intelligences and Lesson Planning ETP Issue

2

The Distance DELTA

Unit 4 Section 3 104

Appendices

Appendix 1: Brainstorming Factors Affecting Motivation

1. Reasons for learning need for the language

2. Progress made, feedback gained, achievement

3. Attitudes towards the target language and culture

4. Attitude towards/relationship with the teacher

5. Attitudes towards/relationship with peers

6. Attitudes towards the learning materials and tasks, perceived relevance

7. Perception of self as a language learner

8. Enjoyment of the learning process

9. Events in their lives, feelings, tiredness, etc.

Some of these relate to long-term states or attitudes, others may be transitory,

related to a particular class or learning activity.

How the teacher can help (numbers refer to the numbers above):

1. Encourage students to set goals in their learning, preferably related to the real

world or at least to the course syllabus, create a need for the language in the

classroom, choose materials that will interest the students, be aware of their

needs and interests, provide opportunities for individualisation.

2. Try to make the work you do success oriented – ensure your learners experience

success (e.g. procedures to help ‘weaker learners’), ensure students get

feedback on their learning, through counselling, marking; give praise where it’s

due; remember the value of positive feedback as well as constructive criticism.

3. Some of these things may be deep-rooted and difficult to affect. The teacher can

try to dispel any negative stereotypes, and s/he should be aware of her/his role

as a ‘real example’ of someone from that culture. Find out what the learners’ view

on the language is, what they perceive to be easy/difficult.

4. Find out about students’ expectations, some students may have quite different

ideas from yours about what the teacher’s role is, what constitutes good teaching,

(they may also be very reluctant to criticise the teacher in any way). In some

cases it may be good to be friendly with your students but be careful you don’t

step over any cultural boundaries. Bear in mind that:

‘Learners from different cultures may have different beliefs about what

constitutes good teaching’.

Richards, J. C. & Lockhart, C. Reflective Teaching in Second

Language Classrooms op cit p55

5. Try to create a good relationship between students: getting to know each other’s

names, something about each other, working with different people but ultimately

The Distance DELTA

Unit 4 Section 3 105

respecting their preferences. See Hadfield, Classroom Dynamics for lots of

ideas

6. Find out about the students’ needs; let them have a say in the work you cover;

find out about their learning preferences; cater for everyone not just the most

vociferous members of the group; get feedback from them on what they’ve liked,

found useful, not liked, not found useful and so on.

7. This is also something deep rooted – people may have decided a long time ago

that they were no good at languages, for example. Positive feedback from you

(where deserved), catering for different types of learner, or rather, mixed ability

may help increase self-esteem. You may also have the opposite problem of

people who think they are better than they are. Raise awareness of different

types of intelligence (see Wingate Multiple Intelligences).

8. A lot of adult learners spend their free time and a lot of money studying in

language classes. If it can become a pleasure rather than a chore, that’s good!

What constitutes a pleasure? Humour, (but not all the time), variety, interesting

content and materials (authentic?), the right amount of challenge, the sense that

spending the time there was really worthwhile and something was learned, the

sense of involvement and progress. Find out what your learners want, like, need.

9. Taking a (tactful) interest in students as people, (i.e. the maxim ‘A problem

shared is a ...’), providing a variety of activities, including short activities when

learners are tired, getting them to move around (mingles, standing up role-plays),

being flexible enough to respond to their ‘mood’.

Appendix 2: Reading and Note Making

1. He lists seven intelligences:

Linguistic, logical-mathematical, spatial, musical, bodily-kinaesthetic,

interpersonal, intrapersonal

2. Linguistic intelligence and logical-mathematical intelligence.

There are various possible answers here but here are some suggestions:

Linguistic- written exercises, word games, reading, writing etc.

Logical-mathematical – grammar by guided discovery, problem solving activities

Spatial – video, project work

Bodily - kinaesthetic – roleplay, drama, mime

Musical – listening to and singing songs, beating the stress

Interpersonal – brainstorming in groups, discussions in groups

Intrapersonal – visualisation activities, selecting own learning activities
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Appendix 3: Classifying Learning Strategies

Memory

Labelling things in your room with post-its so that every time you go in there you

can read the labels.

Looking at notes taken in class and rewriting them.

Cognitive

Reading signs and notices in public places and trying to work out what they

mean.

Making notes before carrying out a writing task.

Compensation

Paraphrasing when you don’t know the word you want when speaking.

Ignoring unknown lexical items when you are reading.

Metacognitive

Filling in a learning checklist, saying how confident you feel in each area.

Setting goals and time aside for language learning.

Affective

Relaxing by listening to songs in the target language.

Getting to know your classmates.

Social

Seeking out native speakers of the language to talk to.

Co-operating with classmates in groupwork tasks.
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Appendix 4: Helping Learners to Adopt Useful Strategies

Excerpt 1

‘I like it when’ from Hadfield, J. 1992 Classroom Dynamics Oxford University Press

chapter 10 p 87
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Excerpt 2

From Porter-Ladousse, G. 1993 Language Issues Longman unit 7 p54 Learning

Grammar ex 1
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Excerpt 3

‘How to Learn Vocabulary’ from Soars, J and L 1991 Headway Pre-intermediate

Oxford University Press Unit 5, page 37
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Excerpt 4

‘Have I got what I wanted?’ from Hadfield, J. 1992 Classroom Dynamics Oxford

University Press Chapter 16 ex 5
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Key to Appendix 4:

Excerpt 1

This activity encourages learners to share their positive impressions of the target

language or learning the language.

Hadfield writes:

‘A positive attitude towards oneself as a learner, towards the learning

process, and towards the language and culture being studied are

obviously essential if any progress is to be made. If you have little faith in

your own ability to learn, little enjoyment of or feeling for the language,

and feel alienated by and resentful of the culture you will not be highly

motivated to learn’.

Hadfield, J. 1992 Classroom Dynamics Oxford University Press p86

This activity concerns affective strategies.

Excerpt 2

The aim here is that students learn grammar rules by looking at correct and incorrect

examples of the language, discussing them with a partner and reading about the rule.

The activity therefore focuses on developing appropriate cognitive strategies.

Excerpt 3

This activity encourages learners to think about the strategies they can adopt to help

themselves learn and remember lexis. It therefore concerns developing appropriate

memory strategies.

Excerpt 4

This activity encourages learners to reflect on their learning in terms of their learning

goals and whether they have achieved them. It therefore concerns metacognitive

strategies.
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Portfolio Assignment: Course Planning

For this assignment you will be designing a course programme of 20 hours for a

group of learners you are currently teaching or about to teach. If you are writing

about a current class and the remainder of their course is less than 20 hours, we

suggest you write as though they are continuing. If an up-coming course is more

than 20 hours, you can write about 20 hours within the longer course.

By doing this assignment you should show that you can formulate objectives and

design a short course for a group of learners, which has taken into account:

the context within which the course will take place, including constraints on the

teacher, materials and resources available/essential, etc.

objective and subjective assessments of the learners’ needs and wants

your own experience and perceptions of your learners’ needs and wants

your awareness of the principles of course design and how these can be applied

to the particular group

The length is 2,000 – 2,500 words plus appendices; these will include: needs

analysis questionnaires and results, learning styles questionnaires and results, a

diagram of the course programme, and sample materials to be used in the course

programme. Your contents page for this assignment should not be included in the

word count. Please ensure that you do write to the word count i.e. it is not acceptable

to write 1,999 or 2,501 words.

__________________

Preparing to Write PA4 : Your teaching context and institutional constraints

In Teaching and Learning in the Language Classroom (Hedge T, 2000, Oxford

Handbooks for Language Teachers OUP Chapter 10), Hedge describes a continuum

for the situation we find ourselves in as teachers when it comes to planning a course:

Less freedom

More

freedom

following a prescribed syllabus in a set textbook

using a textbook syllabus, but able to select material

from it and adjust timings to suit student needs

using a textbook for part of the available course time but

able to choose and design other coursework activity

(e.g. language-based, skill-based or task-based work)

formulating a plan of work on the basis of student needs

and selecting and designing materials to teach it

establishing goals in negotiation with learners and

making decisions with them throughout the course about

the next steps; choosing and designing materials to

achieve the goals
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There is a range here. At one end of the scale, total freedom to design a course

using whatever materials the teacher chooses to meet goals established cooperatively

between the teacher and learners, as in some ESP courses. At the other

end of the scale, a situation in which a teacher must use prescribed materials to meet

a very detailed and prescribed syllabus. Most of us probably work in a situation which

falls somewhere between these two extremes. For example, perhaps you follow an

institutional syllabus, but are encouraged to use it flexibly, to emphasise the points on

it which your learners particularly need. You are probably also encouraged to make

selective use of prescribed coursebook materials, to adapt them to suit the needs of

the learners in each particular group you teach. This degree of flexibility is probably

also the case with exam preparation courses, which have a more explicit, prescribed

syllabus, but where you would expect to establish learners’ needs before deciding

exactly what proportion of the course you would spend, for example on a particular

exam technique.

If you work within a system which has a number of constraints, make them clear

throughout your assignment. For example, there may be an end of level test, which

your employer places a heavy emphasis on. In this case, it is very likely that you will

need to focus at least part of your course plan on preparation for this test, and

learners’ needs will include some of the sub-skills and language areas in which they

are expected to demonstrate proficiency in this test. Or you may be expected to use

computers or take students to a listening centre on a weekly basis and this can be

incorporated into the plan.

Decide where you believe you are on this continuum. Make a list of any constraints

you face in the planning of a 20-hour course for your chosen group of learners.

These constraints might involve materials to be used, syllabus to follow, progress or

achievement tests to be administered, etc. Now put this list to one side and keep

referring to it as you write this assignment.
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Suggestion for organisation of the assignment (NB word limits are approximate)

A Profile of learners – type of class, level

(and how they were placed) background

experience, motivation, jobs, exams, time of

day, frequency etc.

(150 words)

↓
B A brief Discussion of factors affecting /principles

behind course planning

Describe the process of course planning: needs

analysis; institutional constraints; setting objectives;

deciding on syllabus type/content and methodology;

materials; techniques for evaluating the success of the

course. At each point briefly comment on the issue in

relation to your group/context

(800 words)

↓
C Needs Analysis

Procedure – how did you go about finding out about learners’

subjective and objective needs? Why did you select these

methods?

Draw conclusions about needs

(450 words)

↓
D Resulting Objectives/Outcomes for the course

(200 words)

↓
E Description and commentary for your course plan,

rationalising: the content and organisation and how these reflect

the specific needs and learning preferences of the group and the

objectives set; the use of resources and materials; any other

factors affecting the structure and content of the course, including

institutional constraints.

(900 + words)

↓
F Your Course Plan as an

appendix
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↓
Guidelines

Read the following guidelines in conjunction with the Cambridge ESOL specifications

and criteria for this assignment in the Cambridge DELTA Syllabus and

Assessment Guidelines (pages 27 –28). Numbers and letters refer to the criteria

a) Profile of learners:

Identify the group of (adult) learners you have chosen. Describe their nationality(ies),

level, the learning context (country, institution, length and frequency of lessons, time

of day etc), and the nature of the course they are following as well as how they have

come to be in the same class (2a). You should give a brief overview of the group as a

whole, but because of the strict word limit, you will not be able to give details about

individual learners. Make sure the information you include is relevant to course

design. You do not need to mention their hobbies or families, for example, unless this

has a direct bearing on decisions you will have to make in planning their course. You

can choose a group you are currently working with or a new group you are starting

with. The Cambridge ESOL Guidelines do not state a minimum number of students,

but we would advise you select a group with at least five people.

b) A brief discussion of principles behind course design.

Much of the content and reading of Unit 4 Section 1 will be of relevance here (2c, 2f).

You will be referring to sources in the text (Hedge points out that …(Hedge 2000:p

X)). There are two very useful texts which you may wish to refer to as a framework

for this assignment: Teachers as Course Developers (Graves K, 1996 CUP

Chapters 6,7,8) and Teaching and Learning in the Language Classroom, (Hedge

T, 2000 OUP). You will certainly need to refer to issues such as needs analysis,

institutional constraints, setting goals and objectives, syllabus options/content,

materials and resources, methodology, and evaluation. (1d).

Appendices

I

n addition to your course plan you need to include some/all of the following:

Needs Analysis /Learner Styles Questionnaire(s) (blank)

Needs Analysis/Learner Styles Questionnaire(s) (selected summary

of results)

Any other samples of learners’ work, tests or other data used to

collate learners’ needs.

Sample materials

NB Do NOT include any of the following in the appendices: a glossary of

terms of any sort (define your terms in the main text); a rationale or

description of tests and samples; analysis of any sort. This all belongs in the

main body of your text.
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This section can seem quite daunting; describe course planning as a process, and do

not feel that you should write a history of syllabus design, nor that you should write at

length about different syllabus types. Instead, describe the decisions and choices

available to a course planner. You will find that the chapters in Graves and Hedge

are organized along these lines.

The most successful assignments tend to be those in which the course participant

writes briefly about their own teaching context immediately after each stage in

the process. This enables them to show convincingly that they have understood the

theory (2g).

c) Conduct and draw conclusions from a Needs Analysis

You need to obtain information about the group’s motivation, needs and wants, in

terms of skills focus (e.g. current and desired state of oral, reading, writing,

listening ability) and language work (lexis, grammar, phonology). Note that often, by

the time you receive comments on your draft of this assignment, you have already

conducted your needs analyses, making it difficult for your tutors to give you much

help in this respect so you need to think through this stage carefully.

Needs Analysis design: Within the constraints you identified, consider how you can

exploit the freedom you have to maximize the efficiency of your 20-hour course.

There is no point in asking learners questions about an area or resource you do not

have time / permission to use. Similarly, there is little point asking learners which

writing genres they would be interested in improving, or whether they prefer video to

audio in class, if you have no intention of working on writing, or of using video

material because of constraints imposed on you. If you work with quite a lot of

external constraints, your needs analysis may take the form of a focus on how the

learners would like to prioritise the prescribed coursebook materials, and how you

think these materials should be used (based on your observation of the group’s

strengths and weaknesses, etc.) You could also focus on approaches to the use of

prescribed materials – learning preferences. Would your learners prefer to do writing

or reading for homework, do they like to discuss topics in whole class format or in

pairs/small groups?

You need to demonstrate objective and subjective assessments of your learners’

needs in this section (i.e. focus on use of target language and skills as well as

learners’ attitudes, expectations and learning preferences). Make a list of the areas

you would like to question your learners about.

Use your reading about Needs Analysis to help you here. You can gather

information by a selection of the following: a questionnaire / a placement or a

diagnostic test / some or all of a past public examination (e.g. PET, FCE etc) /

assessed class work / learners’ journals and other written work / class discussion /

individual tutorials / assessment based on observation etc. You need to give a clear

rationale for your choice of means of assessment, and say exactly what each is

designed to evaluate (2a). It is important that you provide evidence for the

selection of all skills work and language focus included in your course plan.

You can also investigate your group’s preferred learning styles and methodology

using the same kind of data. Do not overload yourself with data sources here but do

include at least one questionnaire.

In your design / selection of Needs Analysis questionnaires, make sure that they are

finding out useful information for you, for example, yes/no answers may be less

effective than graded 1 – 5 answers. Consider how used your students are to

answering the types of questions you ask, and also how used they are to having
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input in the design of a course. IF this is the first time you have ever asked for their

opinions, they may be reluctant to offer very much, and may say what they think you

want them to. Remember that you need to be able to balance what your learners

have said they want with what you think they need – you must have evidence for the

way you gain this understanding. If later, you decide that there were flaws in your

original needs analyis, you could organise a class discussion or set a further

questionnaire to probe issues in more depth or in a more productive way or to

resolve ambiguities and you can cover this in your assignment.

In the assignment you need to describe how you obtained the information and

why you chose these methods.. Remember to include a blank copy of all tasks you

give to learners as appendices. You can also include collated results and any

samples of students’ work which you feel are particularly illustrative as appendices

(2a). This section is very brief.

You need to write a summary of your conclusions based on the information you

have obtained both in relation to language and skills needs and learning styles

/strategies. Be careful that you differentiate between your perceptions and opinions

and your students’ opinions of what they want and are interested in etc – they may

not automatically tally! (2a). It is more efficient to present these in bullet point form in

your assignment. Again, keep a check on the findings in relation to institutional

constraints.

If you find yourself in the (unlikely) situation of having absolutely no freedom in terms

of course objectives and content, then, for the purposes of the assignment, you may

decide to design a hypothetical course for the learners. This is because you need

to demonstrate that you can design a short course with a specific group of learners in

mind and an assignment which simply followed a coursebook page by page will not

pass. You could therefore show how you have selected parts of the prescribed

coursebook material you believe your learners need, adapted others and rejected

others (even if in practice, you would be more constrained than this). You could

decide to design a course based on materials from different sources which are more

relevant to your learners’ needs and interests. The disadvantage to this will be that

you will not be able to try out your course plan to see how effective it is. If you are

unsure about this, please discuss it with your Course Tutor.

d) Formulate a list of objectives / outcomes for the 20 hours

These must be based on the conclusions you have reached and also refer back to

your discussion of course principles. For example, you may have decided to use

task-based or skills or specific language outcomes or a mixture of these. You can

phrase these as: “By the end of the programme, the learners will have improved/

extended/ practised/ developed their ability to/focused on/become more familiar

with/learnt how to/become more confident in/been introduced to, etc.” (2c). Be

realistic here. Limit your objectives. A list of 12 outcomes indicates a lack of focus

and organisation. We suggest 5 – 7 would be fine.

Unit 4 Section 4 118

Task

Divide these objectives into A, ones which are sufficiently focused and B, ones

which are too vague or unrealistic.

By the end of the course the learners:

1. will be better able to identify the meaning of vocabulary from contextin texts

on social sciences and history. Through this they will have expanded their

knowledge of lexis in these two areas.

2. will be better able to answer correctly TOEFL questions concerning adding

new ideas into the text, by using their existing knowledge of cohesive devices

and logical relationships between ideas.

3. will have had practice in the past simple and present perfect.

4. will be able to write a formal letter of application for a summer job in an

English-speaking country, giving details of relevant past and present

experience. It should be largely comprehensible to, and have a positive effect

on, a sympathetic reader.

5. will have had the opportunity to further develop a range of their listening skills

6. will be more confident and accurate when talking about their future plans and

extended their knowledge of future forms to do so (the present progressive

and use of ‘might.’)

7. Will have extended their awareness of collocations

8. Will have improved their ability to tackle the IELTS reading paper.

See Appendix 1

If you work in an organisation which imposes a curriculum document, or syllabus /

learning outcomes course, this does not mean that you can simply list what you

have been told to do. For the purposes of this assignment, you need to demonstrate

that you can design a short course with a specific group of learners in mind and your

objectives should be decided by you, not your institution, and should reflect this.

Check nothing has been included in your objectives which has not been

defined as a need.

Draw up a course programme with clear reference to the course planning

principles you have discussed. Write this out as a timetable in diagram form. If

possible highlight different areas in colour on your plan e.g. blue for structure, green

for skills, red for learner training etc. Include arrows to show links from one stage in a

lesson to another and from an activity in one lesson to another in another lesson, so

the reader can perceive connections and developments. (see Appendix 2 sample

timetable as an example). Think about including ‘threads’ e.g. on relevant learner

training, and opportunities to recycle language. Any placement testing, school

induction, visits, mock exams, etc. should not be included in the 20 hours. The 20

hours are teaching/learning hours.
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The timetable should not be too detailed: do not include procedural detail which

would be more appropriate in a lesson plan. However, you need to indicate clearly

any sub-skills or stages of language work (and degrees of control in language

practice): e.g Speaking: fluency : discussion on… / Reading: scanning practice /

Revision of present perfect for experience – controlled oral practice (page X) (2e)

You may wish to attach a few sample materials, particularly if a lesson is completely

based on a piece of authentic or home-made material. Do not send copies of

standard coursebook material.

Note that it is not sufficient to write ‘grammar’ without stating which area you will be

focusing on. Remember that no major language or skills area should appear on

your course plan if it has not been mentioned in your description of the

findings in your students’ needs and in the ensuing objectives. Make sure all

your performance objectives are reflected in the plan.

e) Write a commentary / rationale on the course programme, especially focusing

on how it reflects the specific needs of the group, your objectives (2f), and the

principles of course planning you have written about in the earlier section (2e, 2g).

Give a clear rationale for the content (the language and skills areas covered), and

relate this to the choice of syllabus type (content and ordering). Refer also to the

materials and resources selected (2b,e,g)

This section is probably the most important in the whole assignment as it shows

that you have understood and integrated these principles (or some of them) into your

own teaching context. A major reason for this assignment failing is a well-researched

theoretical section which bears no relation to the actual timetable (which might look

like uncritical plod through a coursebook, activity by activity).

Link all the areas of your assignment together, so that the reader can clearly and

easily see what lies behind the design of your timetable. However, do not repeat

information unnecessarily; cross-reference using section and page numbers to show

links between your discussion on needs analysis, objectives, principles of syllabus

design and the commentary.

Materials/institutional constraints: You may have the freedom to design a tailormade

course with unlimited resources and materials for a group who have very

specific needs. Many of you, however, will be basing your course around a

prescribed coursebook, and it is at this point in the assignment you should a) make a

clear link with the section on principles of course planning by describing the syllabus

type and any other relevant features of the book b) make a clear link with the findings

of your needs analysis and objectives, showing how you have selected parts of the

coursebook material, adapted others and rejected others. (2b,e,f,g)

g) Include a bibliography and your word count. Don’t forget to include in your

bibliography all the coursebooks / published supplementary materials you have

included as part of your course programme. (1e, 1f).

h) Proofread carefully for spelling, punctuation and your use of grammar! Make sure

any specialized terminology is defined and/or exemplified clearly and succinctly.

Appendix 1 : A: 1,2,4,6 B: 3,5,7,8 (Remember to include subskills, text-type/topic,

specific tense use)
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Appendix 2 Sample Course Programme (James Blore)

Week 1 Week 2 Week 3 Week 4

M

1. Icebreakers

2. Discussion of

objectives +

timetable

3. Learner Training:

Choosing a

Reader

4. Speaking: AR

Introducing

Presentations

Video: Effective

Presentations 00.00

- 03.18 + book p7

5. Speaking: F

p91 questionnaire

adapted as survey

HW Vocabulary: AR

Character Adj's

p91 3+4

1. Review of HW +

Learner Training:

Peer correction of

W

2. Speaking: A

Modal Verbs +

Character Adj's

Using family photos

3. Listening: for gist

and factual info

p91 Brothers and

Sisters

4. Speaking: F

p91 Size of family

discussion

HW Grammar: P

p88 Practice 2

WB p54 Ex 2

(modal verbs)

1. Vocab: P

Character Adj's

Adaptation of Int.

Vocab. Games

p101

21. Personality

2. Speaking: F/AR

Presentation 2 +

discussion +

feedback

3. Revi.e.w of HW +

Listening:

inference

Speaking: A

modal verbs of

prob

p88 Practice 3

4. Reading: focus on

cohesion

personalised

adaptation of p94

with cohesive

devices marked for

analysis

HW Writing: linking

and vocab letter

describing family

Grammar:P p90

Practice 1+2 (modals)

1. Review of HW

2. Test: Character

adj and modal

verbs of

probability

3. Speaking: F/AR

Presentation 3 +

discussion +

feedback

4. Learner

Training:

Peer correction

of W

5. Speaking: AR/F

Giving Opinions

and

(Dis)agreeing

Conversational

Gambits p27 +

64

18. Personal

Opinions

50. Getting to

know someone

(Theme: Family)

HW Writing:

Corrections

Students Choice
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W

1. Review of HW +

Learner Training:

Recording Vocab

2. Reading: for gist

Speaking: F

Discuss letters to a

problem page

(6.6.1)

3. Reading: for gist

p86-87 presentation

1+2 Problem page

4. Grammar: AR

modal verbs of

probability

(present)

presentation 3+4

+grammar

questions

HW Grammar: P

modal verbs of

prob

p87 Practice 1

Writing: P

Replies to letters in

3

(Find family photos)

1. Review of HW

2. Speaking: F/AR

Presentation 1 +

discussion +

feedback

3. Learner Training:

Introducing

Learner Diaries

4. Speaking: F

Listening: for

detail

Grammar: AR

Speaking: A

Pronunciation:

AR/P

weak sounds +

contractions

modal verbs of

prob.

(past/present)

Reward

Intermediate

Resource Book 38.

'Speculation' +

native speakers

performing same

task

HW Writing:

Corrections

from Letter

Grammar: P

WB p56 Ex 5

(modal verbs)

Public Holiday Public Holiday
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Week 5 Week 6 Week 7 Week 8

M

1. Listening: for gist

and detail

Dictogloss based on

my upbringing

2. Vocabulary: AR/P

‘upbringing’ inc.

bring up, grow up,

look after..

from dictogloss +

matching +

gapfilling

3. Vocabulary: AR/P

(in)separable

phrasal verbs

bring up vs. look

after

cut up sentences +

word ordering

4. Speaking: A

Discussing

upbringing using

1. Vocabulary:

revision of phrasal

verbs adaptation of

Vocab. Games and

Activities for T's p95

49. Opposites

Cards

2. Speaking: F

Conversation and

Dialogues in Action

p84 22. Q's And A's

3. Listening: for

detail

Grammar: AR

Speaking: A

Pronunciation:

falling intonation

indirect questions

adaptation of

p107/108

presentation +

grammar questions

HW Writing: AR Style

p105 1-3

(formal/informal)

1. Review of HW +

Learner Training:

Peer correction of

W

2. Speaking: F/AR

Presentation 6/7 +

discussion +

feedback

3. Grammar: AR

Listening and

Pronunciation:

intonation

Question Tags

p109/110

Presentation and

Practice

4. Speaking: F

Discussion: Practice

Tests for PET 1

Test 1

Speaking Part 2

1. Review of HW +

corrections

2. Speaking: F/AR

Presentation 8/9

+ discussion +

feedback

3. Counselling 2

+ Progress Test

4. Reading: for

main points

Writing: P

Formal Letters

/emails

requesting

information

Adaptation of

Pair Work 2

p35/78 using

authentic

material (e.g.

6.6.2) and

computer room

Unit 4 Section 4

W

1. Vocabulary:

revision of phrasal

verbs

mingle and match

verbs and

definitions

2. Speaking: F/AR

Presentation 4 +

discussion +

feedback

3. Speaking: AR

Listening: gist +

detail encouraging

expressions

(Really?)

Conversation p52

26. Encouraging

noises + native

speaker recording

4. Reading: detailed

understanding

Speaking: F/AR

Adaptation of

Conversation p73

43. True or False

(Politeness)

HW Vocabulary: AR

WB p72 Ex 13

(phrasal verbs)

1. Speaking: A

Indirect Questions

repeat 2 above

2. Speaking: F/AR

Presentation 5 +

discussion +

feedback

3. Writing: AR Style

Listening: for

detail

Video: Tea with

Mussolini 05.00 -

06.00

('grandiloquent'

Italian writing style)

4. Reading: for main

points

Writing: P Style

group writing a

request for

information in

response to ads

(adapted from

6.6.2)

HW Writing: P Style

continue from 4.

Grammar: P

WB p 67 Ex 3+4

(indirect questions)

1. Counselling 1

+ Progress Test

2. Speaking: F

Discussion -

Conversation p77

45. Culture Shock

3. Listening: for gist

and detail

Vocabulary:

various

Reading: main

points

Song: Englishman

in New York (Sting)

and (optional)

background

material (6.6.3)

HW Writing:

Corrections

Grammar: P

WB p70 Ex 7+8

(question tags)

1. Counselling 3

+ Progress Test

2. Review of Test

3. Action Plan for

Rest of Term

Grammar Reading AR Awareness Raising

Vocabulary Writing A Accuracy

Speaking Pronunciation F Fluency

Listening Learner Training HW Homework
The Distance DELTA
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Exam Thread: Focus on Question Two

Summary

This month we will be looking at the second question in the exam. We will be working

through a question in some detail before you try one yourself.

Objectives

By the end of this section you should:

Feel more confident about tackling this type of question in the exam.

Know what depth of language analysis is needed.

Know how to write a class outline.

Know how to go about describing a lesson for this question.

The Distance DELTA
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Contents

1. Introduction to Question Two

2. Training

2.1. Identifying Key Instructions

2.2. Question Two Tasks 1 and 2

2.3. Question Two Task 1

2.4. Question Two Task 2

2.5. Question Two Task 3

2.5.1. Writing a group profile

2.5.2. Practical ideas

3. Exam Practice

Appendices

(Material from the DELTA written exam report is reproduced by kind permission of

Cambridge ESOL)
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1. Introduction to Question 2

Question Two is always based on an authentic text. This could be a leaflet, a

magazine or newspaper article, an extract from a piece of literature or any other form

of written text. In Tasks 1 and 2 you answer questions about the specific language in

the text and in Task 3 describe a lesson based on the text for a group specified by

you.

You will find that working on this type of question is excellent for sharpening your

language analysis skills, especially for understanding how real language works in

authentic contexts. It should also help you feel more confident about using authentic

materials in class.

The Distance DELTA
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2. Training

2.1. Identifying Key Instructions

Task 1: Identifying Key Instructions (5 mins)

Look at the exam question below from the December 2001 paper. Skim the advert

very quickly and underline the key words in the Tasks.

Task one (20 minutes)

A. Identify the semantic relation between the sets of underlined words in each of

these extracts from the text.

i) We have a range of vehicles for every need from compact hatchbacks

to four-wheel drives …

ii) No packing and unpacking of your vehicle …

iii) ...available from convenient depots … Maui offers the convenience

and security …

iv) a full day rate applies … the Vagabond Pak is a complete car, tent,

and camping package …

v) Equipment supplied with every Vagabond Pak includes: gas burner,

cutlery, crockery, cooking utensils, chopping board, kettle …

B Identify the principle(s) of word formation exemplified in each of the following

words from the text:

i) immaculately

ii) Econocars

iii) brand new

iv) nationwide

v) network

vi) one-way hires

vii) sign-posted

viii) frying pan

Task Two (15 minutes)

The text includes many examples of language with a positive connotation: superbly

maintained…comprehensive etc. Identify and categorise at least eight other

examples in the text. You should use at least three grammatical and/or semantic

categories.

Task Three (25 minutes)

You have decided to base a lesson on this text, and to include a focus on vocabulary.

Provide a short profile of the class you have in mind and briefly outline the stages of

the lesson, mentioning the purpose(s) of each stage.

See Appendix 1
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2.2. Question Two Tasks 1 and 2

Red Alert! If a task has two or three parts you will be awarded no marks if you omit

one of the parts. So if you are running out of time, it is better to finish one task

completely than do two half tasks. Better still, organise your time well and complete

all parts of all tasks.

Red Alert! It is very important that you notice exactly what is being asked for in the

language analysis tasks. All too often, candidates fail because they have not

addressed the question asked. Tasks have included:

to identify categories / to categorise..

to identify potential learner problems with..

to identify relationships between..

to comment on the form and meaning of..

to explain the use of …

to identify / explain similarities and / or differences between..

to decide which items you would teach to a class of (intermediate) students..

to correct errors and say why students might make each of these errors..

to show different ways of checking understanding of the use of …

For example, if you are asked to 'comment on the form and use' of an item, you will

need to analyse the grammatical and phonological form and also its meaning,

including any functional meaning it has. If you are asked to 'categorise,' you will

need to sort items into categories rather than just provide a list.

2.3. Question Two Task 1

In Task 1 A, you are asked to identify the semantic relation between the sets of

underlined words. This task relates directly to Unit 4 Section 3 of the Distance

DELTA materials: Lexis as a System: Sense Relations (i.e. semantic relations). You

should refer to this before going further.

Task 2: Task 1A (10mins)

Write an answer to Task 1A

Check the guideline answer in Appendix 2. Do not look ahead to Appendix 3.

In Task 1B you have to identify the principle(s) of word formation exemplified in

each of the words. This task relates to Unit 4 Section 2 and Section 5. Read these

before attempting the task.

Task 3: Task 1B (10mins)

Write an answer to Task 1B
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The following examples will show you the type of detail needed:

wastepaper bin : a compound noun formed of two nouns, the first of which is itself a

compound noun made up of waste, an adjective or noun, and paper, a noun

deformed : an adjective formed from the past participle of the verb deform and

showing affixation, with the negative prefix de- and the -ed suffix for a past participle

form.

heavy rain : a common collocation of the adjective heavy and the noun rain.

Check the guideline answer and the Specific Assessment criteria in Appendix 3. Do

not look ahead to Appendix 4.

2.4. Question Two Task 2

Before you do this task, note:

a) that you must organise the eight examples into different categories

b) that the categories could be grammatically linked or linked by meaning

(semantic)

c) that it's a good idea to aim for an extra examples and categories (in this case

maybe ten examples and four categories in case some are wrong)

Task 4: Question Two Task 2 (20mins)

Write an answer to Task 2

Check the guideline answer and the Specific Assessment criteria in Appendix 4

2.5. Question Two Task 3

In Task 3 you are asked to design a lesson using the authentic material. This task

gives you the opportunity to show your practical teaching skills. We recommend you

organise your answer as follows:

Outline a specific group of learners to use the text with

State briefly your overall aim/s in using the text

State the aims (“for what purposes”) above each individual stage

Describe each stage, ensuring you include anything specified by the task, e.g.

in this case, including a focus on vocabulary
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2.5.1. Writing a Group Profile

Any piece of material, authentic or specially written, needs to be selected and

exploited in relation to a specific class. In this part of the question it is up to you to

identify a relevant group. When you describe the lesson, you will refer to this group

and your ideas will be assessed against the relevance of the lesson to the group. Ask

yourself:

Who are they? Monolingual (which language) or multilingual?

Where are they studying? On what type of course?

What is their level?

Why are they studying? What are their strengths and weaknesses? What are

their needs? What are their preferred learning styles?

How is the text relevant to their needs in terms of content and/or language and/or

skills development?

Of these, the KEY ITEM is the learners' NEEDS and how these relate to the lesson.

You could use or adapt the following as a way to ensure sufficient coverage:

'I would use this text with a group of _______ (level) learners studying in

_______ (country). They are _________ (nationality/ies) and are studying

English on a _________ course (type of course) in order to ________

(motivation). They are good at __________ (strengths) but weaker at _______

(weaknesses). They therefore need to _____________ (needs; keep these

relevant to the lesson you are going to describe). As a class they _________

(something brief on their learning style). The text would be useful for this

group because ________.

Aim to describe a class who would find the material and the aims of the lesson useful

and interesting. For example, it would be difficult to make a case for using this

particular text with a very low elementary group of learners who need to prioritise

speaking and who do not want to do any reading in class time!

Task 5: A Class Profile (5mins)

Write a possible class outline. Aim for a brief paragraph here, about 6 or 7 lines then

compare the coverage in your profile with the example in Appendix 6

2.5.2. Practical Ideas

In Task 3 you are asked to demonstrate your practical planning skills and so you will

be aiming to write in sufficient detail to give a convincing lesson outline in relation

to the group you have described. This last point is very important; for example, if

you have specified a class of monolingual learners in Thailand, many of whom are

preparing for an exam, it is foolish to describe a lesson which would be much more

suitable for a multilingual group following a general English course in the UK. Your

lesson will be assessed in relation to the group you have specified.
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Task 7: Using Written Texts in Class (5mins)

As an introduction to using texts, list at four major purposes for which you have used

a written text in class. Then read the commentary on the next page.
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Commentary

We can use written texts in class:

To practise, test or develop reading skills, including a range of sub-skills

As a context for a focus on language systems (lexis, grammar or discourse)

To practise or develop writing skills (as a model text)

To practise or develop speaking skills (often via a role-play or discussion based

on the topic)

(For more on Reading, see Unit 6, Section 1)

In any one lesson or series of lessons, we could exploit the text for more than one

purpose. In relation to your chosen group of learners, then, you need to decide on

the purpose/s for which you will use the text. You have already been given one, a

focus on vocabulary. In other exam papers, no specific focus is required and you are

left free to decide for yourself. However, even if one of your main aims is language

or speaking or writing, you will still need to start by engaging learners’ interest in

some way and by checking their comprehension of the text prior to focusing on the

other skill.

Red Alert!

You will not pass this question if you do not deal with the text for meaning

before exploiting it for language or other skills. We strongly suggest, therefore, that

your chosen purposes include reading skills (e.g. predicting / skimming for gist /

scanning / reading more intensively together with a lead-in to arouse interest/activate

schemata) and, unless otherwise stipulated by the task, language work and a

productive skills follow-up (speaking / writing).

Task 8: Overall Purpose / Aim(s) (5 mins)

Write your overall purpose/s in using this text for your chosen group. Write these as

you would lesson aims. Remember there is no ‘right’ answer here.

Now you need to outline your lesson. For each stage, write the stage aim above it.

Ensure you provide examples of any questions you ask (simply writing that you

would ask True/False questions with no example will mean you fail). Provide details

of language work, for example, listing all or some of the vocabulary you are

focussing on and how you will deal with meaning, form and phonology as relevant.

Say how you will set up any follow up speaking or writing tasks.
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Task 9: Question Two Task 3: The Lesson (20mins)

Write your lesson.

See Appendix 7 for the assessment criteria, a pass answer from the real exam and

some notes on other ways to exploit the text. The answer is not intended to be a

perfect model, but will give you some idea of what can be written in the time. There

are many possible ways in which the advert could be exploited.

3. Exam Practice

Look at this month’s question in the Resources section on the DELTA website.
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Appendices

Appendix 1: Identifying Key Instructions

Task one (20 minutes)

A. Identify the semantic relation between the sets of underlined words in each of

these extracts from the text.

B Identify the principle(s) of word formation exemplified in each of the following

words from the text:

Task Two (15 minutes)

The text includes many examples of language with a positive connotation: superbly

maintained…comprehensive etc. Identify and categorise at least eight other

examples in the text. You should use at least three grammatical and/or semantic

categories.

Task Three (25 minutes)

You have decided to base a lesson on this text, and to include a focus on vocabulary.

Provide a short profile of the class you have in mind and briefly outline the stages of

the lesson, mentioning the purpose(s) of each stage.

Appendix 2: Task 1A

Guideline answer

i) Relation of hyponymy: hatchbacks and four-wheel drives are kinds of vehicles

- they are therefore hyponyms of vehicles and co-hyponyms (or co-ordinates)

of each other, while vehicles is the superordinate term (sometimes called

hypernym).

ii) Relation of antonymy: packing and unpacking are opposites (antonyms). This

is signalled by the use of the negative prefix un-.

iii) Convenient and convenience belong to the same word family: one is the

adjective and the other the noun, derived from the adjective (or vice versa).

iv) Full and complete are near/partial synonyms - they are similar (although not

identical) in meaning. (They collocate differently: e.g. a full meal but a

complete idiot.)

v) A semantic field : they belong to a lexical set of items that are closely

associated - in this case, things you might find in a kitchen.

The Distance DELTA

Unit 4 Section 5 134

Appendix 3: Task 1B

Guideline answer

i) immaculately: formed by affixation, including a negative prefix (im-), and an

adverbial suffix (-ly).

ii) brand new: this is a collocation (of noun and adjective). It works as a

compound adjective.

iii) Econocars: this is a blend of two words: economy and cars to form a trade

name.

iv) nationwide: an adjective formed by affixation, using the adjectival suffix -wide

attached to a noun. Or a noun adjective compound.

v) network: formed by the compounding of two nouns, net and work.

vi) One-way hires: compound noun made up of a compound adjective (one-way)

and a noun (hires). An uncommon use of an uncountable noun (hires).

vii) sign-posted: an adjective formed by the compounding of a noun and past

participle.

viii) frying pan: a compound noun, the first part of which is formed by a gerund (or

verbal noun), itself formed by the addition of an suffix (-ing), and a noun.

Specific assessment criteria

I

n order to reach a PASS standard candidates must:

A) Identify 4 of the examples and provide an appropriate semantic relation. (It is not

necessary to use the correct terminology, i.e. ‘hyponym’. However candidates must

clearly state the relationship.)

B) Comment on 4 correctly. Identify affixation and compounding. State the

relationship/word class in the compounds

In order to reach DISTINCTION standard candidates must also:

Identify all the examples with correct use of terminology

Comment on all the examples with clear descriptions of the form.
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Appendix 4: Question Two Task 2

Guideline Answers

Possible categories:

1. Use of positive adjectives: brand new, unlimited, comprehensive, unspoilt,

perfect, complete, as well as top (gradable)

2. Use of adverbs with positive meaning: superbly, immaculately, clearly, simply

3. Frequent use of words with associations of ease, convenience: to suit, a

range, for every need, available, convenient, supported, convenience, to help,

provide, allows, choice, supplied, comprehensive.…(These constitute a

lexical chain that helps give the text cohesion)

4. Words with associations of pleasure: pleasurable, light, to enjoy, qualities,

unspoilt

5. Use of determiners with meaning of total, unlimited: for every need, all

vehicles, any distance, no extra charge, every Vagabond Pak

6. Superlatives: the best car rental value

7. Use of past participles to suggest security: maintained, presented, supported,

unlimited, well-maintained

8. Use of negation to express positive aspects: unlimited, No packing and

unpacking…

Specific assessment criteria

I

n order to reach PASS standard candidates must

􀂃Provide 8 examples of positive connotation from the text

􀂃Refer to 3 different grammatical and/or semantic categories

􀂃These categories cannot be simply 3 different word classes: i.e.

adjectives/adverbs/nouns. Candidates need to be more specific about the

examples being positive i.e. intensifiers, superlatives, determiners, or adverbs

with a positive meaning, etc.

In order to reach DISTINCTION standard candidates must also

􀂃Show originality in their choice of categories

􀂃Comment clearly on the choice of words and their effect on the reader

Appendix 5: A Class Profile

'I would use this text with a group of 10 Hungarian advanced learners studying

in Budapest. They are studying English in order to improve their career

prospects. They come from various professional backgrounds (including a

banker, some office workers, two who work in a travel agency, and two from the

marketing department of their company). The course takes place twice a week
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in the early morning (7.30 - 9.00). They are very good at speaking and listening

(strengths) but weaker at handling authentic texts; they tend to over-use their

dictionaries and look up every word they don't understand (weaknesses). They

therefore need practice in guessing the meaning of lexis from context as well as

working with authentic texts. As a class they are serious and work hard

individually but also enjoy speaking and interacting. The text would be useful for

this group in that the topic is relevant to business people in terms of topic

(They may well need to hire a car when abroad; they may have to read or

produce advertisements) and also in a focus on positive phrases for selling

(relevant to their reading and writing)

Check that the profile you have written is of a sufficiently high level; at least upper

intermediate. The text is obviously useful for business students; also for exam

students with exam focussed reading and lexical tasks or general English students

who may need skills and lexical development or who want to travel to an Englishspeaking

country; or an ESOL class who need to understand leaflets and adverts

and develop their lexis.

Appendix 7

Specific Assessment Criteria

In order to reach PASS standard, candidates must:

Give a profile of a group of learners at an appropriate level with some reference

to their needs and the learning context

Provide a lesson outline, which includes some focus on vocabulary

Provide purposes for each stage

Refer to the text and present methodologically sound procedures for using it in

relation to the purposes stated above and to the learners’ needs and level

The lesson should include a range of activities and not concentrate purely on

vocabulary

In order to reach DISTINCTION standard, candidates must:

demonstrate clear awareness of the target learners’ needs and learning styles

Present a varied and reasonably detailed range of activities, which may include

supplementary materials and ideas for homework.

Sample Answer

This relates to the profile written in Appendix 5.

Aim: To help learners get into the topic and begin activating top-down schemata.
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I would start with a brief discussion of New Zealand, what's on offer and how to travel

there. Small groups, feed-back to class.

Aim: To help learners form concrete predictions to drive them through a lexically

dense text.

I would then tell them they had decided to hire a car in New Zealand. They need to

get information and want a brochure. What information would they like in the

brochure? Small-group work with plenary feedback. I would monitor closely and

prompt. If the class seemed 'stuck', prompts on board: e.g. cost, comfort, types of

company, price, driving conditions, North-South island transfers. I would take the

opportunity to feed in some vocabulary at this stage if the need for it arose naturally.

Aim: To check gist understanding and predictions

Students read text and check fulfilment of predictions, Feedback with reference to list

on board.

Aim: To help students understand the text in more detail (i.e. bottom up)

I would then allow time for individuals to look up or ask (me or peers) about unknown

vocabulary. Words which arose repeatedly during monitoring checked whole class.

Word families such as pleasurable, pleasure etc. would be dealt with briefly.

Aim: Focus on vocabulary

I would then ask students to highlight all the words and phrases they thought

effective in selling the service, making sure lexical phrases such as 'in top condition'

were noticed, not simply 'mileage'. Feedback would be via group comparison and

then comparing with a copy in which I'd underlined the lexis I felt important + brief

class discussion of the differences.

Aim: Preparation for speaking

The class would then be split into travel agents and their potential customers.

Customers would prepare questions (including information on their budget, group

size and age, time limit etc.) Travel agents would be given similar prompts and a map

to predict requests and prepare tentative answers. This allows preparation for the

task and a further opportunity to practise and process vocabulary pre full active use.

Aim: Speaking and activation of vocabulary

In pairs students would role play a sale, with the proviso that unless the salesman did

a good job the customer would just go to another company. This would allow

students to use the vocabulary and I would monitor for errors. The focus in feedback

would be on lexical errors though any recurrent structural problems would be dealt

with here too.

Comment

The lesson relates clearly to the class profile. There is an extensive development of

the material with a range of activities, which are mostly student-centred, and a

progression of stages. Stage objectives are clear. Vocabulary activities mentioned.

Although some stages are not given much detail, the examiners felt that this answer

showed a good understanding of how to exploit this type of text with a group of

advanced learners. A strong pass.
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Possible activities might include (in outline only) :

1. Discussion of different kinds of holidays (to generate interest in topic, and to

stimulate background knowledge)

2. Brainstorming of items to take on a camping holiday and/or desirable features

of a rental car (to activate and diagnose vocabulary knowledge; to prepare

learners for text)

3. Using pictures of cars - matching these with different travellers with different

needs (to ease learners into the text; to familiarise learners with car

vocabulary)

4. Skimming text for gist - What's it about? Who for? (to activate schema and

prepare learners for closer reading)

5. Scanning text for specific information (to replicate real-life reading tasks; to

ease way for more intensive reading)

6. Intensive reading, e.g. find ten benefits for using this service (to challenge

learners; to encourage them to work out meaning of unfamiliar words from

context)

7. Focus on vocabulary - e.g. find positive language, or, more specifically,

underline positive adverbs, ungradable adjectives, etc. (to extend vocabulary;

to sensitise learners to generic features of highly evaluative texts). (Note that

specific examples would be needed here)

8. Focus on equipment vocabulary, e.g. dictionary work; categorising; games

(e.g. Cover text, How many can you remember? Choose five to take to desert

island etc.); peer testing ("What's the thing called that you use to sweep the

floor?" etc.) - for vocabulary development

9. Follow up - e.g. speaking activity - e.g. role play - booking a car; complaining

about defects; persuading friend to accompany you; discussion about the

best way to travel, personal experiences of camping; or writing a similar text

about another kind of service, e.g. pony trekking; houseboat holidays …

(recycling of vocabulary; productive skills practice)

Checklist for your own answer:

Have you written the procedure clearly enough for a reader to be able to

envisage / recreate the lesson?

In the vocabulary focus, have you given some examples of the

words/phrases?

Have you just said ‘I would get learners to analyse the language’ without

saying how, or how you would check it? For example, have you included an

example of a concept question?

If you have mentioned questions, (e.g. gist or true/false) have you written out

some examples?

If you are doing a role-play or other speaking activity, have you provided

information about helping learners to prepare?
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The main reasons candidates fail this Task are:

no lead-in

not dealing with the text for overall comprehension

lack of detail about comprehension tasks

lack of examples of the language to be focussed on

and most commonly

lack of procedure about how to focus on any new language.

Red Alert! Mantra of the Distance DELTA: I will not leave out Q2/T3! If there is one

task in the whole paper which shows your practical skills as a teacher, this is it.
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Exam Thread: Focus on Question Two

Summary

This month we will be looking at the second question in the exam. We will be working

through a question in some detail before you try one yourself.

Objectives

By the end of this section you should:

Feel more confident about tackling this type of question in the exam.

Know what depth of language analysis is needed.

Know how to write a class outline.

Know how to go about describing a lesson for this question.
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1. Introduction to Question 2

Question Two is always based on an authentic text. This could be a leaflet, a

magazine or newspaper article, an extract from a piece of literature or any other form

of written text. In Tasks 1 and 2 you answer questions about the specific language in

the text and in Task 3 describe a lesson based on the text for a group specified by

you.

You will find that working on this type of question is excellent for sharpening your

language analysis skills, especially for understanding how real language works in

authentic contexts. It should also help you feel more confident about using authentic

materials in class.
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2. Training

2.1. Identifying Key Instructions

Task 1: Identifying Key Instructions (5 mins)

Look at the exam question below from the December 2001 paper. Skim the advert

very quickly and underline the key words in the Tasks.

Task one (20 minutes)

A. Identify the semantic relation between the sets of underlined words in each of

these extracts from the text.

i) We have a range of vehicles for every need from compact hatchbacks

to four-wheel drives …

ii) No packing and unpacking of your vehicle …

iii) ...available from convenient depots … Maui offers the convenience

and security …

iv) a full day rate applies … the Vagabond Pak is a complete car, tent,

and camping package …

v) Equipment supplied with every Vagabond Pak includes: gas burner,

cutlery, crockery, cooking utensils, chopping board, kettle …

B Identify the principle(s) of word formation exemplified in each of the following

words from the text:

i) immaculately

ii) Econocars

iii) brand new

iv) nationwide

v) network

vi) one-way hires

vii) sign-posted

viii) frying pan

Task Two (15 minutes)

The text includes many examples of language with a positive connotation: superbly

maintained…comprehensive etc. Identify and categorise at least eight other

examples in the text. You should use at least three grammatical and/or semantic

categories.

Task Three (25 minutes)

You have decided to base a lesson on this text, and to include a focus on vocabulary.

Provide a short profile of the class you have in mind and briefly outline the stages of

the lesson, mentioning the purpose(s) of each stage.

See Appendix 1
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2.2. Question Two Tasks 1 and 2

Red Alert! If a task has two or three parts you will be awarded no marks if you omit

one of the parts. So if you are running out of time, it is better to finish one task

completely than do two half tasks. Better still, organise your time well and complete

all parts of all tasks.

Red Alert! It is very important that you notice exactly what is being asked for in the

language analysis tasks. All too often, candidates fail because they have not

addressed the question asked. Tasks have included:

to identify categories / to categorise..

to identify potential learner problems with..

to identify relationships between..

to comment on the form and meaning of..

to explain the use of …

to identify / explain similarities and / or differences between..

to decide which items you would teach to a class of (intermediate) students..

to correct errors and say why students might make each of these errors..

to show different ways of checking understanding of the use of …

For example, if you are asked to 'comment on the form and use' of an item, you will

need to analyse the grammatical and phonological form and also its meaning,

including any functional meaning it has. If you are asked to 'categorise,' you will

need to sort items into categories rather than just provide a list.

2.3. Question Two Task 1

In Task 1 A, you are asked to identify the semantic relation between the sets of

underlined words. This task relates directly to Unit 4 Section 3 of the Distance

DELTA materials: Lexis as a System: Sense Relations (i.e. semantic relations). You

should refer to this before going further.

Task 2: Task 1A (10mins)

Write an answer to Task 1A

Check the guideline answer in Appendix 2. Do not look ahead to Appendix 3.

In Task 1B you have to identify the principle(s) of word formation exemplified in

each of the words. This task relates to Unit 4 Section 2 and Section 5. Read these

before attempting the task.

Task 3: Task 1B (10mins)

Write an answer to Task 1B
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The following examples will show you the type of detail needed:

wastepaper bin : a compound noun formed of two nouns, the first of which is itself a

compound noun made up of waste, an adjective or noun, and paper, a noun

deformed : an adjective formed from the past participle of the verb deform and

showing affixation, with the negative prefix de- and the -ed suffix for a past participle

form.

heavy rain : a common collocation of the adjective heavy and the noun rain.

Check the guideline answer and the Specific Assessment criteria in Appendix 3. Do

not look ahead to Appendix 4.

2.4. Question Two Task 2

Before you do this task, note:

a) that you must organise the eight examples into different categories

b) that the categories could be grammatically linked or linked by meaning

(semantic)

c) that it's a good idea to aim for an extra examples and categories (in this case

maybe ten examples and four categories in case some are wrong)

Task 4: Question Two Task 2 (20mins)

Write an answer to Task 2

Check the guideline answer and the Specific Assessment criteria in Appendix 4

2.5. Question Two Task 3

In Task 3 you are asked to design a lesson using the authentic material. This task

gives you the opportunity to show your practical teaching skills. We recommend you

organise your answer as follows:

Outline a specific group of learners to use the text with

State briefly your overall aim/s in using the text

State the aims (“for what purposes”) above each individual stage

Describe each stage, ensuring you include anything specified by the task, e.g.

in this case, including a focus on vocabulary
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2.5.1. Writing a Group Profile

Any piece of material, authentic or specially written, needs to be selected and

exploited in relation to a specific class. In this part of the question it is up to you to

identify a relevant group. When you describe the lesson, you will refer to this group

and your ideas will be assessed against the relevance of the lesson to the group. Ask

yourself:

Who are they? Monolingual (which language) or multilingual?

Where are they studying? On what type of course?

What is their level?

Why are they studying? What are their strengths and weaknesses? What are

their needs? What are their preferred learning styles?

How is the text relevant to their needs in terms of content and/or language and/or

skills development?

Of these, the KEY ITEM is the learners' NEEDS and how these relate to the lesson.

You could use or adapt the following as a way to ensure sufficient coverage:

'I would use this text with a group of _______ (level) learners studying in

_______ (country). They are _________ (nationality/ies) and are studying

English on a _________ course (type of course) in order to ________

(motivation). They are good at __________ (strengths) but weaker at _______

(weaknesses). They therefore need to _____________ (needs; keep these

relevant to the lesson you are going to describe). As a class they _________

(something brief on their learning style). The text would be useful for this

group because ________.

Aim to describe a class who would find the material and the aims of the lesson useful

and interesting. For example, it would be difficult to make a case for using this

particular text with a very low elementary group of learners who need to prioritise

speaking and who do not want to do any reading in class time!

Task 5: A Class Profile (5mins)

Write a possible class outline. Aim for a brief paragraph here, about 6 or 7 lines then

compare the coverage in your profile with the example in Appendix 6

2.5.2. Practical Ideas

In Task 3 you are asked to demonstrate your practical planning skills and so you will

be aiming to write in sufficient detail to give a convincing lesson outline in relation

to the group you have described. This last point is very important; for example, if

you have specified a class of monolingual learners in Thailand, many of whom are

preparing for an exam, it is foolish to describe a lesson which would be much more

suitable for a multilingual group following a general English course in the UK. Your

lesson will be assessed in relation to the group you have specified.
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Task 7: Using Written Texts in Class (5mins)

As an introduction to using texts, list at four major purposes for which you have used

a written text in class. Then read the commentary on the next page.

The Distance DELTA

Unit 4 Section 5 131

Commentary

We can use written texts in class:

To practise, test or develop reading skills, including a range of sub-skills

As a context for a focus on language systems (lexis, grammar or discourse)

To practise or develop writing skills (as a model text)

To practise or develop speaking skills (often via a role-play or discussion based

on the topic)

(For more on Reading, see Unit 6, Section 1)

In any one lesson or series of lessons, we could exploit the text for more than one

purpose. In relation to your chosen group of learners, then, you need to decide on

the purpose/s for which you will use the text. You have already been given one, a

focus on vocabulary. In other exam papers, no specific focus is required and you are

left free to decide for yourself. However, even if one of your main aims is language

or speaking or writing, you will still need to start by engaging learners’ interest in

some way and by checking their comprehension of the text prior to focusing on the

other skill.

Red Alert!

You will not pass this question if you do not deal with the text for meaning

before exploiting it for language or other skills. We strongly suggest, therefore, that

your chosen purposes include reading skills (e.g. predicting / skimming for gist /

scanning / reading more intensively together with a lead-in to arouse interest/activate

schemata) and, unless otherwise stipulated by the task, language work and a

productive skills follow-up (speaking / writing).

Task 8: Overall Purpose / Aim(s) (5 mins)

Write your overall purpose/s in using this text for your chosen group. Write these as

you would lesson aims. Remember there is no ‘right’ answer here.

Now you need to outline your lesson. For each stage, write the stage aim above it.

Ensure you provide examples of any questions you ask (simply writing that you

would ask True/False questions with no example will mean you fail). Provide details

of language work, for example, listing all or some of the vocabulary you are

focussing on and how you will deal with meaning, form and phonology as relevant.

Say how you will set up any follow up speaking or writing tasks.
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Task 9: Question Two Task 3: The Lesson (20mins)

Write your lesson.

See Appendix 7 for the assessment criteria, a pass answer from the real exam and

some notes on other ways to exploit the text. The answer is not intended to be a

perfect model, but will give you some idea of what can be written in the time. There

are many possible ways in which the advert could be exploited.

3. Exam Practice

Look at this month’s question in the Resources section on the DELTA website.
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Appendices

Appendix 1: Identifying Key Instructions

Task one (20 minutes)

A. Identify the semantic relation between the sets of underlined words in each of

these extracts from the text.

B Identify the principle(s) of word formation exemplified in each of the following

words from the text:

Task Two (15 minutes)

The text includes many examples of language with a positive connotation: superbly

maintained…comprehensive etc. Identify and categorise at least eight other

examples in the text. You should use at least three grammatical and/or semantic

categories.

Task Three (25 minutes)

You have decided to base a lesson on this text, and to include a focus on vocabulary.

Provide a short profile of the class you have in mind and briefly outline the stages of

the lesson, mentioning the purpose(s) of each stage.

Appendix 2: Task 1A

Guideline answer

i) Relation of hyponymy: hatchbacks and four-wheel drives are kinds of vehicles

- they are therefore hyponyms of vehicles and co-hyponyms (or co-ordinates)

of each other, while vehicles is the superordinate term (sometimes called

hypernym).

ii) Relation of antonymy: packing and unpacking are opposites (antonyms). This

is signalled by the use of the negative prefix un-.

iii) Convenient and convenience belong to the same word family: one is the

adjective and the other the noun, derived from the adjective (or vice versa).

iv) Full and complete are near/partial synonyms - they are similar (although not

identical) in meaning. (They collocate differently: e.g. a full meal but a

complete idiot.)

v) A semantic field : they belong to a lexical set of items that are closely

associated - in this case, things you might find in a kitchen.
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Appendix 3: Task 1B

Guideline answer

i) immaculately: formed by affixation, including a negative prefix (im-), and an

adverbial suffix (-ly).

ii) brand new: this is a collocation (of noun and adjective). It works as a

compound adjective.

iii) Econocars: this is a blend of two words: economy and cars to form a trade

name.

iv) nationwide: an adjective formed by affixation, using the adjectival suffix -wide

attached to a noun. Or a noun adjective compound.

v) network: formed by the compounding of two nouns, net and work.

vi) One-way hires: compound noun made up of a compound adjective (one-way)

and a noun (hires). An uncommon use of an uncountable noun (hires).

vii) sign-posted: an adjective formed by the compounding of a noun and past

participle.

viii) frying pan: a compound noun, the first part of which is formed by a gerund (or

verbal noun), itself formed by the addition of an suffix (-ing), and a noun.

Specific assessment criteria

I

n order to reach a PASS standard candidates must:

A) Identify 4 of the examples and provide an appropriate semantic relation. (It is not

necessary to use the correct terminology, i.e. ‘hyponym’. However candidates must

clearly state the relationship.)

B) Comment on 4 correctly. Identify affixation and compounding. State the

relationship/word class in the compounds

In order to reach DISTINCTION standard candidates must also:

Identify all the examples with correct use of terminology

Comment on all the examples with clear descriptions of the form.
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Appendix 4: Question Two Task 2

Guideline Answers

Possible categories:

1. Use of positive adjectives: brand new, unlimited, comprehensive, unspoilt,

perfect, complete, as well as top (gradable)

2. Use of adverbs with positive meaning: superbly, immaculately, clearly, simply

3. Frequent use of words with associations of ease, convenience: to suit, a

range, for every need, available, convenient, supported, convenience, to help,

provide, allows, choice, supplied, comprehensive.…(These constitute a

lexical chain that helps give the text cohesion)

4. Words with associations of pleasure: pleasurable, light, to enjoy, qualities,

unspoilt

5. Use of determiners with meaning of total, unlimited: for every need, all

vehicles, any distance, no extra charge, every Vagabond Pak

6. Superlatives: the best car rental value

7. Use of past participles to suggest security: maintained, presented, supported,

unlimited, well-maintained

8. Use of negation to express positive aspects: unlimited, No packing and

unpacking…

Specific assessment criteria

I

n order to reach PASS standard candidates must

􀂃Provide 8 examples of positive connotation from the text

􀂃Refer to 3 different grammatical and/or semantic categories

􀂃These categories cannot be simply 3 different word classes: i.e.

adjectives/adverbs/nouns. Candidates need to be more specific about the

examples being positive i.e. intensifiers, superlatives, determiners, or adverbs

with a positive meaning, etc.

In order to reach DISTINCTION standard candidates must also

􀂃Show originality in their choice of categories

􀂃Comment clearly on the choice of words and their effect on the reader

Appendix 5: A Class Profile

'I would use this text with a group of 10 Hungarian advanced learners studying

in Budapest. They are studying English in order to improve their career

prospects. They come from various professional backgrounds (including a

banker, some office workers, two who work in a travel agency, and two from the

marketing department of their company). The course takes place twice a week
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in the early morning (7.30 - 9.00). They are very good at speaking and listening

(strengths) but weaker at handling authentic texts; they tend to over-use their

dictionaries and look up every word they don't understand (weaknesses). They

therefore need practice in guessing the meaning of lexis from context as well as

working with authentic texts. As a class they are serious and work hard

individually but also enjoy speaking and interacting. The text would be useful for

this group in that the topic is relevant to business people in terms of topic

(They may well need to hire a car when abroad; they may have to read or

produce advertisements) and also in a focus on positive phrases for selling

(relevant to their reading and writing)

Check that the profile you have written is of a sufficiently high level; at least upper

intermediate. The text is obviously useful for business students; also for exam

students with exam focussed reading and lexical tasks or general English students

who may need skills and lexical development or who want to travel to an Englishspeaking

country; or an ESOL class who need to understand leaflets and adverts

and develop their lexis.

Appendix 7

Specific Assessment Criteria

In order to reach PASS standard, candidates must:

Give a profile of a group of learners at an appropriate level with some reference

to their needs and the learning context

Provide a lesson outline, which includes some focus on vocabulary

Provide purposes for each stage

Refer to the text and present methodologically sound procedures for using it in

relation to the purposes stated above and to the learners’ needs and level

The lesson should include a range of activities and not concentrate purely on

vocabulary

In order to reach DISTINCTION standard, candidates must:

demonstrate clear awareness of the target learners’ needs and learning styles

Present a varied and reasonably detailed range of activities, which may include

supplementary materials and ideas for homework.

Sample Answer

This relates to the profile written in Appendix 5.

Aim: To help learners get into the topic and begin activating top-down schemata.
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I would start with a brief discussion of New Zealand, what's on offer and how to travel

there. Small groups, feed-back to class.

Aim: To help learners form concrete predictions to drive them through a lexically

dense text.

I would then tell them they had decided to hire a car in New Zealand. They need to

get information and want a brochure. What information would they like in the

brochure? Small-group work with plenary feedback. I would monitor closely and

prompt. If the class seemed 'stuck', prompts on board: e.g. cost, comfort, types of

company, price, driving conditions, North-South island transfers. I would take the

opportunity to feed in some vocabulary at this stage if the need for it arose naturally.

Aim: To check gist understanding and predictions

Students read text and check fulfilment of predictions, Feedback with reference to list

on board.

Aim: To help students understand the text in more detail (i.e. bottom up)

I would then allow time for individuals to look up or ask (me or peers) about unknown

vocabulary. Words which arose repeatedly during monitoring checked whole class.

Word families such as pleasurable, pleasure etc. would be dealt with briefly.

Aim: Focus on vocabulary

I would then ask students to highlight all the words and phrases they thought

effective in selling the service, making sure lexical phrases such as 'in top condition'

were noticed, not simply 'mileage'. Feedback would be via group comparison and

then comparing with a copy in which I'd underlined the lexis I felt important + brief

class discussion of the differences.

Aim: Preparation for speaking

The class would then be split into travel agents and their potential customers.

Customers would prepare questions (including information on their budget, group

size and age, time limit etc.) Travel agents would be given similar prompts and a map

to predict requests and prepare tentative answers. This allows preparation for the

task and a further opportunity to practise and process vocabulary pre full active use.

Aim: Speaking and activation of vocabulary

In pairs students would role play a sale, with the proviso that unless the salesman did

a good job the customer would just go to another company. This would allow

students to use the vocabulary and I would monitor for errors. The focus in feedback

would be on lexical errors though any recurrent structural problems would be dealt

with here too.

Comment

The lesson relates clearly to the class profile. There is an extensive development of

the material with a range of activities, which are mostly student-centred, and a

progression of stages. Stage objectives are clear. Vocabulary activities mentioned.

Although some stages are not given much detail, the examiners felt that this answer

showed a good understanding of how to exploit this type of text with a group of

advanced learners. A strong pass.
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Possible activities might include (in outline only) :

1. Discussion of different kinds of holidays (to generate interest in topic, and to

stimulate background knowledge)

2. Brainstorming of items to take on a camping holiday and/or desirable features

of a rental car (to activate and diagnose vocabulary knowledge; to prepare

learners for text)

3. Using pictures of cars - matching these with different travellers with different

needs (to ease learners into the text; to familiarise learners with car

vocabulary)

4. Skimming text for gist - What's it about? Who for? (to activate schema and

prepare learners for closer reading)

5. Scanning text for specific information (to replicate real-life reading tasks; to

ease way for more intensive reading)

6. Intensive reading, e.g. find ten benefits for using this service (to challenge

learners; to encourage them to work out meaning of unfamiliar words from

context)

7. Focus on vocabulary - e.g. find positive language, or, more specifically,

underline positive adverbs, ungradable adjectives, etc. (to extend vocabulary;

to sensitise learners to generic features of highly evaluative texts). (Note that

specific examples would be needed here)

8. Focus on equipment vocabulary, e.g. dictionary work; categorising; games

(e.g. Cover text, How many can you remember? Choose five to take to desert

island etc.); peer testing ("What's the thing called that you use to sweep the

floor?" etc.) - for vocabulary development

9. Follow up - e.g. speaking activity - e.g. role play - booking a car; complaining

about defects; persuading friend to accompany you; discussion about the

best way to travel, personal experiences of camping; or writing a similar text

about another kind of service, e.g. pony trekking; houseboat holidays …

(recycling of vocabulary; productive skills practice)

Checklist for your own answer:

Have you written the procedure clearly enough for a reader to be able to

envisage / recreate the lesson?

In the vocabulary focus, have you given some examples of the

words/phrases?

Have you just said ‘I would get learners to analyse the language’ without

saying how, or how you would check it? For example, have you included an

example of a concept question?

If you have mentioned questions, (e.g. gist or true/false) have you written out

some examples?

If you are doing a role-play or other speaking activity, have you provided

information about helping learners to prepare?
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The main reasons candidates fail this Task are:

no lead-in

not dealing with the text for overall comprehension

lack of detail about comprehension tasks

lack of examples of the language to be focussed on

and most commonly

lack of procedure about how to focus on any new language.

Red Alert! Mantra of the Distance DELTA: I will not leave out Q2/T3! If there is one

task in the whole paper which shows your practical skills as a teacher, this is it.
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Extended assignment: finding out about learner styles

and motivation; analysis of writing tasks.

Contents

1. Review

2. Discussing your learner’s motivation

3. Finding out about your learner’s learning style

4. Writing up the learner profile

5. Analysing writing skills data

6. Summary of your tasks for this unit
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1 Review

By now you should have:

Chosen a learner, and found out about their general background and language

learning background, about their reasons for learning English and perceived

needs in English.

Begun to assess their level and their strengths and weaknesses based on your

own observations

Decided on the samples and test(s) you want to use and begun to implement

these.

Sent in your overview of data collection to your Course Tutor for feedback.

Started collecting data about your learner (samples and test(s)).

Written a first draft of the second section of the assignment, the rationale for

choosing the data collection techniques you are using, including some theory on

testing which is directly related to your chosen tests.

Kept copies of any questionnaires, diaries etc. used, and made transcripts of

relevant parts of any recorded conversations or interviews with the learner (to go

in the appendix of your assignment).

2 Discussing your learner’s motivation

In the Learner Profile you need to discuss your learner’s motivation, referring to your

reading on motivation theory. In this Unit in the section on Focus on the Learner you

will have read about different types and factors of motivation. You probably found

out something about your learner’s motivation in your initial data gathering in unit 1. If

you need to know more, you can add questions to your learner style data gathering.

When you write your draft on this section you need to refer clearly to your research

and reading and to give definitions of key terms. Some possible reading references

are:

Williams, M. October 1999 Motivation in Language Learning ETP Issue 13

Nunan, D. & Lamb, C. 1996 The Self Directed Teacher Cambridge University Press

chapter 7

Williams, M. & Burden, R. L. 1997 Psychology for Language Teachers Cambridge

University Press chapter 6

Although many other sources have sections on motivation.

3 Finding out about your learner’s learning style

In this unit, in the section on Focus on the Learner, you read about how the

characteristics of an individual learner and the context in which he or she is learning

may affect his or her progress and achievement. You can now apply what you have

learned to your case study. You need to find out about the learner’s preferred

learning style. The results of your findings will help you in devising your objectives

and recommending materials and activities later on in the assignment.
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Initially you need to do some reading about learner styles and refer to this research

explicitly when you write this section. Give clear definitions of terminology and in-text

referencing.

You may already have found out something about your learner’s learning style as

part of the initial investigation in unit 1. If not you will need to do so now using a

questionnaire and one or two of the other methods described below.

Questionnaires

(e.g. agree/disagree with statements about learning, statements about the

language, statements about learning strategies etc.).

There are a variety of these now available in coursebooks and teachers resource

books. They provide a written record of your results, which you can include in the

appendix of the assignment. They add an element of objectivity to your data

gathering as the reader can look at the results him/herself.

Observation/impression of the learner in class

If your chosen learner is in your class, you can observe his/her behaviour. Which

activities do they seem to be most enthusiastic about and when do they go quiet

or look bored? If you have an opportunity to observe your learner when you are

not teaching, this can be helpful. Alternatively you may be able to ask another

teacher to come to your class and specifically observe the behaviour of your

assignment learner.

Informal conversations

You may glean some idea of the learner’s learning preferences through

comments they have made during informal conversation during breaks etc.

Interviews

A formal interview is an obvious way to find out about your learner. Be clear

about what you want to ask before the interview; make sure it is purposeful. Take

notes or record it so that you can listen to it later.

Learner diary

The learner keeps a diary in which they write about how they felt during different

classroom activities or about learning in general. You can direct this by giving the

learner specific questions or it can be more open-ended with the learner choosing

what to write.

Letter to the teacher

Not dissimilar to a learner diary. It could be on a weekly or monthly basis or in

response to particular questions.

Self-assessment tasks

These usually take the form of a questionnaire. You may already have used one

to establish your learner’s perceived needs. You can get learners to assess their

own motivation or ability with particular learning strategies.

Tutorial/Counselling sessions
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You may have a system of tutorials in your school already. The idea is that

learners have an opportunity to talk to their teacher on an individual basis. They

can discuss their progress, any issues that have arisen – such as not liking

particular types of class activity or not having time to do homework etc.

A word of warning: the methods above may look very interesting, but you need to be

selective so that you don’t overload yourself with data. Consider carefully what you

want to find out and limit the number of approaches that you use. It is good to gather

data in more than one way – to get different perspectives (e.g. learner questionnaire

and teacher observation of the learner in class will give you two different

perspectives). However, you should also avoid unnecessary repetition. Remember to

include a completed version of any learner styles questionnaire or other data in the

appendices.

3.1 Sources of questionnaires

For a language aptitude test:

Soars J & Soars E Headway Advanced Student Book OUP, p6&7

For learner style tests:

Cambridge ESOL, 2004 Extended Assignment Report, page 26-29 (on your

CD ROM)

Revell, J. & Norman, S. 1997 In your Hands Saffire Press

Contains a ‘sensory styles’ questionnaire

Other questionnaires:

Ellis G. & Sinclair, B. 1989 Learning to Learn English Cambridge University

Press.

Contains numerous questionnaires

Hinkelman, D. 1993 What is your learning style? Hokkaido University

Nunan, 1998 Language Teaching Methodology

Richards, J. C. & Lockhart, C. 1994 Reflective Teaching in Second

Language Classrooms Cambridge University Press chapter 3 p72 –77

A questionnaire from this book is in the appendix in unit 4 of this

course.

Rosenberg, M Communicative Business Activities

Contains a questionnaire: “What type of learner are you?”

Wingate, J. 2000 Knowing me Knowing you ETP

Contains a learner styles questionnaire

Other Relevant Reading:

Nunan, D. & Lamb, C 1996 The Self-directed Teacher Cambridge University

Press chapter 7 p 225-8

Porter-Ladousse, G. 1993 Language Issues Longman p4-5
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Revell, J. & Norman, S. 1999 Handing Over Saffire Press

Willing, K. 1989 Teaching how to Learn National centre for English

Language Teaching and Research, Macquarie University, Sydney

Wingate, J. 1996 Multiple Intelligences ETP Issue 1 October

4 Writing up the Learner Profile

The Learner Profile – Part 1 of the assignment - should be approximately 750 words

long. It should:

‘Provide personal details of the learner and a description of their previous and

present learning background’, and ‘refer to the learner’s motivation and

comment on learning styles with reference to information elicited from an

appropriate questionnaire.’

Syllabus and Assessment Guidelines, third edition, Cambridge ESOL, 2003

In this unit we want you to write the first draft of your Learner Profile. Do not send it in

however. Keep it to one side and it will constitute part of the first draft of the

assignment, due in at the end of unit 5. Even though you don’t have to send in the

Learner Profile immediately, we want to emphasise the importance of writing it now.

It is better to write something that is a bit ‘rough and ready’ now than to put it off

completely. Past candidates who left it till later, often found that they had a large

amount of work to do at the end of the course when they would rather have

concentrated on other things such as revising for the exam or writing the Portfolio

Assignment for their Externally Assessed lesson.

Make sure you keep copies of any completed questionnaires, diaries etc. that you

used, and transcripts of any recorded conversations. These will need to be submitted

as part of the appendices to the final assignment.

Remember that your Learner Profile consists of information you collected right at the

start of your assignment (learning background, language learning background,

motivation and needs analysis) AND information you collected in this unit (learning

styles). Make sure you include everything.

4.1 Tips for writing the Learner Profile

Read the advice to centres and candidates in the Extended Assignment Report 2004

page 6 on your CD Rom.

4.2 What happens to the learner profile now?

You have already made use of information about the learner to decide what tests to

give them. The information on motivation and particularly learning style will inform

your choice of learning objectives and materials and activities (Part 4 of the

assignment). For example, if your learner enjoys problem-solving activities, then you

can ensure that sources plentiful in such activities are included in the materials you

recommend.

‘Good candidates ... provided a convincing insight into the learner, which

enabled them to match objectives much more closely to the learner than a

purely linguistic analysis could suggest.’

DELTA Extended Assignment Report 2000
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When you get to drawing up your learner objectives, you may find that some of the

information that you have included in the Learner Profile turns out to have little

bearing on your recommendations, in which case you may want to remove it. At this

stage it is good to keep an open mind however.

5 Analysing writing skills data

For each piece of writing you need to:

1. Number the lines of the text so that they can be referred to when writing up the

analysis.

2. Establish a set of criteria with which to assess the writing.

You have already looked at criteria for assessing writing and practised applying

this in the Exam Thread for Question 1 (in Unit 3). You can apply the same

principles to analysis of the written samples; so actually you’ve done this before!

You may also find the following helpful references helpful:

Written Discourse and Writing 1 (in Unit 3)

Writing 2 (in unit 5)

Analysing and Dealing with Errors (Unit 5)

3. Use the criteria as headings to make notes about strengths and weaknesses

across both samples.

4. Get examples from the texts to support your comments. Make a note of line

number, page number etc.

5. When you write the analysis and evaluation section of the assignment you will

need to refer clearly to your examples in the samples. You can mark salient

features in the sample text by highlighting, underlining, circling etc to enable the

reader to locate your examples easily. Keep it simple though. The examiner will

appreciate your signposting key points, but will not enjoy having to wade through

pages of tapescript covered in multicoloured underlinings, circlings and

highlighting! One thing that will seriously annoy your marker is if you write

something like ‘the lexis is very good for her level (App1.L.32)’ and they have to

search for the language examples themselves. Aim to make life as easy as

possible for the reader. Look at the sample assignments in the Extended

Assignment Report 2004 to see how they have managed the referencing.

When making your notes, also consider the following:

You will need to compare the learner’s ability across different genres (E.g. “His

organisation is good for formal letters, but weak in story telling”). This sense of an

overview will make the difference between a weak and a strong pass/distinction.

You always need to provide evidence for your statements about the learner’s

language systems and skills, so cross-reference the points you make in your notes to

examples in the sample.

Relate your comments to level e.g. if your Intermediate learner uses a mixed

conditional sentence incorrectly, it is reasonable to point out the error but equally

important to recognise that for an intermediate learner to attempt this form is very

positive.
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It is important to consider reasons for errors (E.g. is it because of L1 interference or

is she overgeneralising a L2 rule?) and speculate about these in your analysis. You

need to demonstrate your ability to interpret data rather than only describe it.

Remember that Learner English (Swan & Smith, 1982) will help you here.

Read Section five: The Analysis on page 8 and 9 of the Extended Assignment

Report 2004 for further advice on this core section of the assignment.

6 Summary of your tasks for this unit

This month your tasks for the Extended Assignment are:

To read about learning styles and motivation.

To gather information about your learner’s preferred learning style.

To write up Part 1 of the assignment – the Learner Profile.

To begin analysing sample and test data, particularly written samples.

To read the relevant sections in the Extended Assignment Report 2004
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Error and Correction: Reflection on Current Practice

and Belief

Summary

In this section we will be looking at the issues of error analysis and correction. We

will review attitudes to error within different approaches to language teaching and

learning. We will be considering why learners make errors and the types of errors

they make and then we will go on to consider possible teacher responses to error.

Are mistakes ‘bad’? Do your learners want all their mistakes to be corrected? What

methods can we use for correction? Is correction useful? You will be asked to

consider all of these questions within this section.

Objectives

By the end of this section you should:

Have an overview of the role of error in the history of ELT.

Have examined your own attitudes to error and correction.

Be able to categorise different kinds of learner error.

Be able to identify reasons for learner error.

Be able to decide when to correct.

Be able to choose what to correct.

Be able to consider who is best to correct.

Have looked at the advantages and disadvantages of different methods of

correction.
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1. Introduction

Task 1: Personal Reflection (5 mins)

Think of something that you were taught to do. This could be something learnt in a

formal educational environment (e.g. how to lay out a c.v. while you were at school) or a

practical or vocational skill (e.g. how to drive or cook).

Now consider your and your teacher’s attitudes to mistakes you made:

Were you corrected?

How did the teacher approach the error? For example, did s/he identify what you

should do to improve, or highlight the faults?

How did you feel about correction? Why?

Do you view the example you’ve chosen as a positive or negative learning

experience? Why?

Perhaps more than anything, our view of error and how it is dealt with determines

how we view a learning experience. For many of us, a memorable teacher is one

who, by whatever means, helps us to improve our performance in a given area. As

you work through this section on error, bear in mind the experience you have

selected for Task One and consider your own viewpoint in the light of this learning

experience.

2. Historical Views of Error in ELT

As you will remember from Unit 2, certain methodological approaches considered

mistakes to be ‘bad’. This attitude was a typical feature of behaviouristic methods

such as Audio-Lingualism, which viewed learning as the formation of good habits.

Error, in this context, was viewed as a deviation from the desired behaviour which, if

not corrected immediately, would lead to the formation of bad habits.

The rejection of behaviourism, reflected in the cognitive approaches based on the

work of Chomsky from the 1960s onwards, affected attitudes to error and correction.

In theory, teachers became more aware that errors are an inevitable part of learning,

that they provide evidence of learning taking place and that many of them will right

themselves in time. For example, the overgeneralisation of rules which presents itself

as error (e.g. the use of an –ed ending for all past tense forms) could be viewed as

the learner using a newly-learned rule analytically to generate new language. In this

way, errors could be seen as a way of gaining insights into the individual learning

processes of the learners.

The resulting teaching approaches which stemmed from this theory of language

learning put less pressure on teachers to avoid errors by structuring classroom

activities so tightly and controlling the language content so strictly that every potential

‘slip’ was anticipated and the possibility of it occurring minimised. As language

learning came to be seen as a cognitive activity, teachers were encouraged not to

correct mistakes so much as to point them out or indicate that they had occurred,
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allowing and encouraging the learners to reflect on and work out what the error was,

and to arrive at the ‘correct version’ through the conscious application of language

rules.

As the distinction between ‘learning’ and ‘acquiring’ language began to take hold by

the late 1970s, errors came to be viewed not simply as a natural aspect of the

learner’s development, but as possible evidence of the teacher’s lack of awareness

of the learner’s stage of linguistic development. The best-known commentator on the

distinction between learning and acquisition, Krashen, suggested that interventions

by the teacher in order to correct errors are useless or even a hindrance. He

proposed that correction was, at best, limited in its effect because learners proceed

through a ‘natural order’ in language learning. He also maintained that certain errors

are bound to be repeated because they are introduced in the language classroom at

too early a stage in the language learner’s development.

As a more communicative approach to language learning and teaching took hold,

proponents of a ‘strong’ communicative approach argued that learning only takes

place during interaction with a communicative objective. Within this context,

grammatical error took a back seat, with the main aim of teaching and learning being

the successful negotiation of communication. Problems of error were to be resolved

only when they led to communication breakdown.

From this wide range of theories about how language is learned we have garnered a

corresponding range of attitudes to error. For many teachers (and perhaps more

learners) ‘correction’ is still high on the agenda of classroom activity. Whilst many

learners would like all their errors to be addressed, there are many teachers who feel

that only errors which interfere with communication need to be dealt with. Errors and

how they are dealt with are subjects which can divide staffrooms, with some teachers

taking steps to prevent errors becoming ‘entrenched’ through strict approaches to

correction, and others viewing the communicative goal as overriding the goal of

linguistic accuracy. However, wherever you stand on this correction continuum, you

need to consider carefully the reasons why learners make particular errors and the

effects that their attitudes to error and correction might have on your own teaching.

Task 2: Classroom Research (1.5 hours)

The aim of this task is to give you some insight into your students’ attitudes to error and

correction.

Devise a questionnaire in two parts, the first part focusing on attitude to error and the

second on reaction to correction. You need to decide on the format of your

questionnaire. For example, you might use yes / no questions (e.g. I am embarrassed

when I make grammatical mistakes Y/N) or ranking activities (e.g. Which forms of

correction do you think are most useful? Teacher tells me the answer / teacher asks me

to think again etc…). Whichever format you select, remember to provide space for your

students to give reasons for their answers.

After discussing the feedback in class, share what you have discovered with your study

group in this month’s Discussion Forum.
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3. Why do language learners make errors?

As we have already seen, behaviourist psycholinguists viewed error as being

evidence of bad habit, stemming from mis-learned information. In investigating the

potential causes of this mis-learning, structural linguists in the 1950s and 1960s

developed the field of contrastive analysis (CA).

Contrastive analysis is the comparison and contrast of the linguistic systems of two

languages, for example the grammatical or phonological systems of French and

English. The basic premise of CA is that the main difficulties in learning a new

language stem from interference caused by the differences between the target

language and the learner’s first language. So, we might assume that the use of the

auxiliary in the French past tense (e.g. ‘J’ai vu ce film hier’) will cause a French

learner of English to produce the error ‘I have seen this film yesterday’. Proponents

of CA held that, through contrastive analysis of the learner’s own language and the

target language, main problem areas could be identified and teachers could highlight

key differences in order to lessen interference.

As a more cognitive approach to language learning became ascendant, so too a

more cognitive view of error began to appear. The distinction between ‘error’ and

‘mistake’ is one which has its roots in the distinction made by Chomsky between a

learner’s ‘competence’ and his or her ‘performance’. Essentially, an error is made

when a learner produces incorrect language because she or he does not yet know or

has not met the correct form. In this respect it is a competence-based fault – i.e. an

error is something which results from a gap in the learner’s knowledge. A ‘mistake’,

on the other hand, is a ‘performance error’ – i.e. the learner knows this piece of

information at a cognitive level but when she or he comes to use the item, they do

not produce it accurately.

This view of error as evidence of a cognitive process found expression in Pit-Corder’s

scheme for the classification of error (Introducing Applied Linguistics, Penguin

1973). He suggested that there are three types of error:

Pre-systematic error (the learner is ignorant of the rule)

Systematic error (the learner has found a rule but is applying it wrongly)

Post-systematic (the learner has lapses in his/her use of the correct

rule)

Pre-systematic error

At this stage the learner is not aware of any rule at all, or is confused about the rule,

so it is not yet part of his/her system for using the language. Pre-systematic errors

often result in learners ‘borrowing’ a rule from L1 or using an inappropriate rule from

the target language.

E.g. (Beginners without knowledge of simple past tense)

Yesterday I go early in the school.

(Beginners with no knowledge of Q-form inversion)

You can write it?

At this stage, errors in the use of an item will tend to be random guesses with no

system. In the same text the learner may produce:

E.g. I am get up early He’s get up

The Distance DELTA

Unit 5 Section 1 6

I get up early He gets up

I do get up early He does get up

I gets up early He’s gets up

Clearly the learner is not at all sure how to mark the 3rd person present simple and

may be trying each form out to see which is right. The more complex the

discrimination the learner needs, the greater the number of wrong guesses. Learning

the linguistic forms of the present simple is in fact quite complex because of the

numerous elements involved when formulating it.

Systematic errors

At this stage, the learner is still constantly making errors but each of the errors has a

definite pattern. They have discovered/assumed/transferred a rule (not the rule) and

are applying it consistently. This means that they will be consistently wrong, unlike in

the pre-systemic stage where by chance they could light upon the right rule. The

difference is that, in this systematic stage, either the learner can give a reason for

choosing to use the language item in the way they have used it, or the teacher can

see the mistaken reasoning for herself.

To sum up, at the systematic stage the learner is operating an incorrect rule and

cannot correct it alone.

Post-systematic error

The learner has internalised the correct rule and, when thinking about it, can be

accurate. However, use is still rather conscious, and errors will probably occur in less

controlled contexts where the need for communication overrides the need for

accuracy. This is usually the kind of error which can be corrected by the learner when

attention is drawn to it.

Pit-Corder’s classification system provided teachers with a useful tool for analysing,

and more importantly, prioritising learner errors. By recognising that learners can

make errors because they are being adventurous – i.e. that they are taking risks with

language which take them beyond the boundaries of their knowledge of that

language – this system of classification enabled teachers to diagnose areas which

might need to be covered in addition to those which needed review.
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Task 3: Classroom Research 2 (5 mins class time / 25 mins out of class)

Select a class you are currently teaching. Set up a short spoken fluency activity and

record the results, either on audio cassette, or by noting down the errors you hear. You

may then like to ask the students to correct their own errors. (NB This task needs to be

done individually).

Using your knowledge of the class and the results of their error-correction activity, try to

classify the errors using the scheme given above. How many errors do you assume to

be pre-systematic, and why? Which are systematic and which post-systematic? You

need to be able to justify your choices. Remember that not all learners in the same class

will be at the same stage of development so their ‘error development’ may not be the

same.

Using Pit-Corder’s scheme, we can assume that learners will make pre-systematic

errors when expressing themselves above their level, when the teacher has been

unclear or overloaded them, or when for some reason they can’t see a rule.

Systematic errors occur as a natural/necessary part of the learning of a new item,

and show the teacher what angle to take in remedial work or further practice

activities.

Post-systematic errors will occur in freer activities, and will recur as the learners

move on to learn new items, thereby shifting their focus on to new things and

concentrating less on the old. Basically, post-systematic errors are ‘slips’, which are

made when people are tired, or under pressure.

The process is further complicated by the contrastive introduction of similar

forms/concepts which may shake the learners’ faith in the rules they thought they had

got so well-established, and which may set them back temporarily to a presystematic

stage. For example, a class with a good grasp of ‘going to’ (for

premeditated intention) is introduced to ‘I’ll+infinitive ‘ (for spontaneous /

unpremeditated intention). For a time they may use ‘will’ where previously they had

no problems in recognising the need for ‘going to’. But this apparent regression is an

essential part of learning to incorporate a new dimension, a new precision into their

ability to express intention, though it may make us feel we’ve only managed to

confuse them.

In a sense, learning is a constantly alternating process of insecurity and confidence

as the new becomes the familiar, which in turn is disrupted by the new again. The

best we can do is to be sympathetic to learners’ feelings in these different stages of

error-making, and bear in mind their need to have a breathing space between the

learning of one major item and the learning of the next, in which they can feel they

are ‘post-systematic’ in something at least!

4. Categorising errors

As the section above demonstrates, research into language learning has identified a

range of reasons why learners might make errors. Just as current teaching

techniques draw on a range of approaches which developed from opposing camps

within the field of psycholinguistics, so too we can identify ways in which the evolving

theories about the causes of error still influence current thinking on the subject.
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Categorising errors can help the teacher to understand why the learner has made the

error and can help the teacher to formulate a strategy of error treatment. The

following categories are taken from Bolitho and Tomlinson’s Discover English:

L1 interference

These could be considered translation mistakes.

False analogy

The learner has compared a language item and made an untrue comparison e.g.

plait rhymes with wait.

Overgeneralisation

The learner applies rules too generally e.g. the use of will for future meaning.

Overlearning

The learner may have become too focused on a piece of language because it

has been taught recently or because it does not occur in his or her own language

and subsequently overuse it.

Ignorance

The learner does not know the language item.

Incomplete learning

The learner has not learnt the whole rule, only part of it.

Task 4: Categorising Errors 1 (30 mins)

Go back to your recording or list of errors in Task 3. Using your knowledge of your

students and their level, try to categorise a selection of the errors using the categories

above.

NB Don’t forget that this type of analysis of error forms part of Question 1 in the written

exam!

As teachers, we are constantly involved in analysing and categorising errors, for a

variety of reasons. Firstly, we need to help our students prioritise their learning

needs, and an analysis of the type of errors they make will help us focus on what

needs to be covered in a particular lesson or course. In order to make the analysis of

error more manageable, it is useful to group or categorise the errors learners make

according to the language system in which the error was made. The most obvious

broad categories include grammatical, lexical, phonological and discourse errors

(both spoken and written). Clearly, within these broad areas there will be different

sub-categories so, for example, the category of lexical error might include diverse

groups such as verb/preposition collocation, false friends and mistranslation of

individual items.
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Task 5: Categorising Errors 2 (15 mins)

Go back to the data collected for Task 3. You have already identified reasons for your

group of learners making these errors. Now categorise them according to the type of

error. In particular, can you identify any which are phonological errors from the data you

have written down?

Having categorised the errors, can you identify any areas you would prioritise for

classroom work in follow-up lessons? Why have you chosen each area?

5. Dealing with error

5.1. The Learner’s Approach to Error

In Task 1, you were asked to consider your own learning experience, and your

experience of making errors and being corrected. For many of us, our teachers’

attitude to error and correction will have had a marked effect on our view of the

learning experience. In my own experience at primary school, there was no tolerance

of error, particularly in subjects such as spelling and arithmetic. I am sure we have all

had the experience of work being returned covered in red ink, highlighting each fault.

It is important to remember that, for many teachers, the identification and treatment

of error was not a process which they subjected to scrutiny. The aim was simply to

get the students to produce answers which were more accurate than the initial

attempt. As research into language learning and into error has progressed, however,

teachers have been encouraged to move away from a blanket approach to dealing

with error.

One interesting point to note, however, is that the blanket approach described above

is one which is often demanded by learners. It is likely that learners’ expectation of

error and error treatment will be based on their previous experience. Consequently

there are learners who feel that, if the teacher does not pursue a policy of strict

correction of every error, s/he is not doing their job properly.

How can this be addressed? Some teachers find that it is a good idea to discuss their

own policy of error correction with their learners at the start of a course and review

this, again with learners, at later stages in the course. Encouraging learners to see

making errors as an essential and positive part of the learning process may take time

but, if learners are to develop skills to enable themselves to learn independently, the

acceptance of error is essential.

5.2. What, When and How?
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Task 6: Your own approach (20 mins)

Consider the following statements made by teachers. To what extent do you agree with

each? Why? Which is closest to your own approach to error in the classroom?

1. ‘I tend to correct at all stages in the lesson. My students are very accuracy-focused.’

2. ‘I avoid interrupting students to correct them. I might do some correction after an

activity but not during it. I don’t want to interrupt the flow.’

3. ‘The amount I correct depends on the students’ mood –and my own. I don’t have any

firm policy.’

Share your views with other participants in your study group via the Discussion Forum.

For a tutor’s view, see Appendix 1.

However we choose to deal with error in the classroom, it is important that both we

and our students understand the approach being taken, and its implications.

Although a teacher may feel that, in communicative activities, direct correction might

interrupt the flow of conversation, students within the activity might feel that

correction is essential to their success in the activity. Similarly, when a student asks a

teacher to correct every mistake he or she makes they may not realise that such an

approach could limit the time spent on new items, or, if adhered to closely, could

undermine their confidence in their own abilities because of the number of errors

being made.

When dealing with error, we need to consider a range of questions:

What should I focus on?

I would suggest that few of us take a completely blanket approach to error correction,

preferring instead to focus on certain types of error (perhaps persistent errors such

as a group of Advanced students omitting the 3rd person ‘s’), or varying our approach

depending on the aim of the classroom activity. Whatever influences our choice, the

selection needs to be conscious in order that the approach to error, and the way in

which it is dealt with, develops as a coherent policy rather than the ‘scattergun’ effect

which we have when a wide range of discrete errors are dealt with in one go. It is

perhaps useful to discuss with your students what types of errors they feel should be

dealt with in the classroom. In this way, the error-focus activities take on the features

of learning activities within themselves, with learners being better able to recognise

the value of the task.

When do I deal with error?

As mentioned above, the aim of a classroom activity may be a deciding factor in

choosing when to deal with error. You may be a teacher who insists on accuracy in

controlled practice tasks, acting to correct promptly, but you may allow error to pass

in fluency tasks. You might be of the opinion, however, that discreet correction during

fluency activities is effective because the student becomes aware of the error

immediately and has a better chance of being able to self-correct at a later point. Or

you may ‘save’ errors for later follow-up work. Whichever approach, or combination

of approaches, you choose, you need to be aware of why you are making that

choice. Consider what underpins your decision to act immediately, to save errors for
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later, or to let things pass. The factors might include the students’ attitudes to

correction, their learning goal for that particular lesson, whether the work you are

doing is an initial introduction to a language area or remedial work – or how your

students are feeling on a particular day.

How do I deal with error?

You will have noticed that, for the most part, we have used the phrase ‘deal with

error’ rather than the verb ‘correct’ in this section. This is because teacher correction

is only one of a range of options we have at our disposal when faced with error.

Other possibilities include self and peer correction, where the student who has made

the error or a classmate provides the correction, and diagnostic work where the

errors go uncorrected but provide the teacher with a clear indication of areas which

need to be included in the teaching programme. Remember that using spoken or

written errors as a diagnostic tool is a key feature of the Extended Assignment within

the DELTA programme, and of Question 1 in the DELTA Exam.

Finally, in place of correction you might consider reformulation of the language

which the students produce. Correction tends to focus on the ‘putting right’ of discrete

items which the student has produced incorrectly. Reformulation, on the other hand,

focuses on longer chunks of language which may or may not contain grammatical,

lexical or phonological errors but which could be limited in terms of style. The aim of

reformulation is to ‘upgrade’ the student’s language – for example, to provide a more

idiomatic expression where a formal chunk is used (e.g. ‘Is the film worth seeing?’ as

opposed to ‘Do you recommend me to see the film?’). Reformulating the student’s

use of language allows the teacher to focus on items which, whilst not inaccurate,

don’t reflect an idiomatic use of English.

5.3. Prioritising errors for treatment

As we have already seen, a selective approach to dealing with error is necessary if

we are to make effective use of classroom time. Spending too much time dealing with

errors would mean limiting class work on newer areas and, as a result, would limit

progress. We therefore need to consider our criteria in prioritising errors for attention.

Look back at the work you analysed in Task 3. Which errors would you consider to

be important or unimportant? How did you decide?

The importance of the error is likely to depend on the following:

The extent to which the error impedes communication.

The level of irritation the errors cause to the listener or reader.

The level of the learner. We need to recognise if the error is the result of a lowlevel

student experimenting with new language or a higher level student making a

slip.

The focus of the activity. Was the activity designed to give practice of specific

language items? If so, errors within those items might be seen as ‘important’.

The first two criteria focus very much on the place of error in a communicative

context. At point where communication breaks down or is adversely affected by the

speaker or writer’s errors, some type of intervention is necessary to help ‘repair’ the

communication.

The third criterion is focused on the individual student and the extent to which this

error is representative of the type of errors made by the class as a whole. As

teachers our decision is whether intervention – through some form of correction –
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would benefit this particular student or if the error indicates that the student or group

as a whole are now ready for the introduction of new language items.

The fourth criteria mentioned above addresses the learning aim for the class as a

whole. This is where our considerations of whether an activity has an accuracy or

fluency focus might dictate how much correction we do, and the form which that

correction might take. For example, we might adopt a corrective stance during

accuracy activities, where the focus of the exercise is on the form of the language

in any or all of the language categories. On the other hand, we may take on a

generally non-corrective stance during fluency activities, where the focus of the

exercise is on effective communication and the achievement of a task-based

objective.

As far as correction of specific errors is concerned, there is another guiding principle

- selectivity. In other words, we need to choose which types of error we are going to

focus on in any particular activity; otherwise there will be simply too much to correct.

In an accuracy activity, correction emphasis may be purely on getting the syntax and

rhythm right. In another activity, the emphasis may be on correct production of

sounds, or intonation, or fluidity.

In a semi-controlled activity, where there may be revision and practice of a wider

range of language items, correction emphasis may be on general rhythm and

intonation, and on lexis, or on other errors, which are frequent among the particular

group of learners.

In a fluency activity, if you are taking a generally non-corrective stance, you may

decide only to intervene in cases where learners are unable to make themselves

understood. You my also decide to take note of errors which occur in the group or

class work, which centre on general areas of weakness, and then feed these back to

the learners afterwards for comment and correction.

The important things to bear in mind always are the priority considerations. Ask

yourself the following questions: Is it a careless slip or an as-yet unlearnt rule? Is it a

word or a structure which has recently been taught and is therefore still in the

process of being assimilated? Is it a frequent error or an infrequent error? Is the

activity controlled or free? And so on.
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Task 7: Choosing When and What (30 mins)

The following task is taken from Tasks for Language Teachers by Martin Parrott (pp 70

- 71).

Look at the following examples and in each case say how you might respond. Make a

note of any additional factors that your choice of response might depend on.

a) Students are working in pairs. The activity is designed to provide practice in a

particular structure. Although they have already looked at the form and meaning of

this, a student is still avoiding using it.

b) A student is telling a story to the whole class. He consistently (and inaccurately) uses

the infinitive form of the verbs, effectively speaking without tenses. The story was

‘unplanned’ and does not fulfil any objective pre-determined by the teacher.

c) Students are working in pairs, preparing a roleplay. It is clear that several students

are confusing the pronouns ‘he’ and ‘she’.

d) Students are discussing a topic which interests them in small groups. One student is

struggling to express what she wants to say but cannot make herself clear and is

becoming frustrated. You know what she wants to say.

e) Students are repeating a sentence from a tape in order to ‘get their tongues round’

difficult combinations of sounds. Several students seem to be unaware that what

they are saying is very different from the taped model.

f) One student says something to the class and everyone appears to understand.

However, you suspect that they have understood something different from what was

intended and that the student who is speaking has not realised this.

You might like to discuss this task with your local tutor at this month’s seminar. What

would you normally do and why? What would your students expect you to do in this

situation? Has the reflection on error which you have undertaken in this section changed

your mind in any way about your usual approach?

5.4. Who corrects?

As we stated before, many learners regard correction as the job of the teacher.

However, the teacher is not the only person who corrects. It can be strongly argued

that learners themselves can frequently correct their own mistakes especially if they

are made aware that a mistake has been made. If learners are encouraged to self

correct they are being forced to look back at what they have learned and search

through their knowledge of the language. This makes the correction process active,

rather than learners just taking on board the teacher's correction. The learner is thus

encouraged to become more autonomous and more aware of what s/he has said.

If the learner cannot correct their own error it is often useful for other learners to

become involved in the process through peer correction. In this way the group are

being asked to review their knowledge and contribute in a supportive way, reinforcing

language learned. Approached in the right way, peer correction can help to foster a

mutually supportive environment where learners can help each other and reduce

their reliance on the teacher as the sole source of knowledge. If learners cannot help

each other it is a useful sign to the teacher that some remedial work is in order.
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5.5. Correction Activities

Task 8: How do you correct? (30 mins plus observation time)

For this task, you might like to arrange an informal observation of one of your lessons by

your local tutor or a colleague. Alternatively, you might arrange to observe a colleague.

A third possibility is that you decide on a ‘self-observation’ where you remain aware of

and make note of your own actions during your lesson, perhaps by recording or filming

it.

Whichever form of observation you choose, make the focus of the observation the

techniques you use when dealing with students’ spoken errors.

Ask the observer to make a note of each time you deal with an error and how you deal

with it.

Following the observation, group your responses according to the type of techniques you

used. You may find it useful to match your range of techniques with the list below to

discover a) which work most successfully for you and b) how wide your range of

techniques is.

If you discover that your range of techniques is limited, consider the benefits of

extending the number of ways you correct spoken errors. Each time you try a new

technique, use it consciously, and evaluate its success.

Spoken errors

There is a variety of techniques which the teacher can employ to give immediate

feedback on spoken errors. Here are a few:

Puzzled facial expressions can be used to show that an error has occurred.

Hand gestures can highlight specific errors such as tense, contractions, word

stress, word order and missing words.

Overt correction can be used to tell learners that they are wrong. E.g. "No. That's

not right. It's…"

Verbal prompts can identify the type of error e.g. "Tense".

Reformulation

Echoing, where you repeat the error the learner has made, but with a questioning

intonation.

Referee cards, as in two yellow cards and one red used to focus on a specific

piece of language being practised. Monitor, and when you hear the first mistake

give a yellow card, for a second mistake of the same type another yellow card

and finally, a red card.

All of the techniques above presuppose that you have made the decision to give "on

the spot" feedback. As we discussed before, we may not always want to interrupt

activities to correct and may decide on a policy of delayed correction.
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Here are some useful techniques:

Take notes of learners’ mistakes and write them on the white board after the

activity. Invite learners in pairs or groups to suggest corrections or come to the

board and write their suggestions. If you have access to an OHP you could save

time by writing directly on to a transparency which could be photocopied later. It

is useful to put mistakes into categories e.g. Pronunciation, grammar, or

vocabulary, as this helps to focus learners and avoid guessing.

Hold a grammar auction. Have a list of correct and incorrect sentences produced

by the learners in a previous lesson (or lessons) and ask them in pairs or small

groups to decide if these sentences have an error in them. Give each pair or

group a notional amount of money. Offer each sentence for auction. The learners

should try to buy the correct sentences. The pair or group with the most correct

sentences and most money left wins. (From Rinvolucri, M. Grammar Games

Cambridge University Press).

For more personalised correction take notes of individual learner's errors and

provide class time for each student to analyse and correct his/her own errors.

This may not be too difficult with a small class but you may choose to focus on

only pairs or groups of learners with larger classes.

If you have any more suggestions, please share them with your group via the

Discussion Forum.

Written errors

As with speaking we have the options of teacher, self and peer correction available to

us. Again we have to decide what we are going to correct, and it is useful for the

learner to have errors highlighted and categorised if they are to attempt self or peer

correction. For this purpose we might decide to use a correction code or list of

symbols to categorise mistakes. For examples of this and more discussion of the

correction of written work, see Section 2 of this unit.

Clearly, student correction of written work needs to be supported in the classroom if it

is to be successful. Consider how you might train your groups of students to use a

correction code, and how you might help them ensure that the corrections they make

are accurate.

6. Evaluating Your Approach

As with all aspects of teaching, our approach to dealing with error is one which

requires reflection and review. Are your learners happy with the amount of feedback

which they are receiving? Do they recognise when feedback or correction is taking

place? How comfortable are you with your approach to correction and feedback on

errors in general? As you work through the remainder of the course, try to focus not

only on the new language or skills development work which you are doing, but also

consider ways of upgrading the language which your students are producing through

reflection on the correction techniques you use. In other words, try to see correction

as an element of language input.
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Task 9: Techniques and Activities (20 mins)

The grid below outlines the range of practical activities given above with space for

you to evaluate each technique. Discuss the techniques either with your study group,

your local tutor or with your students (if they are of a high enough level). What do you

see as the advantages and disadvantages of each?
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Technique Advantages Disadvantages

Gesture from teacher

e.g. Doesn't interrupt the

flow of the conversation.

Encourages self correction.

On the spot ‘correction’ by

teacher

e.g. Can be very intrusive.

The learner may feel

embarrassed. Not very

memorable for the learner.

Peer Correction

Self Correction
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Echoing by teacher

Reformulation by teacher

Grammar Auction

Hot correction
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White board/ OHT

Suggested answers for this task can be found in Appendix 2.
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Reading
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Bolitho, R. & Tomlinson, B. 1995 Discover English Heinemann

Edge, J. 1989 Mistakes and Correction Longman (Chapter 3)

Johnson, K. 1999 Forty-two teachers, one learner: correcting written work MET
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McPherson, K. 1995 When and how to correct or not to correct? MET 4/1
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The Distance DELTA

Unit 5 Section 1 21

Appendix 1

In my own experience, the reaction to all of these statements is ‘It depends’.

a) Some students – and not only accuracy-focused students – respond well to

correction at any stage within a lesson. For example, students who are confident

and fluent might find it useful to have on-the-spot feedback on their errors,

regardless of the aim of the activity. I usually find I take this approach more often

at higher levels, where focusing on dealing with error is one way of highlighting to

learners the areas which need attention.

b) I tend not to interrupt the students’ flow of thought, but I’m not averse to providing

correction during an extended activity. Although time spent on errors at the end of

an activity can provide focused attention on general areas of need, sometimes

learners are unaware that they have made a particular error so saving it till later

can reduce the impact of the correction. On a purely practical note, it’s also very

easy to run out of time for dealing with errors if everything is kept until the end. If

you are taking this approach, remember to plan in ‘error’ time!

c) Yes, I agree with this one. As a language learner, I know that there are days

when I’m really eager to get everything right and others when I’m really just too

tired. It’s important to gauge the mood of learners when approaching error and

feedback. Why not ask your groups from time to time to choose which approach

they would prefer on a given day?

Appendix 2: Techniques and Activities

Technique Advantages Disadvantages

Gesture from teacher

Doesn't interrupt the flow of

the conversation.

Encourages self correction.

You need to train learners to

recognise the gestures you

use.

It might be distracting.

On the spot ‘correction’ by

teacher

Gives immediate results and

saves time.

Can be very intrusive. The

learner may feel

embarrassed. Not

necessarily memorable for

the learner.

Peer Correction

Encourages other learners

to revise items learnt before.

Fosters a supportive

environment.

They may correct

incorrectly. They may be

insensitive to the person

they are correcting.

Self Correction

Very useful for slips and

systematic and postsystematic

errors. It is more

memorable and gives a

sense of achievement.

The learner may not be able

to self correct as they don't

know the answer.
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Echoing by teacher

Highlights the fact an error

has been made.

The learner may not

recognise this as correction

and not attempt to correct

the error. Can be seen as

parodying the learner and

insensitive.

Reformulation by teacher

The learner is given the

correct form in a sensitive

way that native speakers

themselves use.

The learner may not

recognise this as correction

and ignore it.

Grammar Auction

Good fun and learners get a

chance to see spoken errors

written down and have more

time to try and correct them.

Not personalised, some

learners may not have any

of their own errors included.

Hot cards

Delayed personalised

correction. The learners can

focus on their own mistakes

and have a written record.

Difficult to do in large

classes effectively.

White board/ OHT

Gives learners more time to

reflect on their errors and

help each other.

Again learners may not be

focusing on their own

problems but on other

people’s.
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Writing 2

Summary

This is the second section on the DELTA course which focuses on writing. In this

section we will focus on providing learners with feedback on their written work. We

will begin by comparing how different approaches to writing (process, model text etc.)

provide learners with feedback on their performance. We will consider different

criteria for evaluating written work, and ways of making these criteria accessible to

learners as well as using them as a marking tool. As this is an important element in

the Exam for Question 1, you will have the opportunity to practise applying evaluative

criteria to different pieces of written work.

Objectives

By the end of this section you will have:

Considered different techniques for responding to students’ written work and

have done some reading on this subject.

Reflected on the criteria you currently use to evaluate learners’ written work.

Investigated different criteria for evaluating written work, and considered these

criteria in relation to Question 1 of the Exam.

Considered the importance of making learners aware of the criteria being used to

evaluate their written work, and of the learning opportunities that this feedback

can provide them with.
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1. Responding to Student Writing

A traditional approach to dealing with writing was for the teacher to set a piece of

written work for homework, perhaps linked to a topic and some language that had

been dealt with in the lesson, and then to collect it in for marking. In terms of then

responding to that writing, the teacher would underline or circle errors, perhaps

sometimes supply the correction, then write a brief comment at the end (‘Quite good’,

‘Watch your past tenses’ etc.) and give an overall mark.

Does this seem a good idea to you? Why/why not? (See appendix 1A)

Within the model text approach, the stages before the final writing activity are

supposed to provide the student with the help she or he needs to produce a

reasonably accurate and appropriate piece of writing. The lead-up, through

presentation (the model text) and controlled practice and guided practice (looking at

specific language features of the text and providing practice of these) is supposed to

help avoid errors at the free stage (as in the PPP approach).

In your experience, how effective is this approach in reducing the likelihood of error?

(See appendix 1B)

Within a process approach, the student receives constant support and feedback

throughout the whole writing process. This may come from other students, reference

books, the teacher and the student him/herself. In Process Writing, White and Arndt

suggest that the students will produce three drafts for each piece of writing they do,

thus the final one that the teacher actually marks is already the result of much

reviewing, feedback and redrafting.

What problems can you see with this approach? (See appendix 1C)

Within a genre approach it really depends on how the teaching is carried out. The

lead-up to the students producing their own texts may be more product or process

oriented. The emphasis on text type and appropriacy of content, style etc. should

help ensure, however, that the final text produced by the students does not contain

errors relating to content, organisation and style, for example.

Your answers to the last two questions above also probably apply to the genre

approach.
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Task 1: Reflecting on Current Practice (20 mins)

Now think about how you usually deal with giving students feedback on their writing.

Make notes.

1. Do you help them during the writing process? Do you encourage peer support?

Do you encourage them to self-check their work? What techniques do you use?

2. What are you looking for when you mark your students’ work?

3. What do your students expect from you when they get their work back?

4. Do you use a correction code when marking their work? What does this consist

of? How do you ensure this is followed up?

5. Do you give a mark? What criteria do you use for this?
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1.1. Techniques in responding to students’ writing

Task 2: Reading

Read Chapter 9 of Techniques in Teaching Writing by Raimes. Find the answers

to the following questions.

She lists five basic principles about responding to student writing. What are they?

1.

2.

3.

4.

5.

She points out the need for positive comments. Why?

She advocates the use of questions in responding. Why?

What is conferencing and why is it valuable? What’s the main drawback?

How can checklists be used?

How can you set up peer responses to student writing?

How can you help students to check their own work?

What specific techniques does she suggest for dealing with errors that occur in

students’ work?

We will now consider some of these points in more detail.

1.2. What are we looking for in our students work?

In Unit 3, Section 2 we identified what good writers need to know. It follows,

therefore, that these features should provide criteria for evaluating our students’

writing. In other words we should be looking at a range of criteria and not just the

linguistic errors.
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Task 3: Looking at Assessment Criteria (15 mins)

1. What criteria do you use to assess your students’ writing?

2. Compare your criteria with the following. Do you cover the same elements?

Example 1

Task achievement

Effect on reader/communicative competence (including style and appropriacy)

Organisation and discourse

Range of lexis/grammar

Accuracy of lexis/expressions/grammar

Example 2 (from Hedge, T. Writing page 148)

A General Development

1. Interest and force of content

2. Development of ideas

3. A sense of audience and style

B Specific Components in Writing

4. Grammatical skills

5. Complexity of sentence structure

6. Use of vocabulary

7. Spelling

8. Punctuation

9. Presentation (neatness, handwriting etc.)

Example 3

Content (relevance, interest level, clarity of organisation, coherence)

Sense of audience, clear purpose, appropriate text type and style, presentation,

task achievement (content/register/layout/length)

Range of structure and vocabulary

Accuracy (grammar, spelling, cohesive devices)

The Distance DELTA

Unit 5 Section 2 29

What do you think of the above categories? It is quite difficult to come up with criteria

that do not overlap. It is also important from the students’ point of view, for

digestibility’s sake, not to have too many different categories. And of course they

need to understand what each category relates to.

If you use these criteria or a similar set it can help you focus your marking and direct

your comments on the students’ work.

Task 4: Assessing Writing for Different Purposes and at Different

Levels (15 mins)

Are the criteria above all equally important all the time? Do you use the same

criteria at different levels? Why/why not?

See Appendix 2 for some comments on this.

One of the tasks that you have to do in the Exam (Question 1) is to outline marking

criteria for assessing a piece of student writing. You then have to identify the

strengths and weaknesses of a piece of student writing. You have already had

practice at doing this in the exam thread in Unit 3. If you would like further practice in

this area now, do the following task.

Task 5: Evaluating Students’ Work (Optional)

Look at the piece of student writing in Appendix 3. The text was written by a student

in an intermediate class in response to the following writing task.

‘An international publishing company intends to publish a book called ‘Influential

People of the Twentieth Century’. The book will include short articles about

politicians, writers, musicians, sports personalities and other people who have been

important in some way. You have been invited to write a short article for this book

about a person who has had either a good or bad influence on your country (about

150 words)’.

Identify and evaluate the strengths and weaknesses of the text, making specific

reference to the assessment criteria you are using.

Choose one of the above sets of criteria or similar to work from.

See Appendix 4 for suggested answers.

It is of course important that the students understand and hopefully agree with the

criteria that you are using to mark their work. It is also helpful if the system is uniform

in the school. Tricia Hedge suggests a school policy document on marking, so that all

teachers and all students have an understanding of and are working on the same set

of criteria. This means that teachers need to discuss, understand and agree the

policy. It also means having standardisation meetings in which teachers discuss

different pieces of written work and standardise their marking of them.
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2. Raising Student Awareness

It is important that teachers have clear criteria and a standardised approach in their

assessment of writing. It is equally important that the students have a good

understanding of it. Probably because of their past experience at school, I have often

found that students do not seem to regard feedback on their writing as much of a

learning process for them. They look at the comments, occasionally asking for

clarification, then the work is put away and more often than not forgotten. It is

therefore important that, as well as teaching writing rather than just testing it, some

learner training activity in the area of writing is incorporated into our teaching. This

means raising their awareness of what constitutes effective writing and effective

writing skills.

Task 6: Activities for Raising Student Awareness (20 mins)

How have you tried to raise your students’ awareness of what good writing is so

they can become more active participants in the feedback process?

1. Brainstorm a list of ideas.

2. Now find out more about the ideas below by referring to the books mentioned:

You will need to look at Hedge, Writing

White and Arndt, Process Writing

Tribble, Writing Chapter 11

2.1. Questionnaires

The example below from Hedge covers various aspects of writing. Some relate to

how important writing is and writing types while other parts relate to feedback. We

have already considered the use of a questionnaire to find out about learners’ needs

and views on writing in general. You could adapt this questionnaire to focus

specifically on how feedback is dealt with and the value of it.
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Hedge, T. 1988 Writing Oxford University Press

2.2. Reformulating

This is also described by Hedge in Writing on page 159. The students are set a

writing task for which they plan and then write a first draft. This should be done in

pairs or groups. Using a system of underlining or a correction code, you mark all of

the first drafts. You then rewrite one of the texts, using the ideas but improving on the

students’ draft. Give a copy of the original and the reformulated version to all the

students, then discuss any changes. Now get the students to look again at their own

first drafts to see if they can improve them.

2.3. Conferencing

This is a technique in which the teacher speaks to each student about his or her

writing on a one-to-one basis during the writing process. At lower levels you may

need to do it in the students’ L1.

“The writing conference is a face to face conversation between the

teacher and the student. As students work on their writing in the

classroom, the teacher can sit beside one and talk about writing in

progress, give support with organisation of ideas, assist with the

language, and extend the students’ thinking about the topic, where this is

relevant with young adults or with a specialised content. Conferencing

encourages students to think about writing as something that can be

organised and improved and gives them an opportunity to talk about

their writing and reflect on the process. It gives teachers a chance to

listen, learn and diagnose”.

Hedge, T 1988 Writing Oxford University Press p154

Conferencing may usefully follow student self-evaluation. See chapter 6 section 6.3

in White and Arndt, Process Writing.
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2.4. Establishing What Makes a Good Piece of Writing

Draw a picture of the ‘good writing’ cauldron on the board. Ask the students to add to

the list of ingredients. (Idea from Unit 7 of Writing 3 by Littlejohn). Then look at a

selection of texts and say whether they are good pieces of writing or not. In

Littlejohn’s book they are authentic examples, but you could of course choose pieces

of student writing (anonymous ones). Students are given the following prompts to

discuss:

What is the purpose of the text?

Does it achieve that purpose?

Is it clear and easy to understand?

Are headings used appropriately?

Do some sentences or paragraphs need to be broken down or combined?

Does anything need to be added to, or taken away from, the text?

Does the text need to be reorganised in some way?

Are the grammar, spelling, punctuation and choice of words correct?

2.5. Establishing priorities

This task is based on an idea from Hedge in Writing.

What do you think is most important in a composition? Put these things in order of

importance (number them 1 to 10, one is the most important).

Correct grammar

Length

Originality of ideas

Spelling

Punctuation

Neat handwriting

A good range of vocabulary

Complex and well structured sentences
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Good organisation with introduction, body, conclusion

Keeping to the title

Students do the task at the same time as the teacher. This could lead into a

negotiation or explanation of the grading criteria you are going to use. With exam

classes you could look at the grading criteria used for marking the writing paper (the

bands) and compare the students’ ideas with the criteria used there.

2.6. Peer Evaluation

Students should be encouraged and given opportunities to look at each other’s

writing drafts. This activity needs to be structured in some way, and needs to follow

awareness raising of what constitutes effective writing of the type in question or

students are unlikely to do more than notice each others’ surface errors. Before

looking at each other’s texts, students could evaluate an anonymous example using

specific questions.

(See White and Arndt, Process Writing Chapter 6 (6.2.3) and chapter 7)

2.7. Checklists

This can be linked into a discussion of good writing or problem areas in writing. The

students and the teacher can draw up the checklist together. The students then keep

the checklist on file and use it before handing in their final drafts. The students can

add other points to the checklist, or highlight certain points, based on the

personalised feedback they get on their writing. Here is an example of a general

checklist.

The Distance DELTA

Unit 5 Section 2 34

Writing a checklist:

Content

The content is relevant and appropriate to the genre.

I have included relevant information for my intended reader(s).

I have answered the question (included all the points needed).

Organisation

The text is divided clearly into paragraphs.

Each paragraph has a clear purpose.

Each paragraph contains (normally) at least two sentences.

The order of the information is logical.

There is a clear introduction and conclusion.

The text is laid out appropriately.

The text is organised in an appropriate way for this genre.

Language

There is a variety of language (vocabulary, structure).

The style is appropriate for the genre (formal/neutral/informal)

I have checked spelling.

I have used complete sentences and checked the punctuation.

I have checked the language e.g. subject/verb agreements

1) Tenses

2) Part of speech

3) Linking words

3. Conclusion

If students are to improve their writing skills, then it is essential that they get regular

and meaningful feedback on their writing. Feedback is not just limited to linguistic

errors but should focus on all aspects of what constitutes effective writing.

Responding to writing may happen during or after the writing process depending on

the approach taken to the task and the role the teacher is adopting. It is also

important that the students themselves are aware of the importance of feedback and

that they make use of it to improve their writing skills. Some learner training,

therefore, on what constitutes good writing and good writing skills is a useful part of

any writing programme.
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Appendices

Appendix 1: Responding to Student Writing

Appendix 1A

This approach is common practice and certainly has its advantages. Writing in real

life is often a solitary activity, so doing it for homework reflects this. It means class

time can be spent on more interactive learning activities.

This approach seems practical in terms of time and also allows the teacher to keep

records of marks and progress in a straightforward way. Underlining or circling errors

allows the student to self-correct and supplying the correct version provides new

language input, enabling the student to learn from his mistakes.

The drawbacks of this approach are that it appears to emphasise the testing of

writing rather than the teaching of it. The teacher looks at the final product and

assesses the student on that. There is no support during the writing process which

could be an optimal time for input.

The disadvantage of this way of marking is that students have a tendency to just look

at the final mark or comment and then put the work away. It therefore doesn’t

represent any kind of learning process. Also if the feedback is vague (e.g. “Watch

your tenses!”), it doesn’t help the student much in terms of knowing how to do better

next time.

There are ways of making this more learning focussed (rather than testing focussed).

For example, the work in class could consist of planning and drafting of the writing.

The homework stage would represent the writing of the final draft. Or, the homework

task could represent an initial draft stage. The students then rework the text based on

the teacher’s feedback.

Even setting aside a bit of time in the class for students to look at their mistakes and

make a note of them along with corrections, and ask questions would make it more

learning focussed.

Appendix 1B

Your answer to this depends on your personal experience.

I’ve found that if students follow the model text they usually do OK although there

may be problems with vocabulary if the topic is different from the model. It also

shows when they are ‘copying’ without really understanding or thinking about what

they are writing. Those who decide not to follow the model (because there are always

those who don’t) may or may not be successful depending on their general level of

skill in writing.

As a language learner I have to say I found it quite a frustrating experience to have to

follow a model very closely but that’s to do with my learning style! You could

experiment with different approaches with your learners then ask them which they

prefer.

Appendix 1C

There are a couple of problems here I think.
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Quite a lot of time is spent on producing one piece of writing, and not all students

may value it (depends on their learning preferences and needs).

It may not be the most efficient way to produce some types of writing. If a genre

that the students are asked to produce usually adheres to a clear structure and

contains a lot of predictable and ‘formulaic language’ (e.g. like a letter of

application for a job), it might be quicker and more meaningful to get them to look

at and analyse a model at the beginning of the process.

Appendix 2: Assessing Writing for Different Purposes and at Different

Levels

At times certain criteria may be considered more important than others. For example,

in a creative piece of writing, such as a story, we would probably want to give more

credit to a student who produces an interesting, vivid piece of writing than to one who

produces a dull but accurate piece. On the other hand, a formal and ‘formulaic’ piece

of writing such as a letter requesting information needs to be as accurate as possible

so we may want to give extra credit to this.

At lower levels, we may find ourselves focussing on accuracy more than on other

factors. There may be less room for problems of organisation for example because

writing has been more guided and texts are shorter. There are more likely to be basic

language errors rather than cases of things ‘not sounding quite right but being

comprehensible’ at higher levels. The criteria themselves may be too complex,

initially, for low level learners so you could simplify it to fewer categories, e.g.

language and content.
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Appendix 3: Evaluating Students’ Work – A Piece of Student Writing
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Appendix 4: Evaluating Students’ Work - Criteria

Content / task achievement / effect on reader

Strengths

Student has chosen an appropriate person to write about, message is basically

intelligible and makes you interested in the person he has written about.

Weaknesses

Hasn’t dealt with all parts of the task i.e. good or bad influence on the country, too

little detail about the person. Doesn’t carry enough information for the genre. This

kind of book entry should be information-rich with brief biographical details (probably

in chronological order), main achievements and resulting influence described

succinctly. Information given is rather vague here, it leaves you wondering.

Appropriacy of style, organisation, language, layout

Strengths

Some sense of development/organisation in the text: introduction, chronological

information, conclusion.

Paragraphs used to divide up information, ideas are sequenced.

Repetition of first conditional at beginning gets reader’s attention.

Weaknesses

Opinion is mixed with information - perhaps would be more appropriate if it was more

clearly distinct (i.e. information then opinion).

The learner has used contractions in formal writing e.g. ‘didn’t’.

Range of language

Strengths

Some good lexical phrases, for example:

The best portrait of that time, human feelings are the main characters, some

discovered his talent, life style, these were his wild years, spent a night, accept this

change

Varied grammatical structures, for example:

First conditional in opening paragraph, correct use of present perfect (since then

Spain has changed a lot, watching these films everybody has spent a night), varied

tenses, linking words, (on the other hand, since then).

Weaknesses

Limited lexis e.g. repetition of people.

Lack of connectors in fourth paragraph makes it awkward.

Accuracy of language

Strengths
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Tenses are generally appropriate, correct use of present perfect and first conditional,

linking words.

Spelling generally good, punctuation good.

Cohesive devices.

Weaknesses

Wrong collocation, for example: tell you a name, influence in.

Grammatical inaccuracies, for example:

Currently British cinema (adverb instead of adjective), most of people (L1 induced

error), this sort of people (instead of person), lack of agreement between subject and

verb (people who makes... has been called, there is no adjectives), he had his friends

created (meaning not clear), word order e.g. nearly made without money, the human

feelings (don’t need article).

Lexical errors (considering level there aren’t many), for example:

We can discuss this (should be debate) but we cannot discuss (meaning unclear

unless you realise the misuse of discuss), have opposite feelings (react in

contradictory ways), movida madrilena (if you don’t know Spanish, what is this?).

Spelling errors, for example:

Genious, sucess
The Distance DELTA

Unit 5 Section 3 41

The Verb Phrase

Summary

In this section we will be dealing with the verb phrase. The section will consist of an

overview of the different issues (such as tense, aspect, time etc.) that apply in the

verb phrase, the actual forms that the verb phrase takes and the problems teachers

may encounter in conveying these in the classroom.

Objectives

By the end of this section you will:

Have a clear idea of what the verb phrase is and an awareness of varying

interpretations of this phrase.

Have a clear idea of the inter-relations of tense, time and aspect.

Be aware of the roles of the three ‘forms’ of the verb.

Have a good overview of the major categories of the verb phrase.

The Distance DELTA

Unit 5 Section 3 42

Contents

1. Introduction

2. The Definition of a Verb

3. Time, Tense and Aspect

3.1. Time

3.2. Tense

3.3. Aspect

4. Basic Types of Verb Phrase

4.1. The Main verb: First, Second and Third Forms

4.2. Auxiliaries

4.2.1. Ordinary Auxiliaries

4.2.2. Modal Auxiliaries

4.3. Active and Passive

4.4. Indirect Speech

4.5. Verbs taking the Infinitive

4.6. Multi Word Verbs

4.7. The Conditionals

4.8. The Subjunctive

5. Conclusion

Reading

Appendices

The Distance DELTA

Unit 5 Section 3 43

1. Introduction

The title of this section may be unfamiliar to some of you. Why verb phrase? Why

not just the verb? Or indeed why not just ‘tenses’? (Note, similarly, that in Unit 7 will

we be talking about the Noun Phrase.)

There is much more to the study of the verb than might initially be thought. First of all

verbs rarely appear in language as single words simply separating subject and an

object (She saw him). Most verbs appear as a cluster of words e.g. I’ll have finished

it by five o’clock). Secondly verbs don’t just appear as isolated tenses; components

of verbs work together in conjunction with modals, unite to work as conditionals or

express fine shades of meaning, of politeness, formality, probability etc. in their

different forms rather than simply being put together in the form of tenses.

But first: What is a verb?

2. The Definition of a Verb

“A word which (a) occurs as part of the predicate of a sentence (b)

carries markers of grammatical categories such as tense, aspect,

person, number and mood, and (c) refers to an action or state”.

Longman Dictionary of Language Teaching and Applied Linguistics.

(Words in bold direct us to other entries in the dictionary). Perhaps some of you may

be uncertain of the meaning of predicate: that part of a sentence (usually the latter

part of the sentence: personal note) which states or asserts something about the

subject and usually consists of a verb either with or without an object, complement

or an adverb.

The verb occurs as part of the predicate? It states something about the subject?

Possibly we need to deal with these terms before we go on.

SUBJECT PREDICATE

Generally the noun, pronoun or noun

phrase. It refers to something about

which a statement or assertion is made

in the rest of the sentence.

Usually consists of a verb either with or

without an object; that part of a

sentence which states or asserts

something about the subject.

Longman Dictionary of Language Teaching and Applied Linguistics.

These terms should be made clearer in the diagram below:
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Subject Predicate

Noun phrase Verb or verb phrase

Article (Adjectivals) Noun Verb Objects, complements

adverbials etc.

The angry crowd got out of control

So in this section we will be dealing with the basics of the verb forms themselves,

certainly, but in addition considering a more holistic and integrated view of the verb in

the sentence or the utterance. We will be asking questions such as:

What components is it made of? (e.g. what auxiliaries are required?), How does it

relate to its subjects and objects?, What precedes it?, What is the position of the

adverb or adverbial phrase?, What is the subsequent grammar of the word? (e.g.

does it take -ing or the infinitive?), Does it feature a tense shift? etc.

This kind of analysis could be said to reflect a current ‘holistic’ view of language.

Before continuing we need a definition of verb phrase: the Longman Dictionary of

Language Teaching and Applied Linguistics tells us it is:

“The part of a sentence which contains the main verb and also any

object(s), complement(s) and adverbial(s)”.

The same source goes on thus:” in Tom gave a watch to his daughter

all the sentence except Tom is the verb phrase”.

This does not unfortunately tally with the authoritative Grammar of Contemporary

English (Quirk, Greenbaum, Leech and Svartvik) where we read that the verb

phrase:

”Can consist of one word…or of more than one word, in which case the

phrase consists of a ‘head verb’ preceded by one or more ‘auxiliary

verbs’”.

Note that in this definition no mention is made of objects, complements or adverbials.

By implication these things are seen to play no part in the Verb Phrase.

A search in several other sources suggests that there is a variety of definitions of the

verb phrase. The main issue is whether the verb phrase is “just the verbs” or other

bits of the sentence as well. This difference in definitions of the verb phrase should

not trouble us; expect that we will find variations from book to book. For the purposes

of this Section, however, we will follow the Grammar of Contemporary English and

assume that the verb phrase is either:

A verb: for example: he went

Or

A head verb preceded by one or more auxiliary verbs:

For example: he oughtn’t to have been working.
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Note therefore that a verb phrase can consist of a single syllable up to half a dozen

or more!

Task 1: Identifying Examples of Verb Phrases (30mins)

The examples of verb phrases in the table below were taken from a newspaper

article. Look at the text with a colleague and discuss the verb phrases marked in

bold.

Note that some of these verb phrases are simply subject plus verb (had been

sleeping) others are more complex (decided to start swimming). Some of them

you will be able to label simply as examples of one or another particular tense;

others you will identify as auxiliary verbs serving different functions. Try to

comment on grammatical details of the verb, how it collocates with prepositions

and with other verbs (sometimes +-ing, sometimes + infinitive etc.). Some are

strictly speaking not verb phrases at all but have been included as examples of the

ubiquity of verbs in other forms.

Survivors of a yacht tragedy which killed two British women told yesterday of their

16-hour swim to safety through a shark-infested sea. Their 38ft yacht had capsized

six miles off the Australian coast early on Sunday with three male crew on deck.

Three women had been sleeping below and became trapped in the cabin.

June Evans, 22, told how she had awoken as the boat overturned and filled with

water. In the darkness, she hit her head on the tiller which enabled her to find her

bearings.

Battling her way out of the cabin she was hauled on to the upturned hull by the

three male crew members. In the darkness, they gave up hope of rescuing the two

other women trapped below.

The boat disintegrated; if there hadn’t been bits of debris to keep them afloat they

would have drowned.

Once they could see the coast-line in the distance, they decided to start

swimming to shore. They eventually arrived on a deserted beach and walked for

four hours to any Army base where they were picked up by a patrol and taken to

hospital, about 30 hours after the sinking.

Mr Benn, 26, originally from Brent, has lived in Australia for six years and was

working as a sailing instructor. He was criticised for taking out such an

inexperienced crew in weather coastguards described as ‘atrocious’.

See Appendix 1.
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3. Time, Tense and Aspect

In the previous section we looked at a definition of a verb. The definition was a

complex one and makes reference to other factors. We need, for example, to

consider the following:

3.1. Time

Quirk, Greenbaum, Leech and Svartvik (in their Grammar Of Contemporary

English) declare confidently:

“Time is a universal concept with three divisions…” (they are referring to

past, present and future time) ”The concept is universal in that the units

of time are extra linguistic: They exist independently of the grammar of

any particular language”.

(Personal note: we would probably be more cautious, thirty years on, about making

such large cultural generalisations!)

It is significant that in many languages the word for time is the same as the word for

tense. In Italian and Portuguese ‘tense’ is tempo, in French temps, in Spanish

tiempo, in German zeit (time) or tempus. English, then, is an exception, possessing

its own word tense. It is an obvious thing to do, to connect tense and time; time

clearly is one of the things that a tense might indicate, or at least have a relationship

with, e.g. past, present and future.

But of course we don’t have to look very far to see that the correspondence between

tense and time is a rather makeshift one. Think of these fragments:

So I leave the bar and the next thing I know (past)

I leave work at 7 every day (present)

I leave for Singapore next week so (future)

See if you can think of examples of your own.

So the teacher needs to realise that the actual names of the tenses are not

necessarily very useful ones and do not satisfactorily reflect the uses of the tense.

For example, the “present perfect” (present? perfect?) does not declare its function

through its name. Nonetheless students are often (alarmingly!) knowledgeable about

these names and they are the ones we must continue to use.

3.2. Tense

What about the word tense? What is it if it does not reliably mean time?

To the linguist (I mean the specialist in linguistics, not the speaker of languages)

tense has an extremely confined meaning. In a tense (as Michael Lewis reminds us

in The English Verb) “there is a morphological change in the base form of the verb.“

Examples of such morphological changes would be.

Burn / burns live / lived Go / goes take / took

This is clear enough; but the implications are rather surprising. This definition of a

tense (that there be a morphological change in the base form) actually means that

there are only two tenses in English! That is, the present simple with its one change

(‘s’ in the 3rd person) and the past simple with –ed or its irregular alternatives.
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But (you may be thinking) surely we talk freely about there being all sorts of tenses;

the present perfect continuous tense, for example. Yes indeed; nor is this just

careless talk in the teachers’ room! A world best-selling grammar exercise book quite

happily lists no fewer than eight past, present and future tenses; for example the

future perfect tense. (According to the strict taxonomy of linguistics there is no such

tense, made up, as it is, of bits and pieces of other verb forms).

Nonetheless I think that it would be rash (and rather pedantic) to reject the fuller and

vaguer sense of the word ‘tense’. Students are familiar with it; and we have no other

name but tense for the “composite” verb phrases such as:

The going to ‘tense’

The present perfect continuous ‘tense’

Task 2: Identifying Tenses (10mins)

A feature of older grammar exercise books was the mixed tense type exercise, and

a very useful exercise it can still be considered. Look at the following example from

Posner, M. 1971 Practice in English Nelson. Just to re-familiarise yourself with the

taxonomy of verb tenses, identify the tenses and the different uses of the tenses.

See Appendix 2.

PAPER 15

1. Put the verbs in parentheses into a correct form:

(a) It (rain) when we (leave); but by the time we (get) to the cinema, it (stop).

(b) I (not have) a holiday since I (come) to London. I wish I (take) one last August.

(c) My friend (tell) me that he (go) to the cinema and (ask) me whether I (like) (go)

with him. When he (tell) me what film he (go) (see), I (say) that I already (see) it.

(d) When he finally (arrive), we already (wait) more than an hour.

(e) She (not write) to me since she (change) her address. When I (hear) from her, I

(get) in touch with you.

(f) I (ask) him whether I (write) to them. He (tell) me (wait) until the following week.

From Posner, M. 1971 Practice in English Nelson (page 15)

This is just to refresh your use of the tense names. We have already seen how the

tenses do not always correspond to time. Indeed the uses are often quite surprising,

particularly for our students! Bear this in mind as you do the next Task.
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Task 3: The Uses of the Tenses (35mins)

As we have already noted, some individual tenses do a variety of jobs. Imagine you

were having to compile a handout for teacher training purposes for new teachers:

what uses would you ascribe to each of the following? Two have been done for

you.

Past simple

Past continuous

Present simple

Present habits states

Formal future plan

Present continuous

Will simple

Prediction

Spontaneous decision

Will continuous

Going to future

Present perfect simple
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Present perfect continuous

Past perfect Simple

Past perfect Continuous

See Appendix 3 for a key.

Caution!

To my astonishment a very well known Grammar book describes the Past Perfect

Continuous thus: “You can use this tense to say how long something had been

happening before something else happened”)

What is the problem with such an explanation? What should you avoid in doing this

task? (Answer below this box).

The author has used the past perfect continuous to clarify the past perfect

continuous! Of course it is difficult to describe a tense without resorting to the tense

itself. Nonetheless we have to try; I suggest we say “We can use this tense to say

how long something continued before something else happened.” Please feel free to

improve on this!

3.3. Aspect

What we have identified above is certainly useful but we require another term to help

us describe the meaning of the verb forms, especially if we do allow ‘tense’ its looser

meaning. This term is aspect.

Here is a definition from our usual source, the Longman Dictionary:

“A grammatical category which deals with how the event described by

a verb is viewed (my emphasis), such as whether it is in progress,

habitual, repeated, momentary, etc.; aspect may be indicated by

prefixes, suffixes or other changes to the verb… or by auxiliary verbs.

English has two aspects: progressive and perfect”.

Elsewhere the same source describes the progressive aspect as:

”A grammatical aspect which indicates that an action is incomplete, in

progress or developing”.

In other words what we would rather imprecisely term the ‘continuous’ ‘tenses’.
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Task 4: An Identifying Aspect (20mins)

Task 4a:

Look at the following examples of the progressive aspect and discuss the way in

which they indicate that the “action is incomplete, in progress or developing”:

1) I was looking round that new bookshop when I bumped into Lucy.

2) I’ll be seeing Simon tomorrow so I’ll ask him then.

3) What’ve you been doing recently?

4) I’m thinking of moving.

In 2), for example, ‘I’ll be seeing…’ is incomplete in that it is incidental,

unplanned, in the normal course of events and therefore nothing special. Now you

do the others.

See Appendix 4.

Likewise the perfect aspect is

“An aspect which shows a relationship between one state or event and a

later state, event or time”.
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Task 4 b:

Look at the following examples of the perfect aspect and discuss they ways in

which they show “a relationship between one state or event and a later state,

event or time”.

1) I’ve found it!

2) He’d known her for years when….

3) You look tired! What have you been up to?

4) He’ll have got there by now.

In 3), for example, the relationship is between the tiredness apparent now and an

implied cause in the past. Do the others. Then see Appendix 4.

Task 4 c:

Bear in mind that some verb forms can incorporate both the perfect and the

progressive aspect. Look at the following sentences and identify what extra

information the presence of both aspects.

1. She’d been working with them for ages before she got promotion.

2. He retires next week? How long will he have been working there?

See Appendix 4.

Time, Tense and Aspect: How do we interrelate these three items?

There are a variety of grids in different books that attempt to relate the three. A useful

one can be found: in Leech’s Meaning and the English Verb where we have the

following grid:

Leech, G. N. 1989 Meaning and the English Verb Longman (page 4)
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The above is a neatly packaged analysis of the relationship of aspect to tense.

Those of you who would like to study aspect in more depth might like to decipher the

impressive double page spread in A Communicative Grammar of English also by

Leech with Svartvik on pp 74-75.

4. Basic Types of Verb Phrase

Having dealt with subject and predicate, time, tense and aspect it is time to look at

examples of verb phrases. We have already sampled some in the news item we

studied. Time to look more systematically.

4.1. The Main Verb; First, Second and Third Forms

You will all be familiar with this kind of description of a verb, used in particular for the

irregular verbs:

Give / gave / given

Go / went / gone

You probably use these verb features yourself; your students probably swear by

them; many coursebooks rightly continue to include a list of irregular forms.

Most verbs are regular; that is their past and past participle forms end in –ed. This

being the case, how crucial are the irregular ones? Alas, for our students very

important because one only has to look at a list of irregular verbs to realise that most

of them are high frequency words: begin, come, go, make, put, take etc.

But what about light lit lit in which the latter two forms are the same? read read

read where in their written form the three parts look the same but in their

pronunciation are different. What about hit hit hit where the three forms are the

same both written and pronounced?

Here, then, we do have a difficult system; indeed one could barely call it a system at

all. Nonetheless it provides some kind of paradigm for students; and which many

European language speakers will already feel familiar with. We should certainly not

discourage out students when we find them muttering give gave given, bit bit bitten

to themselves, artificial though the activity may seem!

Here briefly is a sketch of each of the three parts of the verb.

The First Form of the Verb

Lewis (in The English Verb) reminds us that the first form, while called the ‘Infinitive’,

could be better called the “unmarked form of the verb” (p.65); (he might have called it

the ‘default mode’). He reminds us that as well as its ‘infinitive’ function it is used for

the present simple, for the imperative and for the future (“We leave from Paddington

tomorrow morning”).

The Second Form of the Verb

This is primarily an indicator of past time, traditionally in a context of known or

specified time; but remember it can also be use for purposes of formality (could I sit

here? rather than can I sit here?), distancing, (what was it you wanted exactly?),

hypothesizing (If he were here) etc.
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The Third Form of the Verb

This is generally known as the ‘past participle’ and traditionally we think of it mainly

as a part of the tense formation for composite tenses such as the present perfect or

past perfect. However we should also remember it is a useful constituent of all sorts

of utterances: it is an essential part of many tenses, of the passive, of the causative

etc. It operates as an adjective (interested/written). It is used as a component of

some multi-word verbs. You may like to read more from Lewis on these three parts.

See The English Verb pp. 61-74.

4.2. Auxiliaries

These are generally divided into two. That is: ordinary and modal auxiliaries.

4.2.1. Ordinary Auxiliaries.

Other languages have ordinary auxiliary verbs, verbs that help or support the main

verb.

Task 5: Auxiliaries in Other Languages (20mins)

In English, auxiliary verbs are most simply a feature of question and negative

making. Is this true of other European languages you know? Not necessarily. And

what about non-European languages? If you or your colleagues know any, you

may find some even greater differences in the making of negatives and

interrogatives.

You could post your ideas on the DELTA Discussion Forum for this month.

Now read on:

In the European languages that you know you will be aware that they make particular

use of the equivalent of the verb have or be (or others) in their making of tenses.

Avoir/etre in French tener in Portuguese haben or sein in German etc.

There is one feature of English however that is decidedly different; that is the use of

another auxiliary, do, in the making of questions and negatives.

Think of it: is this the case in the foreign languages you know? They might merely

invert for questions or just put a negative marker in (ne…pas); they might simply

indicate by an interrogative intonation or by a transposition of verb and pronoun:

du sprichst Englisch

Sprichst du Englisch?

We can safely say that the English system of the verb for negatives and

interrogatives is an unfamiliar one to most of our students when they embark on

learning English. Certainly the features do/does/don’t/did/didn’t are intrinsically

difficult because they don’t resemble the question form system of any other language

(though I have heard that in some regional forms of German there may be similarities

with the use of tun (do) in auxiliaries).
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Task 6: Much to-do about To Do? (15 min)

Discuss with your colleagues what problems students have in using the verb

do/does/don’t/did/didn’t as a part of the interrogative and negative of the verb in

English. Think of the following issues:

The complexity: negative/interrogative/negative-interrogative forms

The pronunciation of these forms

Subject and object questions: Who did you see? Who saw you?

And the ways that students contrive to get round these hazards (Where you

go? I no like etc!)

See Appendix 5.

4.2.2. Modal Auxiliaries

The modal auxiliaries are any of the auxiliary verbs which indicate attitudes of the

speaker/writer towards the state or event expressed by another verb.

Another word sometimes used instead of attitude is modality.

The modals are: may, might, can, could, have (got) to, will, would, shall, should,

(dare).

They represent a large and complicated area; there are problems of meaning (the

subtleties of must/have to or could/was able to); there are syntactic ones with have

to/got to, how they collocate with the main verbs, how they operate in the

interrogative and negative forms.

Problems of Meaning and Form:

A typical problem with meaning, for example is with May/might/could and their past

equivalents, (may’ve etc.).

What do these words mean? A 50% probability? And if that appears a gross

simplification (and of course it is!) what should we be saying to help our students?

And what about the difference between the three? If students see three forms, they

will believe there are three gradations of meaning! Would you hazard any distinctions

between the three? Discuss this with your colleagues. (May I suggest that if you

(native speakers) can’t come to an agreement in five minutes then it’s probably best

to tell your students that they mean the same!).

And what about problems of form with these three modals? mightn’t/couldn’t..and

mayn’t (would we accept that?); what about the pronunciation of mightn’t’ve? etc.
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Task 7: Meaning and Form of Modals (40mins)

Taking your cue from the medley of problems above, think now of all the problems

of meaning and form inherent in: the following pairs of modal auxiliary verbs.

Consider them from as many points of view as possible. Consider them (where

applicable) in their past, present and future forms, as well as affirmative and

negative, in all persons. This may look like a manageable list until you embark on

the task and you may find that it takes a good time to map out the behaviour of just

one of these pairs!

Can/can’t

Could/was able to

Must/have to

Should/ought to

Have to/don’t have to

To do this you will find the following titles useful:

Parrott M Grammar for Language Teachers

Thornbury S About Language

Swan M Walter C How English Works

If you are lucky enough to be working with a group at your work place you may like

to share these out between you and meet to compare results. If you are more

isolated divide up the task with an e-group and put your findings on the Discussion

Forum.

See Appendix 6.

4.3. Active and Passive

The switch from active to passive has already been noted earlier under

subject/predicate. We are all aware of the mechanics of active to passive

transformation; it is a system which teachers rather enjoy elucidating, and one

students are eager to ‘go over’ once again. Indeed the issue does lend itself to a

large scale review on the board (tabulation, arrows etc.). Furthermore it is easy to

convey, both in meaning and form to European students because largely the same

forms exist in their languages; which facilitates, (indeed perhaps even invalidates?)

the undertaking.

Since this is a major language point it might be worth considering how coursebooks

deal with it, particularly its meaning/context.
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Task 8: Active and Passive (20mins)

The following published material is devoted to the Passive.

Together with a colleague go through as many coursebooks as you can muster and

consider the way that the meaning and form of the passive is dealt with. For an

example, see Appendix 7 where there is a commentary on the extract below from

Upper Intermediate Matters.

(On a personal note I often find that coursebooks are particularly uninteresting on

this point, with an inexplicable liking for agricultural and industrial production! As you

discuss these materials see if you can think of more interesting contexts. Avoid

products and processes: we do not need “Coffee is grown in Colombia” once

again!).
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Bell, J. & Gower, R. 1992 Upper Intermediate Matters Longman (page 92)
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4.4. Indirect Speech

This is another area similar to the active and passive above in that it involves a great

deal of manipulation and transformation. First of all there is the transformation of the

verb forms themselves, which involves the tense shifts with which we are all familiar.

But of course there are other major complications here within the verb phrase;

changes to the pronoun, changes to time markers to say nothing of the complications

of indirect questions and the syntactical tangle that this can cause!

Task 9: Indirect Speech (15mins)

We have seen that there are obvious changes in direct to indirect speech: tense

shifts etc. Look at the exercise below and see what other changes are required in

the transformation of these examples. You may be surprised at how many

transformations are required. Think about lexical and stylistic as well as syntactical

changes!

See Appendix 8.

Graver, B. D. 1986 Advanced English Practice Oxford University Press (page 178)

Write the sentences in reported speech, using the most

suitable reporting verb for each sentence, or using said

with an adverb of manner .

1 It's up to you to decide, but don't come and ask me for

help if you get into difficulties.'

2 'Don't forget to take your passport with you.' ,

3 'For Heaven's sake stop asking me stupid questions!'

4 'Surely you don't think your friend is serious?'

5 'Do as you're told, and stop arguing!'

6 'What a fool I was not to accept the job! Still, it can't be

helped now.'

7 'Here's to the bride and bridegroom.'

8 ' Please don't say anything to him, for my sake.'

9 'Shall I post this letter for you?'

10 'I've had just about enough of your insolence. One more

word out of you and you'll go to the headmaster.'

11 'Do you mean to say that you've lost the money on

horse-racing?'

12 'If you're so clever, why don't you try doing it yourself?'

13 'Of course, I could have won the race easily if I had

really tried.'

14 'Go away! Can't you see I'm busy?'

15 'Give me the keys to the safe or you'll regret it.'
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4.5. Verbs taking the Infinitive

Students quickly become aware that some verbs are followed by verbs in the

infinitive, some with verbs in –ing form.

It is understandable that we should look for a logic that lies behind this fact but it is

unlikely that we will be able to find one that is simple enough to provide a useful

guide to the students. Much of the time we are obliged to say that there is no rule that

can help them here; that they have to learn each collocation as it comes. But some

things can be said, if tentatively.

What, for example, might you say to your students about verbs that follow these

verbs: love/like/dislike/hate/stop?

(On a personal note I have noticed that students given an exercise matching verb

with infinitive or-ing seem instinctively to get 75% right, 25% more than one might

expect from an apparently arbitrary system!)

4.6. Multi Word Verbs

These are often generally referred to as ‘phrasal verbs’. The category ‘multi-word

verb’ however includes also prepositional phrases (Get on a bus, speak to a person

etc.).

Multi word verbs are by and large a language feature peculiar to English. (Of course

other languages, notably German, have a form of phrasal verbs, though the structure

is very different.) Students are well aware of this distinctive feature of English and

indeed appear to have an enormous appetite for multi word verbs, undeterred by the

700-odd pages of the Longman Dictionary of Phrasal Verbs! The fact remains that

in everyday English most of the time we draw on a mere thirty or so of these verbs

and a student able to do likewise would be of an advanced level.

There is not space here to go into the quite complex ‘behaviour’ of multi word verbs.

The questions we need to ask, however, are:

Is the verb transitive or intransitive?

If transitive are the components of the verb separable or inseparable?

If transitive and separable can the object go in either position?

The answer is, of course: yes it can, if it is a noun, but no if it is a pronoun.

A good practical review of these issues and others can be found in titles such as:

Acklam, R. 1992 Help with Phrasal Verbs Heinemann

Workman, G. 1993 Phrasal Verbs and Idioms Upper Intermediate Oxford

University Press

4.7. Conditionals

It was generally thought that there are three, (possibly four) conditionals and one or

two examples of mixed conditionals. The truth is of course more complicated!
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Task 10: Thinking about Conditionals (20mins)

Language can rarely be simplified to the extent that we can say, for example: ”There

are three conditionals”. But from a pedagogical point of view this can be a useful

thing to say to learners. Such a system prevails in very well known texts such as

Murphy’s English Grammar in Use Units 36,37,38. These three units provide an

appropriately simplified set of rules for the Conditionals for intermediate students,

dealing with the First, Second and Third conditionals in turn.

There have been criticisms of such simplifications, especially given the evidence of

real language use revealed by computer language Corpora. Look at the Units from

Murphy in Appendix 9. What examples can you think of that suggest a far more

complex system? And to what extent (and at what levels) do we tell our students

about these complexities?

See Appendix 9.

4.8. The Subjunctive

I mention this issue in order to get it out of the way! In many languages the simplest

sentence may necessitate a subjunctive. The English

I want you to go

Becomes in French

Not je veux que tu vas

But je veux que tu ailles

Ailles being the subjunctive of the verb aller is a special form and another problem

for the learner of French. This means that French students of English may seek an

analogous system in English. The good news for them is that there isn’t one!

It is true of course that we do have ways of conveying the distancing and formalising

character of what is, in other languages, the subjunctive:

I wish he were here

It was suggested that he be considered for the job

Or

So be it

But these do not require a whole other set of verb forms.

5. Conclusion

This section has aimed to give an overview of the Verb phrase for the purposes of

teaching. With a grasp of the issues and facts above you will be equipped to deal

with most of verb issues you encounter in the classroom. Under Essential Reading,

below, you will find practical classroom-oriented advice. But language is such that

there will always be exceptions to the rule, anomalies etc. In order to explore these,

the titles under Recommended Additional Reading would be useful.
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Reading

Essential Reading

Leech, G. 1989 Meaning and the English Verb Longman

Lewis M. 1986 The English Verb LTP (pp61-74)

Thornbury, S. 1997 About Language Cambridge University Press

Recommended Additional Reading

Acklam, R. 1992 Help with Phrasal Verbs Heinemann

Leech, G. & Svartvik, J. 1988 A Communicative Grammar of English Longman (pp

74-75)

Murphy, R. 1985 English Grammar in Use Cambridge University Press

Parrott, M. 2000 Grammar for Language Teachers Cambridge University Press

Quirk, R., Greenbaum, S., Leech, G. & Svartvik, J. 1972 Grammar Of

Contemporary English Cambridge University Press

Swan, M. & Walter, C. 1997 How English Works Oxford University Press

Workman, G. 1993 Phrasal Verbs and Idioms Upper Intermediate Oxford

University Press
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Appendices

Appendix 1: Identifying Examples of Verb Phrases

Had been sleeping: the past perfect continuous with elements of both the perfect

and continuous aspects.

She had awoken past perfect simple. Perfect aspect here.

Enabled her to find some verbs take verbs in the infinitive, some with –ing. This is

one of the former.

Was hauled this is, of course, the passive.

Battling her way -ing participle. I have included “her way” because I consider that

this is a multi-word verb of a rather obscure but interesting type.

Gave up hope of rescuing phrasal verb (give up) with object, verb in –ing form.

(While rescuing is not a part of the verb phrase, note the presence of verbs

appearing in other forms; here as a gerund).

If there hadn’t etc. Third conditional with an embedded extra clause to keep them

afloat. Note the concentration of verb forms in this example. No fewer than eleven

words are primarily devoted to verb phrase.

Once they could see…this is operating as a time marker.

They decided to start swimming note the way two of the verbs are followed here

by other verbs: decide takes the infinitive, start takes the –ing form

They were picked up …taken to, are examples of the passive.

After the sinking…sink has become a noun; while this is, once again, not a verb

phrase, it is useful to see, once again, a verb working as a noun.

He has lived present perfect with ‘for’ - duration of time.

Was working past continuous.

Was criticised past passive +for -ing.

Appendix 2: Identifying Tenses

a) past continuous, past simple, past simple, past perfect simple

b) present perfect simple, past simple, past perfect simple

c) past simple, past continuous, past simple, would like + infinitive, past simple, past

continuous, infinitive with to, past simple, past perfect simple.

d) past simple, past perfect continuous.

e) present perfect simple, past simple, present simple, will future (last 2 make first

conditional).

f) past simple, past perfect simple, past simple, infinitive with to

The Distance DELTA

Unit 5 Section 3 63

Appendix 3: The Uses of the Tenses

Past simple Informal narrative past

Past continuous Continuous action around

specific time in the past

Present simple Present habits/states

Formal future plan

Present continuous Action at moment of

speaking

Future plan

Will simple Prediction

Spontaneous decision

Will continuous Future action around fixed

point in future

Something a person will do ‘

anyway’

Speculation about present

activity of another

Going to future Intention

Prediction based on evidence

Present perfect

simple

Experience

Action begun in the past and

still happening now

Present perfect

continuous

Action begun in the past and

still happening now

Past perfect Simple Action that happened before

another point of time in the

past

Appendix 4: An Identifying Aspect

4a

1. Here the progressive aspect suggests incompleteness (sometimes simplified into

the concept of interruption).

2. (See example in Task).

3. Here the progressive aspect indicates an incomplete time that precedes and

includes the moment of speaking.
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4. Here the progressive aspect suggests an incomplete, ongoing action (decision).

4b

1. Here the perfect aspect indicates the relationship between the finding and the

implied previous action – looking.

2. The perfect aspect backgrounds the next clause, later in time.

3. (See example in Task).

4. The perfect aspect here is used to indicate the relationship between arrival

(before) and now (moment of speaking).

4c

1. In this sentence the perfect aspect (she’d been) indicates the relationship

between one point in the past and a later one (promotion). In the same sentence,

the progressive aspect (working) indicates an action in progress.

2. In the second sentence of this example, the perfect aspect (will he have been?)

indicates the connection between two moments in time: beginning work (in the

past) and finishing it (in the future). The progressive aspect (working) indicates

continuity.

Appendix 5: Much to-do about To Do?

The starting point for a list of problems would have to be question forms in the

learners’ L1. These are invariably simpler than they are in English. In Italian he works

is lavora. Does he work is lavora? He doesn’t work is non lavora. Think about the

languages you know. You may find that the question and negative forms are often

quite simple and do not require any syntactical changes or auxiliaries. (Mind you,

Korean has a whole range of interrogative verb forms!)

English then is complicated:

There is the presence of the words do/does/did/don’t/doesn’t/didn’t.

There is the problem of the phonological weakening of these so that they are

almost unrecognisable /dz/ dj/.

There is the confusing fact that the third person s, which elementary learners

labour to acquire suddenly disappears from the main verb and attaches itself to

the auxiliary (he goes / does he go?).

There is the fact that the very frequent verb ‘have’ can have ‘do’ as an auxiliary

(do you have?) or not (have you?), and that this may depend on UK or US

varieties of English.

There is the fact that the main verb do also employs the auxiliary do: so that we

have ‘Do you do?’, (and each of the do’s is pronounced differently!).

You might like to add to this list.
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Appendix 6: Meaning and Form of Modals

(Note that under problems of form we are dealing only with problems specific to the

modal use of these verbs, not just any difficulty of verb syntax in general.)

Can/can’t

Problems of Meaning: nothing of great difficulty here, as long as the learner realises

that this does not just denote ability but permission, request etc.

Problems of Form: pronunciation of weak and strong forms; also the options: can’t

and cannot

Could/was able to

Problems of Meaning: the fact that in meaning these are used differently, could being

for general ability and was able to for a particular instance of the ability.

Problems of Form: nothing particular here

Must/have to

Problems of Meaning: the issue of whether the speaker is the authority or not; the

added problems that we can be our own authority .e.g. I must e-mail my sister!

Problems of Form: pronunciation /haf/ rather than /hav/.

Should/ought to

Problems of Meaning: or rather a lack of them! Students seeing two synonymous

verbs want to ‘know the difference’. I tend to say: “They’re the same. Which one do

you like? Use it!” Of course there are differences that could be identified but they are

subtle and (on a personal note) I am inclined not to encourage useless worry, at least

prior to advanced levels!

Problems of form: nothing particular.

Have to/don’t have to

Problems of Meaning: the fact that the negative indicates lack of obligation, not

negative obligation.

Problems of Form: possible temptation for student to say ‘Have you to…?’.

Appendix 7: Active and Passive

In the extract, the most striking thing about the way meaning is dealt with is that there

is a total lack of context. It is assumed that learners are already familiar with a range

of different uses of the passive, and that they are able to reproduce the ‘rules’ they

have previously been taught. They are referred to a written version of these ‘rules’

(the grammar reference section) to check their ideas.

In terms of form, again, there is little or no context provided. Learners are

encouraged to manipulate or transform a series of sentences. Complex issues of

form, however, are touched on e.g. where a verb has 2 objects.
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Appendix 8: Indirect Speech

There is the usual range of tense shifts (present - past, past – past perfect) which we

tend to focus on rather at the expense of other issues such as:

The modal changes: will – would, can – could.

The tricky uses of imperatives: She told him to go/not to go.

Pronoun changes.

Time marker changes: she went there yesterday - he said she’d been there the

day before.

The possible use of reporting verbs other than say/ tell etc. e.g. explained /

complained / promised.

Verbs that are followed by that: he predicted that…./ he denied that…
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Appendix 9: Thinking about Conditionals

Murphy, R. 1997 English Grammar in Use Cambridge University Press (Units 36,37,38)
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Commentary

The following is a list of some exceptions to the three-part simplification of the

conditionals that has been popular in English language teaching. First of all some

general doubts:

The fact is that many conditional clauses exist in isolation; that is they do not

consist of two clauses, an ‘if’ clause and a second clause.

If they do have two clauses they are not necessarily in the order of the if clause

first.
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There is not necessarily an if in the “if” clause! Instead of ‘If he comes..’ it could

be ‘when’; or it could be ‘If he came..’, ‘Were he to come...’ or ‘Suppose he

comes..’ or many other forms.

Before discussing the “three conditionals” we must remember the zero conditional: if

+ present + present.

“The“ first conditional: When can be used as well as if; indeed a whole range of

words can begin the sentence: as soon as, the moment….(the moment I get there

I’ll…) etc.

What other problems have you found?
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Phonology 2

Summary

This section is about Connected Speech. Before looking at the features of connected

speech, however, we will need to look at the issue of stress, both word stress and

sentence stress. We will also be looking at some features, (one could almost say

‘distortions’), that result from the fact that English is largely a “stress-timed language”.

We will be looking at a selection of exercises and activities dealing with features of

connected speech.

Objectives

By the end of this section you will:

Know about the features and problems of word stress and sentence stress in

English.

Be able to outline the differences between syllable-timed and stress-timed

languages and how English belongs to the latter category.

Be able to identify and explain how the nature of stress-timing causes particular

features of connected speech.

Be prepared to teach students how to recognise features of connected speech

and how to produce these features as accurately as possible.
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1. Introduction to Stress and Word Stress

Stress is a term we use to describe the prominent syllable of a word or a sentence.

We can talk about word stress and sentence stress.

Each word has a ‘more strongly’ stressed syllable. (If it is a monosyllabic word, of

course then the word itself is all ‘stress’. However monosyllabic words are sometimes

the less important ones and are likely not to be stressed at all. In “Luke’s taller than

Samantha”, for example, the word ‘than’ is unstressed).

The position of stress is an important feature of an utterance; even in a single word it

can be a defining feature; indeed a word mis-stressed is not only “wrong”; it could be

unrecognisable to the listener. Worse it could be heard as something else.

Important is stressed on the second syllable. Move it to the first syllable and see

what happens?

Important mis-stressed becomes impotent.

What is stress exactly? It is when a syllable is made louder and longer; as a result

there is a greater expulsion of air. The other syllables become (or appear to be) weak

by contrast. There can also be a change in pitch; in fact the stressed syllable will be

where meaningful pitch movement takes place. (There will be more about pitch in

Unit 7 Section 2).

The question arises: how can learners know where the stress falls when they first

encounter a word on the page? Is there any way we can help them, at least to have

some expectations as to the patterns of stress? Certainly there are rules, or at least

patterns: see the following task.
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Task 1: Evaluating Word Stress Rules (20 minutes)

Look at the following rules concerning word stress. Of course these are not absolute

rules. Your task here is to test these rules. Can you think of exceptions to each?

There is ‘front weight’ in many nouns and adjectives: water/ugly

In words with suffixes the suffixes are never stressed: -ly quietly etc.

There is a set of words which can be used as a verb or a noun in English (there

are a few cases of noun or adjective):

1) Increase export import content

2) Overflow insult decrease

In all these words, the noun has the stress on the first syllable, and the verb has

the stress on the last syllable.

The following suffixes (-ary, -ator…etc.) cause the stress to be placed on the

fourth syllable from the end of the word (this applies, of course, only to words of

four or more syllables).

Many ‘everyday’ nouns and adjectives of two-syllable length are stressed on the

first syllable. Examples are: sister, brother, water, paper.

A general tendency is for the stressed syllable to be somewhere in the middle of

the word rather than on the first or last syllable in words of four, five or six

syllables.

Compound Words: Words formed from a combination of two words tend to be

stressed on the first element. Examples are: postman, newspaper, teapot and

crossword.

The suffix ‘-able’ usually does not change the stress pattern of a word to which it

is added. So in ‘commend’ the stress is on the second syllable, in

‘commendable’ it remains on the second syllable.

Most of these rules or tendencies are from Kelly, How to Teach Pronunciation or

Kenworthy, Teaching English Pronunciation.

Word stress rules are very often:

Complicated

Complicated to express

Fraught with exceptions (as any language rules are, of course!)

These may be useful rules for the purposes of descriptive linguistics but are rather

complex from the pedagogical point of view. (On a personal note I would fear for any

learner earnestly attempting to learn such formulae on his own!). Even the simplest

‘rules’ tend to be cautious: and of course the writers cited above recognise this. Of

one particular stress observation Kelly writes: “This is a valid observation. But how
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dependable a rule can this be to a student?”. In saying so he recognises that a useful

rule of linguistics may have dubious pedagogic value. So it could be that an ‘ad hoc’

approach to stress may be a more effective way of dealing with this problem.

2. Teaching Word Stress

You will recall that when we dealt with sounds we described the stages of:

Recognition

Production

The same stages can apply to the work we have to do on word stress (and later on

sentence stress and features of connected speech). Once again it could be said that

by and large students need to recognise before they can produce.

Here we will look at some of the exercises that we can give our students to help them

with the recognition and production of word stress. First recognition:

Task 2: Recognition of Word Stress - Activities (20mins)

a) From Kenworthy, J. 1987, Teaching English Pronunciation, Longman

“Same or different”?

The learners are presented with words or short phrases in pairs, and asked to say

whether they are the same of different in stress pattern. For example:

Operate / beautiful

Coca-cola / lemonade

This is a useful exercise for recognition purposes, providing the lexical items are

known to the learners, so that they see them as relevant to their language learning

as a whole. It could be used as a warmer or as part of a focus on revision of lexis

covered during the previous week / term / course.

b) Now consider the next two exercises from published pronunciation materials.

(See after this box). How useful is each exercise? In what way(s) might you

adapt them? How would you incorporate them into a lesson?

In the following exercise, for higher level students, the main task is the identification

of the main stress. Connected to this is also focus on those weak syllables that have

the schwa sound /«/.
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From Bowler, B. & Cunningham, S. 1991 Headway Upper Intermediate Pronunciation

Oxford University Press
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In the following exercise the focus is on word stress patterns:

Haycraft, B. 1994 English Aloud 1 Heinemann (page13)

Task 3: Production of Word Stress - Activities (20 minutes)

Here are two activities from different books for the productive practice of word

stress. As before:

a) What is the exercise focusing on?

b) How useful is the exercise?

c) At what level would you introduce these materials?

d) In what way might you adapt them, incorporate them into a lesson?
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From Cunningham, C. & Moor, P. 1996 Headway Elementary Pronunciation Oxford

University Press (page 31)
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From Haycraft, B. 1994 English Aloud 2 Heinemann (page 23)

3. Introduction to Sentence Stress

Stresses in sentences (sometimes known as prominence) may be the result of

several things.

a) Some words are more likely to be stressed than others because they are content

words rather than structural words. In our previous sentence:

Luke’s taller than Samantha.

Clearly the two names and the comparative adjective are more prominent than the

modest little structural word ‘than’ (which would almost disappear in rapid speech).

b) Secondly some content words have more prominence than others. This is for a

reason. Think about this: learners or even recently trained teachers sometimes

ask this question: “Where is the stress in this sentence: ‘He’s been working in

London for five years’ ”?

Of course the assumption here is wrong; a sentence has no one correct stressed

syllable. It would most probably be on the word years if only because the natural fall

of a neutral statement would take place there. But if you think about it contexts could

be imagined that would allow us to stress this sentence in different places:

1) He’s been working in London for five years.
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2) He’s been working in London for five years.

3) He’s been working in London for five years.

4) He’s been working in London for five years.

5) He’s been working in London for five years.

The meaning in each instance is as a result quite changed, for sentence stress is of

course meaningful. Sentence stress differentiates between one explicit option and

lots of other implicit ones; there are always invisible alternatives:

He’s been working in London. (not Innsbruck, not Grimsby).

For the sentences 1-5 above you might like to find a conversational context for each

of the possible utterances, and think of the implicit alternatives.

c) Another reason for words to be stressed rather than other words is that some

words are new information, other words information that is already known. Think

of this conversation at a party:

Host: (to guest) I thought John was coming? (Here John is the ‘new

information’).

Guest: Oh John’s coming OK. He’s getting a lift with Mary. (Here John is now

‘old information’. Mary is new information so is prominent).

4. Teaching Sentence Stress

As we have seen, in a typical sentence most syllables of the sentence are not

stressed. Indeed often all of them except one remain unstressed. One of the

problems in drawing the students’ attention to sentence stress is to risk them

becoming over-attentive to details that would perhaps be best disregarded in the

interests of focus on the single stressed syllable. Even left to their own devices

students will focus on individual syllables, possibly giving them prominence that is not

required! And who can blame them? As J, Kenworthy says in Teaching English

Pronunciation:

“Every word seems important to someone who is struggling to put

together a message in a new language”.

What can we do to help students with sentence stress? Once again work has to be

done for both recognition and production:

4.1. Recognition

Here are two extracts from current materials that deal with the recognition of

sentence stress:
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From Haycraft, B. 1994 English Aloud 1 Heinemann (page 23)
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From Cunningham, S. and Bowler, B. 1990 Headway Intermediate Pronunciation Oxford

University Press (page 32)

4.2. Production

There are activities we can use to help the learner. The first thing of course is to deal

with the phenomenon mentioned above whereby a differently stressed word changes

the emphasis of a sentence and its meaning. Kenworthy describes the following

activity:
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“At beginners level it is possible to demonstrate the shift of stress using

simple dialogues in which the two speakers ask each other the same

question in turn. Here’s an example (stressed syllables are in bold):

A: What do you do?

B: I’m a computer programmer. What do you do?

A: I work in a solicitor’s office”.

Here are two further examples from books devoted to Pronunciation. Notice that

while in both the materials the activities are productive in the first (English Aloud 1)

the production is simply imitative, though it remains a valid exercise. In the second

(from Headway Upper Intermediate Pronunciation), students have to think

consciously where the appropriate stress should go and this provides a useful stage

between recognition and real production.
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Haycraft, B. 1994 English Aloud 1 Heinemann (page 30)
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From Bowler, B. & Cunningham, S. 1991 Headway Upper intermediate Pronunciation

Oxford University Press (page 3)
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Task 4: Questionnaire on Word and Sentence Stress (40mins)

Compile a questionnaire to be distributed to your colleagues. How do they teach

word and sentence stress? Find out as much as you can of their tricks of the trade.

Your questions are going to concern how they focus on:

Both word stress and sentence stress: ask them what they do.

In class generally to indicate stress position (really investigate this; teachers do

odd things in this area; make them confess!) on the board.

In the presentation of new language items, lexical, structural, functional etc.

Post your most interesting findings or 3 favourite ideas on the Discussion Forum

on the DELTA website.

5. Features of Connected Speech

5.1. Introduction

We might imagine that it is possible to specify a ‘correct’ pronunciation for each word.

Even a dictionary is likely to tell you that she is pronounced /Si:/ In fact, within a

crowded and rapidly spoken sentence in which this word has to jostle for space, she

may end up something more like /SI/ as in she goes or /S«/ or just /S/ as in she lives.

In complete utterances all sorts of ‘distortions’ take place; this is true of all languages,

of course; but is a phenomenon particularly evident in English, which is

phonologically an extremely malleable language; weak syllables (i.e. most of them)

get squashed together; strong ones can be remarkably attenuated.

Take the question “How long have you worked here?”

Say this at natural (i.e. fast) speed and you will see that the four syllables of

howlong’veyou probably take slightly less time than the syllable worked!

In everyday conversation this would sound, or rather “look” something like this:

hlongvyou w o r k e d here.

5.2. English as a Stress Timed Language?

These extra well defined stressed syllables are a major feature of English. As a result

English has sometimes been described as a stress-timed language Longman

Dictionary of Language Teaching and Applied Linguistics gives this definition:

“A stress timed language (such as English) is a speech rhythm in which

the stressed syllables recur at equal intervals of time”.

Note that while the stressed syllables recur regularly the spaces in between can

accommodate varying numbers of syllables, often crammed together and

phonologically ‘distorted’.
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So if English is identifiable as a stress-timed language, what are other languages by

contrast?

The answer is syllable timed languages.

“A syllable timed rhythm is a speech rhythm in which all syllables are

said to recur at equal intervals.” (Note the caution here: my emphasis).

French, for example, could be seen as such a language: If you say the following

sentence you will notice a more or less even regular fall of syllables:

“Il est arrive a six heures” (example from Longman Dictionary).

If you aren’t sure about this find a French speaker to say this for you.

The Longman Dictionary is rightly cautious about these two types of “timing”. They

are tendencies rather than absolute categories. Nonetheless it is certainly true that in

English a dramatically different number of syllables can be found between one

stressed syllable and the next, and furthermore that this obliges English words to be

distinctly “elastic”.

6. Consequences of Stress Timing

The fact of stress timing means that within words some syllables become weakened

and distorted, indeed have to be in order to ‘fit into’ the stress timing. But things

happen not just within words; we also have to see what happens at their junctures,

where one word borders with another.

Here are some of the things that ‘take place’; these are generally known as “features

of connected speech”:

Assimilation

Catenation

Elision

Intrusion

Weak forms

6.1. Assimilation

This is when a speech sound changes becoming more like another sound which

follows or precedes it.

(This fact is already visible even in the spelling of words. For example it is not by

chance that we say impossible and intolerant. Try to switch the negative prefixes

around and you will find them almost unsayable (inpossible?) What we are looking at

then is the phonological “law of least effort”. Spoken language certainly obeys the

assimilation law of least effort. Look at the word handbag. Lady Bracknell in the

Importance of being Earnest, in her famous line, might actually pronounce each of

those three consecutive and very differing consonants (/ndb/ try saying those three

together - quite an effort!); but in ordinary speech we would probably go for

/hQmbQg/).
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6.2. Catenation

Say the phrase pie and chips; now transcribe it in the phonemic alphabet it may be

that you have written:

/paI «nd./ and that would be more or less correct; but if you think about it (but not so

much that you start dwelling on each phoneme because this would defeat the

purpose of the exercise!) you will probably realise that there is a little /j/ coming in

/paIj«nd/

Another example would be an intrusive /r/ in, for example:

China /r/ and Japan. This /j/ and /r/ are like links in a chain (which is what catenation

means) these particular examples of catenation involves intrusion, the intrusion, that

is, of an extra phoneme to facilitate articulation, but in fact catenation happens from

word to word without any intrusion taking place. Think of this utterance:

In a minute I’ll be leaving for….

Say this at normal speed and listen carefully to what happens between in and a and

what happens between the t of minute and I’ll.

6.3. Elision

This is the leaving out of a syllable that is there in its written form; for example

suppose is generally pronounced /sp«uz/. Elision can also be seen working between

words: think of the phrase fish and chips: the /d/ disappears.

6.4. Weak forms

If a word is unstressed it often appears in its weak form. For example can might be

pronounced /kQn/ but it is probably more often pronounced /k«n/. Here we have the

most notable example of a weak form, the schwa sound, one of the commonest

vowel sounds in English; indeed an archetypal English sound. It is towards this

sound that many common, unstressed non-content words conform when they are

unstressed. The following words, for example, are more often that not used in their

weak form, surprising though some of them may seem.

And, than, to, that, must, but, are, of, from, them, some, shall, was, does, can, are all

most often pronounced /«/.

The weakening to schwa is one of the most common weak forms. There are others

however; for example:

Been /bIn/.
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Task 5: Weak forms (10mins)

Look at the following and mark all the weak forms:

We took her along and we sat and waited for her. When we were told she’d got in

we went down to meet the other girls. They were really nice but I said to Emma:

“You can always come home I’m only a phone call away) And that was it. When

their first single, Wannabe, went to No 1 it was, like, just amazing. I suppose it’s like

when you win the raffle. It was a family occasion and a friend brought some

champagne around—which was something we never had.

I personally found eleven /«/s in the first two lines!

7. Teaching Connected Speech

7.1. Some Issues concerning the Teaching of Connected Speech

While it might be possible to focus in some detail on individual phonemes, study of

connected speech is more of a challenge. There are indeed particular reasons why

focus on features of connected speech is difficult:

The first is familiar. We discussed it under the teaching of sentence stress. In

order to focus on features of connected speech we have to look at the details.

But this is self-defeating because looking at the details may make us lose sight of

what happens at speed. If our students think about them too much then they will

tend to give their full strong form value when they say them. The emphasis has to

be on fluency.

But here lies our second problem: the normal description of the features of

connected speech is necessarily a description of native speaker speech. Things

happen because we are speaking with certain fluency, a fluency which almost

certainly, the learner is not capable of. Some teachers believe in teaching their

elementary learners to say, from the very beginning: /we«dZ«lIv/ for ’where do

you live?’ A case can be made for this; on a personal note I have argued this

myself. Certainly a student who has learned to say with caution where-do-youlive

may indeed have difficulty in speeding up and saying /we«dZ«lIv/. On the

other hand will the student ever be accurately fluent enough for these features to

happen? In turn it could be argued that they will reach fluency only if they are

given the means to do so, that is features of connected speech. Thus we come

full circle.

Top-down and bottom-up are terms generally applied to the way in which we

approach the components of a text. Typically top-down would focus on overall

knowledge or awareness of the text type, our expectations as we approach the

text and so on. Bottom-up would approach the message of the text primarily

through its language components. With caution the same terms might be applied

to how we approach analysis of phonology. Do we see the utterance top-down,

as a whole, holistically? Or do we approach its constituents, bottom up atomistic

ally? Certainly current thinking favours the former approach.
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An excellent discussion significantly entitled “Should we teach…aspects of

connected speech”? can be found in Kelly op cit. (The author interestingly raises

the issue that some students have the idea that features of connected speech,

contractions, weak forms etc. are a kind of laziness; this is a commonplace of

what we might call “folk linguistics”! Almost weekly you will find a letter to a paper

denouncing the slovenly contraction of, say, is not to isn’t!) His answer to his

question above you can read should you have access to the title (see Essential

Reading). His conclusion appears to be that while we may not be able to make

our students reproduce the features of connected speech outlined in this section

it is nonetheless worth attempting to do so because it “is a very good way of

enhancing students’ understanding of fast and fluent connected speech" i.e. it

helps their listening.

Clearly a modest amount of attention to features of connected speech must be

part of our pronunciation teaching. Ideally it should be integrated into all language

focus. Furthermore attention to the features of spoken language can only be

done in its natural habitat, so to speak; that is at natural speed.

Below are samples of materials for the teaching of features of connected speech:

firstly recognition and discrimination.

As usual we begin with Recognition.

The first concerns schwa, the most common feature of connected speech:

Fletcher, C. & O’Connor J. D. 1989 Sounds English Longman (page 88)

Another example of connected speech initially recognition based but subsequently

productive is the following:

(Note: That this also involves intonation; we must always recall that there is no

separation of intonation from all the aforementioned features of connected speech

though intonation itself will be dealt with in its own section).
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From Cunningham, S. and Bowler, B. Headway Intermediate Pronunciation Oxford

University Press p.82

Below is a further example of focus on some of the features of connected speech

described above. I will not specify what they are. You can identify them yourselves!

See if you can identify which features are being examined here:
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Fletcher, C. & O’Connor J. D. 1989 Sounds English Longman (page 86)

Now for exercises devoted to Production

Most exercises concerning features of connected speech necessarily focus on

production. Indeed production of strings of connected speech is at the heart of

modern language teaching. We are working on production of connected speech the

very moment we drill a sentence; for in drilling there is an emphasis on speed and

naturalness. (On a personal note I sometimes say to trainee teachers: look after the

strong syllables and the weak ones will look after themselves).

For our final task in this section see below:
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Task 7: Features of Connected Speech as they appear in Pronunciation

Materials (30mins)

Here is a list of connected speech activities. (Note the task does not depend on the

availability of these books):

1) Headway Intermediate Pronunciation

2) English Aloud Book 2

Do not open these books yet!

Look at the lists below and make a brief note of what features of connected speech lie

behind each of these heading.

Headway Intermediate Pronunciation

Contractions of the verb to be (for example here the issues would be multiple!)

Weak forms of Would you and Do you

Weak forms of was and were

Contractions and weak forms with Shall and I’ll

Word linking

As…as…

Weak forms of ‘for’

Modals of obligation in connected speech

Contractions of will and would

Can and can’t in connected speech etc.

English Aloud Book 2

Weak forms with must.

Predicting the Stresses.

Weak forms and word linking, stressed and unstressed auxiliaries.

Weak forms of will.

Sentence stress with would have been.

Looking at the above areas with a colleague try to work out in each case what the

connected speech issues will be under each topic. For example under weak forms with

must, the connected speech issues would be the weakening of /mÃst/ to /m«st/ or in

some cases /m«s/, or alternatively the strengthening of it to / mÃst / for a final answer; the

fact that there is no weakening in the negative etc. When you have identified what you

think the issues will be, (and only then!) look at the books and confirm your predictions.
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Reading

Essential Reading

One of the following:

Kenworthy, J. 1987 Teaching English Pronunciation Longman

Kelly, G, 2000 How to Teach Pronunciation Longman

Recommended Additional Reading

Dalton & Seidlehofer 1994 Pronunciation Oxford University Press

Roach, P. 2000 English Phonetics and Phonology Cambridge University Press

These teaching texts are the ones mainly drawn from in this section:

Cunningham, S. & Bowler, B. 1991 Headway Intermediate Pronunciation Oxford

University Press

Cunningham, S. & Bowler, B. 1991 Headway Upper Intermediate Pronunciation

Oxford University Press

Cunningham, S. & Moor, P. 1997 Headway Elementary Pronunciation Oxford

University Press

Haycraft, B. 1994, English Aloud 1 and 2 Heinemann

O’Connor, J. D. & Fletcher, C.1989 Sounds English Longman
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Exam Thread: Further Work on Question One

Summary

This month we will be starting with revision questions about the Exam in general and

Question One in particular. We will then work through another Question One.

You will then be doing your first of two timed mock exams, which you will post or fax

to your Course Tutor. This will give you the chance to experience writing under exam

conditions and will give us the opportunity to offer you some individual advice on

exam technique.

You will need to spend about 5 - 6 hours on exam work this month.

Objectives

By the end of this section you will:

be clearer about assessing a discursive essay.

be clearer about what constitutes a pass answer in this type of question.

have practised answering all three Tasks under exam conditions.

have feedback from your Course Tutor about your exam performance.
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Contents

1. Revision

2. Training

2.1. Question One, Task 1

2.2. Question One, Task 2

2.3. Question One, Task 3

3. Exam Practice: Mock Exam

Appendices

(Material from the DELTA written exam report is reproduced by kind permission of

Cambridge ESOL)
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1. Revision

TASK 1: Revision Quiz (10mins)

General:

1. How long is the exam?

2. When can you start writing?

3. How many tasks do you have to pass?

4. If you pass two Questions completely but fail all the tasks in Question Three, will

you pass?

5. How do you get a Distinction?

6. If you make some English mistakes in the exam, will you fail?

Question One:

7. What are your assessment criteria for Task 1.

8. What would not constitute an 'area' of weakness for follow-up work in Task 2?

9. Write five justifications for selecting weaknesses in Task 2.

10. Complete the gaps:

In Task 3 you need to include practical ideas for a________-_______ and p_______

and your answer should be very sp ________, contain plenty of e ________, and

relate closely to this l________ and this t _________(complete the gaps).

See Appendix 1

2. Training

In Unit 3 we looked at samples of letter writing. This month we are looking at a

different text type: discursive essays.

2.1. Question 1,Task 1

If the effect on the reader is a particularly important area when assessing a letter,

what would you say will be critical in assessing a discursive essay of the sort you

might find in an FCE exam?

TASK 2: Assessing a Discursive Essay (5 mins)

List at least 5 criteria for assessing this type of essay.

See Appendix 2
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TASK 3: Identify Key Instructions (1 min)

Read the rubric in the Question below (December 2003) and underline key words in

the three Tasks:

A low advanced class on a preparation course for university study was asked to write

an essay on the following topic:

"Formal examinations are not the best way of discovering a person's capabilities.

Discuss." (300 - 500 words).

Task 1 (25 mins)

Identify and evaluate both the strengths and weaknesses of the text, making specific

reference to the assessment criteria you are using.

Task 2 (10 mins)

Choose two major areas of weakness for follow-up work. Justify your choice.

Task 3 (25 mins)

How would you help this learner in these areas of weakness? Give practical examples

to support your suggestions.

See Appendix 3
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TASK 4: Assessing the Learner's Strengths and Weaknesses (35mins)

1. Spend five minutes doing the task yourself. Write a brief draft in answer to the

task. This will give you a benchmark against which to assess the student's

performance.

2. Now read the learner’s essay and write your answer to Task 1. You may find the

task daunting if you are not used to assessing writing at an advanced level, but if

you start with global issues such as the effect on you, the reader, and task

achievement, this will give you a way into the analysis.

3. Give yourself 30 minutes (5 mins reading / thinking and 25 mins writing). Whilst

you are doing this, refer to your own version of the task to help you assess the

student's version.

4. Alternative suggestion: If you prefer, you can try and answer all 3 Tasks yourself

before reading further (1hour 10mins).

Check your answer against the guideline answer in Appendix 4

3

0233/3 Insert Dec03 [Turn over

Sample Text relating to Question 1
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TASK 5: Assessing a Candidate’s Answer (15mins)

Read the specific assessment criteria for this task

Read the sample answer written under exam conditions and grade it against the

assessment criteria. Why did you choose this grade?

See Appendix 5 for an evaluation of the answer.

Specific Assessment Criteria

In order to reach PASS standard, candidates must:

present or make reference to a set of valid assessment criteria for a written text of

this genre.

Within the criteria stated candidates should:

include discussion of task achievement. Comments should take account of the

learner's level.

pick out a range of features contained in the text and relate them accurately to

the criteria they have listed. At least one feature must relate to each assessment

criterion listed. Where an area of particular strength or weakness is identified,

more than one feature is expected.

give examples of both strengths and weaknesses (though it is not necessary that

they give examples of both for every assessment criterion).

A strong candidate is likely to provide the above in a well-ordered fashion that

provides a balanced and comprehensive view.

In order to reach DISTINCTION standard, candidates must:

include a comprehensive range of assessment criteria

acknowledge that the language used by the learner is appropriate for the

task/genre

indicate which are the key strengths and weaknesses of the text.

(Examination Report December 2003 Cambridge ESOL)
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Sample Candidate Answer

Overall, this is a strong attempt at the question by a student at a low advanced

level, respecting the genre and answering the question directly. However, more

detailed analysis will reveal strengths and weaknesses.

Task Achievement

Strengths:

The student addresses the question and respects the word count.

There is a good development of a (one-sided) argument in the body of the

essay.

Weaknesses:

The student focuses almost exclusively on the disadvantages of formal

exams with only a cursory mention of advantages in the introduction

Effect on the Reader

Strengths:

The argument is developed with an introduction and detail followed by a

conclusion and food for thought - appropriate for what a reader would

expect.

On the whole a formal style is maintained throughout

Weaknesses:

Informal fixed expressions are used which are inappropriate to the genre -

e.g. 'not a wink of sleep' and 'catch the meaning'

The density of the ideas in the body, and the overuse of linking devices and

complex sentences (e.g. l 22 - 24) , mixed with abrupt short simple sentences

(l 18 - 19) has a negative effect on the reader and lessen the coherence of

the essay. Greater coherence can be expected at this level.

Organisation and Discourse:

Strengths:

The paragraphing is relevant and appropriate for a student at this level.

Awareness of discourse devices is good and they are frequently (sometimes

TOO frequently) used.

The organisation is consistent with the genre and guides the reader through

the essay.

Weaknesses:

Over-use of linking phrases and occasional mis-use (e.g. 'especially' line 5 and

'although' and 'not only ' + 'but also' line 22) detract from clarity of

meaning.
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A lack of 'advantages' as a separate paragraph is a major weakness at this

level and particularly considering the nature of the class - i.e. prep for

university study.

Range of Grammar and Lexis

Strengths:

There is strong awareness of a range of fixed expressions, sentence heads

and formal conjunctions - e.g. 'Although,' ' However,' 'even though' lines

22,8 and 7.

There is a wide range of lexis within the field of 'exams' and 'formal

education' (e.g. 'social activities, 'public education, well-educated,

compulsory' all strong for this level.

The student attempts a wide range of sentence structures including

conditional forms (lines 3 - 5 and 11 - 12) and complex sentences.

The use of a majority of present tenses maintains cohesion and should be

considered a strength.

Accuracy of Grammar, lexis and punctuation:

Strengths:

Sentence construction is generally strong for a student at this level, with a

good awareness of syntax

The tense use is accurate and appropriate for the most part

Appropriate formal terminology is used in much of the essay (e.g.

'capabilities' , lines 6, 16 and 17)

Spelling is excellent and puncutation is generally accurate with a few slips.

Weaknesses:

There is wide evidence of mis-collocation throughout the essay (e.g. lose

their chance, contain + aspect, prove their qualification) which detracts from

the strength in range of lexis.

Some linking devices are mis-used, which hinders comprehension (e.g.

'according to no.. l. 24)

There are occasional slips with tense use, particularly with conditionals (line

12 -13). However, I feel these are in general 'slips' and are not a major

weakness.

2.2. Question One , Task 2

We suggest you go back to the Exam Training section of Unit 3 and look again at the

advice given for this task. Before you do, can you remember why a lot of people fail

this task?

(You’ll find the answers in Appendix 4 of Unit 3)
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Task 6: Areas for Follow-up Work (10mins)

Now read the rubric for Task 2 and write your answer.

See Appendix 6 for a sample answer and a checklist for assessing your answer.

2.3. Question One , Task 3

TASK 7: Ideas for Helping the Learner

We suggest you take two of the following areas: either task achievement or

organisation and either discourse markers or lexical inaccuracy. Remember to:

Refer to this learner and the problems in this text and this genre/text-type.

Be specific.

Give examples e.g. of a text for analysis, of an exercise, of language.

Make sure your ideas and examples are relevant to the level: a low advanced

student.

If you find yourself short of ideas, research in coursebooks, talk to colleagues,

discuss ideas in the Discussion Forum.

In Appendix 7 there are 4 clear Pass practical sections based on the 4 areas. In each

case there is a good amount of detail and exemplification. Compare these with your

own descriptions.

Study Skills

Have you started a system for collecting practical teaching ideas in preparation for

the exam? Has anyone taken up the idea of the card system? Perhaps anyone who

has devised a useful system would like to share it with your Study Group.
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3. Exam Practice: Mock Exam

To give yourself the experience of doing a paper under exam conditions, we suggest

you organise a quiet place and time in which to do the exam. You will need three and

a half hours. It is helpful if your Local Tutor or a colleague downloads the paper for

you so that you attempt it unseen.

When you have done it, please post or fax your answers to your Course Tutor but

make sure you keep a copy for yourself. The Mock Exam does not count towards

your assessment and so we need to see it, ‘warts and all’ so that we can give you

some constructive feedback. We need to receive it by the deadline so it is vital that

you factor in the posting time to your tutor.

Please do not pass information about the Mock Exam on to any participants from

your Centre who will be doing the Distance DELTA in future sessions.

Some Tips/Exam Techniques

Three and a half hours is a long time but it still doesn't seem to be long enough for

many people to write as much as they need/want to and as a result sometimes

people spend too much time on Question One Task 1 at the expense of others.

Then by the time they get to Q2 T3 they suddenly panic as there is only an hour left

and leave this one out. Don't!! Remember Q2T3 is crucial as it shows your practical

ability.

So, rather than using the full reading half hour to read, try spending 5 minutes

skimming Questions Two and Three very quickly, noticing any LA tasks which you

think look quick and easy and any which are more difficult. Then get straight into

answering Question One. You can probably allow yourself more than one hour on

this question (one and a quarter?), but please don't spend too long on Task 1. It's not

worth it! Just aim for a competent answer. You can cover Task 2 quickly and then

put more effort into Task 3.

If there's a truly horrendous LA task in Question Two, don't tackle it immediately. Do

the easier of the two LA tasks first and then do Question 3 to give yourself some

confidence and then go back and have a go at the difficult one. Remember you will

be in good company, as most candidates worldwide will find the task challenging.

In Question 3 make sure that if Task 2 asks you about underlying

assumptions/principles, you try and give at least six (four is all that are needed, but

add some extra just in case). If you're pushed for time there's no need to give more.

In Task 3, if it asks you to evaluate, aim for about six separate points and make sure

each one is explicitly linked to the profile of the group or context outlined at the

start. If you are seriously in trouble over timing, say you only have 20 minutes to do

both tasks, it is better to do one properly than two partially.

Never do half a question. E.g. if there is a part (i) and a part (ii), don’t just do part (i)

as it will automatically fail if the second part has not been attempted.

However, aim to answer all the tasks in the paper.

Good Luck!
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Appendices

Appendix 1: Revision Quiz

1. Three and a half hours. The first half hour is intended to give you enough time to

read through the questions and extracts.

2. As soon as you like. You can write during the first half hour.

3. Five out of nine. If you get fewer than this, your paper will be double or triplemarked.

In any cases that are deemed to be borderline pass / fail, your

Coursework and Extended Assignment could be scrutinised in order to see if

weaknesses in the exam are compensated for by corresponding strengths in

other components.

4. No. You have to pass at least one task in each question. However, if you passed

5 or 6 tasks clearly in Questions 1 and 2, your paper would be scrutinised as

above.

5. A Distinction candidate must pass all nine tasks, with a Distinction answer in two

Tasks in different questions.

6. Not usually. It is recognised that people make slips under exam conditions.

However, if your work were so error-laden that it made it very difficult to

understand, the script would be scrutinised by Cambridge, who would make a

decision.

7. These are the suggested headings. You could have organised this slightly

differently but you need to check you have the same coverage:

a) Task achievement / communicative competence / effect on the reader

b) Appropriacy of style and genre

c) Organisation, cohesion and punctuation

d) Range and complexity of language: lexis and grammar

e) Accuracy of language: lexis (including spelling) and grammar

8. A minor mistake that was only made once or twice, e.g. leaving out commas or

making a slip with prepositions when most prepositions in the piece were fine.

9. The following justifications would be satisfactory. The most important ones to

identify are those that relate to the learner's future developmental needs:

Learner's future academic needs, e.g. often at intermediate level, they will be

going on to take an exam. Perhaps they are going on to University study.

The transferability of the area in terms of other situations / skills, current and

future.

An area relevant to the learner's future professional needs, e.g. business,

academic.

Appropriacy of focus for the learner's level and general progression in English, or

an area that is way below their level in other areas. If this issue is not addressed,

the error may become fossilised.
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An area which will lessen the strain on the reader.

10. awareness-raising / production / specific / examples / learner / text

We recommend before progressing further that you take the opportunity of re-reading

the Exam Training section from Unit 3 together with the comments made by your

Course Tutor on your own first attempt at this question (the letter from a Japanese

learner about Tokyo).

Appendix 2: Assessing a Discursive Essay

You will probably be looking for:

task achievement – fulfilling all the requirements of the rubric without irrelevancy

content – sufficient ideas/examples?

logical organisation of content into paragraphs (an introduction, articulation of

ideas – if relevant, an argument for and an argument against and a conclusion)

appropriate use of relevant discourse markers to help us follow the argument

clear topic sentences for each paragraph

clarity of expression of ideas and, in this case, particular phrases to introduce

ideas

essays need to be written in “easy to follow language, which does not impose a

strain on the reader” ….

…. modified by our considerations of the learner’s level of English

verb form use relevant to the topic and genre: e.g. tense, passive/active voice,

modals

lexis and lexical sets relevant to the topic

Appendix 3: Key Words

Task One

Task 1 (25 mins)

Identify and evaluate both the strengths and weaknesses of the text, making specific

reference to the assessment criteria you are using.

Task 2 (10 mins)

Choose two major areas of weakness for follow-up work. Justify your choice.*

Task 3 (25 mins)

How would you help this learner in these areas of weakness? Give practical

examples to support your suggestions.
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* Note: in the most recent exams the rubric for task 2 finishes with : Justify your

choice with reference to the learner's language and skills needs. This is to remind

candidates of the type of justifications required.
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Appendix 4: Assessing the Learner's Strengths and Weaknesses

Following is the guideline answer from Cambridge ESOL. You would not be able to

cover anywhere near as much in the time available. This answer is the result of

several markers brainstorming rather than one person working under timed

conditions. Check, though, that you have covered all the categories, exempified

sufficiently and that your answer is on the same lines.

Guideline Answer

Communicative competence / Task achievement / Effect on the reader

Strengths

The learner has attempted to complete the task: in the second paragraph she has

given five acceptable reasons why formal examinations are not the best way of

discovering a person’s capabilities.

She attempts to involve the reader by asking a question at the end of the first

paragraph.

The content is relevant and sufficiently directed.

She respects the word count.

Weaknesses

There is an imbalance between the advantages and disadvantages of formal

examinations. There should be a balance in a discursive essay.

The reader is confused at times, particularly at the beginning of the essay. It is

unclear why the learner begins with mention of public education in the second

sentence when the topic is formal examinations and exactly what she means:

Schools are a representative of public education by leading by the government.

Students at schools are obliged to attend classes and take examinations. (lines 2-

3); it is unclear how examinations usually give opportunities to examinees once or

twice. (lines 11-12) or what the learner means when she writes have any social

personalities according to no social activities (lines 23-24). Generally, the reader

can guess the learner’s meaning, e.g. in the final paragraph, but they have to

work at it, which causes a strain. There is also irrelevant information, e.g. lines

18-19.

Appropriacy of style and genre

Strengths

The style and rhetorical patterns are appropriate for a formal essay (though not

fully realised) e.g. The essay opens with an appropriate sentence reflecting the

topic: Public education has been more popular since our society was

industrialised (line 3) and the first paragraph ends with a stylistically appropriate

rhetorical question: However, are they the best way of discovering a person’s

capabilities?

The learner is aware of the features of the discursive genre as she mentions the

convenience of examinations in the first paragraph, to balance the anti arguments
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to come, and offers some alternatives to formal examinations in her final

sentence.

W

eaknesses

There is an inconsistency of style: the lexis used is generally formal/impersonal

but the learner sometimes uses expressions more common to spoken English,

e.g. a wink of sleep (line 20), as a matter of fact (line 15)

Range and complexity of language

Strengths

Some examples of control of an appropriate range of structures and

connectors:e.g. Students at schools are obliged to attend classes and take

examinations. (line 3) e.g. If they did not do courses or examinations, they could

not graduate from schools and prove their qualifications. (lines 3-5)

A number of examples of control of an appropriate range of lexis, collocation and

phrases: e.g lexical set relating to examinations: public education; schools;

students; attend classes; take examinations; graduate from schools;

qualifications; examinees; subject; well-educated; compulsory; high/good marks;

Collocation and phrases: e.g. a wink of sleep (line 20), have an accident (line 12).

Another thing to be considered (line 17), attend their classes (lines 20-22), does

not depend on formal examinations totally (lines 27-28)

Weaknesses

The learner could use a wider range of modals to soften her message, e.g. line

10

More synonyms are needed to refer to candidates. More expressions to talk

about abilities e.g. skills, strengths, assets

There is a lack of complex subject-noun phrases which would be expected in this

genre, e.g. one could expect ‘a well educated intelligent student’ in line 22 rather

than a student or ‘Students at schools, studying for compulsory state examinations ….

Organisation, cohesion, punctuation

Strengths

Discourse markers are sometimes accurately and appropriately used: e.g. however

(line 8); firstly (line 12); secondly (line 13); Another thing…(line 17) .. not only gets

the high marks … but he also (line 22); to sum up (line 27)

Weaknesses

The organisation of the essay is not well executed, although it is clear that the

learner has an idea of what the structure should be. There is an introduction, an

argument section and a so-called conclusion, although more examples are added

in a final paragraph that should have preceded the conclusion. The closing is

therefore weak.

Paragraphing is also inconsistent. The first paragraph is a competent

introduction, the second paragraph needs dividing, and the final two paragraphs

are single sentences. The paragraph layout is also inconsistent.
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There are occasional punctuation errors, e.g. … take examinations, If they (line

13), To sum up. the best way… (line 27)

Unclear and excessive pronoun references often make the text difficult to follow:

e.g. the second paragraph opens with They, which is an anaphoric reference to

Examinations in the first paragraph. However, they in the first paragraph refers to

students (lines 3-4) and nobody (line 6) as well. Him and it (line 7) probably refer

to a person and to information respectively.

Connectors are often misused, which compounds the unsatisfactory coherence

posed by the problems enumerated above. They may be used in the wrong

position, e.g. Especially formal examinations are convenient (line l5), … prove a

person’s capabilities, for example (line 18). There are problems with meaning: in

case is used instead of if (line 14), according to is used instead of or (lines 23-

24). Although is used instead of even though in line 22. It is unclear whether the

learner knows that even though is written as two separate words as she uses it

correctly in line 13 and incorrectly in line 7. There are problems with style : the

use of As a matter of fact (line 15) and possibly Especially (line 5) are more

appropriate for spoken discourse.

The learner also overuses linkers in that she uses one in almost every sentence.

As they are often used incorrectly, the reader is constantly wrong-footed.

Accuracy of language: lexis (including spelling) and grammar

Strengths

Generally consistent use of the present simple tense, and appropriate use of the

present perfect, helps to maintain coherence, for example in the first paragraph.

Generally accurate use of articles and determiners.

Spelling is generally good.

Weaknesses

Syntactic errors too frequently impede communication: Schools are a

representative of public education by leading by the government. (line 2),

Although a student not only gets the high marks of every subject but he also is

well-educated and intelligent he doesn’t come to classes on time or have any

social personalities according to no social activities. (lines 23-25)

Inconsistency of verb form, e.g. the present simple to the past in the first

paragraph. Also at the beginning of the second paragraph, e.g. Firstly if

examinees were ill or unfortunately have an accident, they would lose their

chance (lines 12-13)

Inaccurate or clumsy lexis is used, especially collocations as the appropriate

phrase is not known: public education (line 1), *graduate from school (line 4),

*prove their qualifications (line 5), confirm their abilities (line 7), they

(examinations) can not contain every aspect of a person’s abilities (lines 10-11),

catch the meaning (line 15), take examinations very well (line 16), their

conditions (line 16), prove a person’s capabilities (line 18), important parts (line

21), teachers’ mention (line 29); … formal examinations are convenient to
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measure a person’s capabilities during the short time (lines 5-6) (in a short time?/

in the short term?)

Inconsistent use of open or closed conditional sentences, e.g. If they did not do

courses or examinations lines 3-4, if examinees were ill or unfortunately have an

accident (lines 12-13)

*candidates may mention these are acceptable in American English

In order to pass, candidates must mention two of the following weaknesses:

Cohesion: referencing / linkers

Task achievement / effect on reader / coherence / organisation

Lexical inaccuracy

Extracts from the Examiner’s Comment on performance in the exam:

The demands of the task appeared to differentiate clearly between candidates who

had had experience at this level or with EAP learners, and those who had not. The

former successfully emphasised writing skills and the poor effect on the reader as

well as lexical and discoursal marker accuracy. The weaker candidates struggled and

focussed on minor errors of grammatical accuracy or style, with the result that their

answers lacked a sense of level or prioritisation.

…some appeared to take longer over this task than was wise. Centres should train

their candidates to identify weaknesses, particularly in terms of range of lexis which

the majority of candidates found hard to discuss and the requirements of the given

genre, i.e. in this case the fact that an academic text of this nature requires a denser

lexical style.

…weaker candidates still continue to list errors without a clear sense of priority.

Appendix 5: Assessing the Candidate’s Answer

The candidate meets all the criteria for a pass: He has chosen appropriate criteria

with which to evaluate the text. He has identified the main organisational issues of

the text and has given an overview of each criterion. He picks up on problems with

linkers, despite some repetition, and of the key problem of imbalance of argument

under task achievement. However, in order to reach Distinction standard, the

candidate needed to identify problems with referencing or more importantly, cite

weaknesses under range which led to inadequate learner expression at times.

(Examiner's Comment on Sample Answer. Examination Report December 2003,

Cambridge ESOL)
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Appendix 6: Areas for Follow-up Work

Specific assessment criteria

In order to reach PASS standard, candidates must:

identify two areas of weakness for follow-up work; these must be areas and not

individual errors

present a separate justification for the choice of each identified area of weakness

which considers the learner's development and future needs

make some reference to level

In order to reach DISTINCTION standard, candidates must in addition:

identify two key areas of weakness for follow-up work; and

present justifications that demonstrate original insight into the strengths and

weaknesses of the learner as shown by the text.

Following is a Distinction Answer. Notice the emphasis on the learner's future

developmental needs and the provision of several different justifications.

The areas I would choose to work on as high priority areas are :

Coherence and cohesion and improving vocabulary related to study

I feel coherence and cohesion is a high priority area because the st.

clearly needs remedial work on this area, and help to develop more

sophisticated writing. He has basic skills of paragraphing and linking but

needs to become more sensitive to why we paragraph and how to organise

and divide his ideas into paragraphs. This will make his writing more

intelligible, and more appropriate. If he is on a preparation course to study

at an English University (EAP – English for Academic Purposes) it is obvious

that he will need to be able to write essays following British academic

conventions and patterns of thought, which tend to be more linear than for

example Latin people such as Spanish who can be very repetitive in

discussions. By improving his range of linkers he will also make his writing

more sophisticated and appealing to an academic audience.

I think improving his lexis related to study is important in two key ways. It

will allow him to talk with more ease about a topic which is presumably of

some interest to him as a student, and which is a common topic in English

language exams such as CAE. As a university student he is likely to be

taking some kind of English aptitude test in the future. Understanding this

lexis will allow him to access information and advice about study skills. It

also provides an opportunity for the development of useful study skills,

such as using a dictionary and recording new lexis. The rubric does not
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state that the text was written under examination conditions, yet the st.

makes errors with collocation and is repetitive in his lexis. If he becomes

more aware of this and how to avoid it, his writing will become more

accurate, he will be able to help himself more when experimenting with new

language and his writing will make a better impression on the target

reader.

Examiner’s Comment on Sample Answer

The candidate’s choice of areas was appropriate and she gave a good range of

sensible justifications particularly for the second area. She referred to the importance

of awareness of audience and to the learner’s future educational needs, including

study skills which are key in a university environment. Whilst there was some

repetition, the quality of this answer was above average.

(Cambridge ESOL Examination Report December 2003)

Guideline Answer

Possible areas for work are:

Task achievement / planning / organisation of ideas and paragraphing

The reader sometimes loses the thread because some sentences are very confusing

and include ideas, which do not logically link together. The student obviously has

ideas but needs to present these more coherently in order to create a better

impression on the reader. Presumably the learner wishes to go on to study at an

English medium university and her writing needs to be at a better standard than it is

at present. The learner will presumably be motivated to improve and understand the

need to work on answering the question. Hopefully by raising the learner’s

awareness of the need to organise her writing, other types of writing may also

improve, e.g. writing reports.

Discourse markers

The reader is constantly wrong-footed when discourse markers are used incorrectly

which makes it hard to follow the flow of the learner’s argument. The learner already

has an appropriate use of linkers for contrast, addition, exemplification, reference,

introducing new information and summing up. There is no need to introduce new

ones, the teacher needs to make sure that she can use these ones accurately in

terms of form, meaning and style. This is one of the key areas that low advanced

students have to break through in order to become truly advanced. The learner

needs to know which discourse markers are appropriate in spoken or written English,

again for her future university studies, i.e. which ones she should use in written work

and which would be more appropriate in seminars or giving presentations. It would

not take that much work to raise her level of knowledge as she generally appears to

understand their uses and hopefully it would make her message clear. It might also

discourage her from overusing them, which would in turn, help the reader. These

discourse markers are also useful in other written genres, e.g. formal letters.

Lexical accuracy

The learner has a potentially good vocabulary and one could assume that she had

heard these phrases before and is misusing them or that she is prepared to take
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risks with vocabulary use. She probably needs training in using a good collocation or

mono-lingual dictionary, which will help her future studies and make her more

independent, a skill that she will need at university. vocabulary development is also

an area of particular importance at advanced level (the student’s grammar is

generally reasonable), and would move her writing to a more sophisticated level. It

would also have an immediate impact on her spoken production.

Grammatical accuracy

Candidates may choose to do work on referencing and consistency of verb forms in

order to help the reader access the text more easily. By making the learner aware of

the importance of referencing, they can then apply this knowledge immediately to

other writing they have to do.

Range of grammar and lexis

Modality/range of modals, e.g. expressions such as It is arguable that …, It may be

assumed that …, Some critics have suggested that …Work might also be done on

complex sentences (see Task 1) in order to make the student’s writing more

sophisticated and raise it to a higher level.

NB Articles/determiners, prepositions, punctuation, appropriacy of style, and the first

conditional were not accepted as appropriate areas to work on.

(Cambridge ESOL Report December 2003)

Check your answer:

Have you chosen an area rather than a minor error?

Have you given clear justifications based on the learner's future needs?

Are there at least two different justifications, preferably more?
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Appendix 7

Here are some very good answers based on real candidates’ tasks. Some are more

sequential and others are collections of ideas. Note the detail: in each case they

come across as being convincing ways to help this student with this text. In the case

of answers based on systems work, notice how the language chosen is clearly

related to the text and to the student's level.

Task achievement

Awareness-raising

Students read the rubric for the task and underline the key items. We talk about what

is involved in 'discussing,' i.e. the need to cover both sides of the argument. Students

re-read their original essays and decide if they have covered the rubric sufficiently.

Students listen to a tape of teachers talking about their views on exams; the

recording includes some irrelevancies and students make notes on the main views

expressed and then decide which ideas are relevant to the rubric. Alternatively,

students can be given a list of ideas and they have to decide if they are relevant to

the question, e.g. 'Formal examinations favour people who are good at certain skills,

such as writing quickly (relevant); University education is important for everyone (not

relevant).'

Students can look at their own essay or read another student's and underline the

number of relevant points made.

Production

Students brainstorm ideas for and against exams. An enjoyable way to do this would

be for students to stand in different parts of the classroom depending on whether

they are in favour or against formal exams. They compare ideas with those students

who are standing close to them. I would monitor and make notes on an OHT.

Then they have a whole class discussion and I add to the OHT any more ideas that

emerge. As a group we discuss which key ideas they want to include in their essay.

They then return to their original essay and rewrite it, adding any new points and

cutting out any irrelevant points.

Another idea is for students to have copies of the class essays with no name and no

conclusions. They read the essays and write the conclusions based on the points

made in the main body of the text. They then compare their conclusions with the

original task.

Organisation

Awareness-raising

Students are given a good and a bad model of a discursive essay. The topic could be

something similar, e.g. It is not important for all young people to stay at school until

they are 18. Discuss. After initial comprehension of the content, students are given

'noticing' questions, e.g. How many paragraphs do the essays have? Howm many

ideas are there in each paragraph? What's the introduction like? Is there a clear

conclusion? etc. Students discuss the questions in small groups and draw up a list of

criteria. They then use the criteria to evaluate their own essays.
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Students are then given a list of ideas for the essay on exams and they have to

decide which ones would go in the introduction, the advantages paragraph, the

disadvantages paragraph and the conclusion.

Production

Students are given a good model of the exams essay using the ideas above but with

missing topic sentences. They should read each paragraph and write a topic

sentence individually and then in pairs. I help them to compare this with the original

topic sentences.

Students rewrite their original essay paying attention to appropriate organisation of

the content and using topic sentences for each paragraph.

Discourse markers

Awareness raising

Students are given a paragraph from a good discursive essay on a similar topic but

with the sentences out of order. Students have to put the sentences in the correct

order and need to recognise referencing and the use of linkers to do this. I would

have the correct answer on an OHT and then go through the paragraph with the

students, underling the linkers, checking their position in the sentence as well as

using circles and arrows to show pronoun references. For example:

Students are then given the full text and underline other discourse markers. They

then categorise these in terms of e.g.

Sequencing Adding Exemplifying Contrasting Drawing conclusions

First of all Moreover In particular However, To sum up,

Production

Students are given a list of errors from their essays which they correct. These could

be written on individual OHT slips and each pair tries to correct one or two problems.

I would circulate and help. Each pair would then display the incorrect item, see if the

others could correct it and then explain the correct version. E.g.

Especially formal examinations are convenient

In particular formal examinations are convenient

They could not answer them in case they did not catch …..

They could not answer them if they …

Students do some practice exercises, e.g. sentence completion : Even though

exams are not always fair, they________

I

would then give each pair three or four advantages or disadvantages in relation to

the original task rubric and they could write them up into a paragraph using some of

the means of linking we had studied.
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Lexical inaccuracy

Awareness raising

I would start with a brief dictogloss of problems with exams which would include

some of the following correct vocabulary based on problems in their essay: 'leave

school, show evidence of their qualifications, understand the questions, a convenient

way of measuring, in the short term, a teacher's reference,' etc. Students would try to

reconstruct the text and then we would look at the correct version on an OHT and

they could notice where they had a different phrase.

They could then look through the student's original text and see where an incorrect

form had been used.

Production

The students correct their original essays. I would have used a correction code

indicating where the lexis was incorrect. If the words hadn't been covered by the

dictogloss above, they could work in small groups and try and find a better

expression, using a collocation dictionary. I would monitor and help. Students could

then teach the class any new expressions they had discovered.

Students would finally complete a lexical mindmap on the topic of examinations, e.g.

candidate / student / learner; to sit / take / pass / fail an examination; a means of

assessing / measuring / indicating / showing evidence of a person's ability; exams

have a positive / negative effect on.. etc.
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Extended Assignment: Analysing samples of spoken

English; setting objectives; writing the first draft

Contents

1. Review

2. Analysing the samples of spoken English

3. Evaluating your learner’s listening and reading ability

4. Evaluating discrete item tests of vocabulary, grammar and pronunciation

5. Writing up section 3 of the assignment

6. Drawing up a list of learning objectives

7. Sending in a first draft

8. Summary of tasks for this unit

9. Appendix : Guidelines for presentation of the assignment
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1. Review

By now you should have:

Finished collecting data (samples and tests) and kept copies of completed

questionnaires, tests etc, transcripts of relevant parts of recorded conversations

to go in the appendix of the assignment.

Written a first draft of Part 2 of the assignment, the rationale for choosing the data

collection techniques you are using.

Read about learning styles and motivation.

Gathered information about your learner’s preferred learning style.

Written up Part 1 of the assignment – the Learner Profile (approximately 750

words excluding appendices).

Finished analysing your written samples.

2. Analysing the samples of spoken English

In this unit you need to continue analysing your sample and test data and evaluating

your learner’s strengths and weaknesses. In this section we will consider spoken

samples and in sections 3 and 4 we will look at receptive skills and discrete item

tests.

In the same way that you were asked to identify clear categories to analyse and

assess the learner’s writing, you need to devise assessment criteria for speaking.

In Unit 4 Section 3 (Testing and Assessment) sub-section 7.4 and Task 16 you

looked briefly at the assessment of speaking and were asked to brainstorm a list of

criteria that could be used in an analytic scale to assess speaking. It would be useful

to look back at what you did there as you may well be able to use this now.

You were also advised to look at the Cambridge ESOL handbooks (KET, PET, FCE,

CAE, CPE). If you don’t have hard copies of these, you can access and download

them from the Cambridge ESOL website (www.cambridge-efl.org). It was also

recommended that you read an article on assessing speaking (Dawson, J. 1997

Assessing Spoken English ETP Issue 5) although note that the categories he

suggests are slightly different in terms of organisation than the ones from Cambridge

ESOL. In addition you might use criteria from the IELTS speaking test if this is

relevant to your learner.

However you decide to categorise aspects of the speaking skill, you need to make

sure that you focus on the following in your analysis:

Phonology

This will include production of individual sounds, use of strong and weak forms,

linking, elision, assimilation, word stress, sentence stress (prominence) and effective

use of intonation.

Consider how far phonological features of the learner’s L1 affect his or her

pronunciation in English. Also consider the reasons for any particular features that

you mention. Are these because of L1 or are some of them features common to
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many learners of English. Ask yourself which areas could be worked on to improve

pronunciation.

Grammar

Here you will look at the range and accuracy of grammatical structures in relation to

the learner’s level. Consider what different grammatical structures the learner uses or

attempts to use, whether they produce them correctly or not and if there are patterns

in this which reflect their grasp of rules. Are there areas which stand out as well

grasped, in need of remedial work, or ‘gaps’ which suggest something they could

usefully learn at the level they are at? How does their grasp of grammar in speaking

compare with their performance in writing or in a discrete item test? Try to make

links across the 4 samples/tests of writing and speaking here. Again, a stronger

assignment will seek to explain the reasons for the errors.

Lexis

Here you consider the range, accuracy and appropriacy of lexis in relation to the

level. Is the learner able to produce a range of lexis appropriate to the task? Is it

correctly formed and appropriate to the intended meaning? Are there examples of

appropriate, well- formed lexical chunks and correct collocations? Is the register

appropriate to the task? (For example, does the learner display an awareness of

when colloquialisms are appropriate or not?) Are there obvious areas that the learner

could work on to improve? Try to make links across the 4 samples/tests of writing

and speaking here.

Discourse management

This category includes speed of delivery, the ability to produce coherent and

extended (if appropriate) chunks of language, the ability to maintain a flow of

language over several utterances, the ability to link ideas throughout the discourse

(e.g. use of linkers, pronouns, backward/forward looking references etc.) and the

relevance of what the learner says to the task and what has already been said. The

task type obviously affects what the learner should produce e.g. there will be more

short turns in a conversation and more opportunities for extended utterances in a

monologue (e.g. storytelling or presentation). Again, look for strengths in this area as

well as problem areas and think of ways that you might help the learner with this.

Interactive communication

This also relates to discourse and here you look at the learner’s ability to take an

active part in the development of the discourse, whatever the task. This refers to the

ability to initiate and develop interaction, turn-take as appropriate (if it’s a dialogue or

discussion), use repair strategies as appropriate, and speak without too much or

inappropriate hesitation. You may also want to look beyond the actual language at

the use of gesture, distance and eye contact if you recorded this in some way. Think

about strengths and weaknesses once again.

The above categories are based on the assessment criteria used in the Cambridge

ESOL speaking tests.

Some other suggested categories for assessing speaking are:

Accuracy

Appropriacy

Range
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Flexibility

Size

(Taken from: Weir, C. 1988 Communicative Language Testing Prentice Hall)

Overall communicative effectiveness

Intelligibility

Fluency

Comprehension

Appropriateness of language

Resources of grammar and expression

(Taken from: Douglas, D. 2000 Assessing language for specific purposes

Cambridge University Press)

You might want to refer to these books for more detail. Another book you may find

useful in your analysis particularly of the spoken sample is:

Swan, M. & Smith, B. 2001 Learner English (second edition) Cambridge University

Press

Each chapter focuses on a different language group and outlines the problems

(phonological, grammatical, lexical etc.) that learners from that group may have. Not

all nationalities are covered, however.

When making notes about your spoken samples, use the guidelines from section 5 of

the Extended Assignment Thread Unit 4. These guidelines were for analysing the

written samples, but the principles are exactly the same. We recommend that you

select two or three extracts from the spoken samples, especially if these were very

long, so that the marker does not have to plough through too much information.

Remember to include line numbers and to make it easy for a reader to access the

examples you provide.

Some of the points that come out of the speaking may be very similar to those you

have spotted in analysing the other data you have collected; other points may be

new. You may discover that there is a difference between the learner’s ‘knowledge’

of grammar (as shown by how they perform on a discrete item test, such as fill the

gap activity) and their ability to use it in spontaneous speech.

Re-read sections 4 and 5 of the Extended Assignment Report 2004.

3. Evaluating your learner’s listening and reading ability

You need to evaluate the learner’s performance in the listening and reading tasks

that you set. Since you set some formally assessed tasks, you will probably be able

to mark these quite simply. Hopefully, you considered what aspects of listening and

reading skills your tasks measured when you devised the tests, and obviously you

can comment on these specifically. You may also be able to speculate about other

aspects of the learner’s receptive skills by looking closely at the tasks.

Here is a list of questions to consider when commenting on your learner’s reading

and listening skills:
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What different genres can they deal with?

Can they deal with authentic texts?

How long a text can they deal with?

How fast can they read?

Can they make effective use of top down processing skills?

Can they make effective use of bottom up processing skills?

Can they comprehend global aspects?

Can they comprehend detail?

Do cultural aspects cause any difficulty? (E.g. lack of familiarity with the topic, or

poor strategies from previous learning experiences.)

Are they able to adopt an appropriate reading style (e.g. skimming, scanning,

intensive, extensive) or listening style for the text?

Are there any affective factors which may affect performance? (E.g. panic when

confronted with fast speech in listening or feeling overwhelmed by long texts)

What strategies do they adopt when dealing with non-comprehension?

Use the results of your tests for speculation about the learner’s strengths and

weaknesses in some of these areas and consider the reasons for these (e.g. Was

the listening difficult because the vocabulary in the text was too difficult, or is it that

the speaker spoke too quickly?).

It can be useful to get feedback from the learner about what he/she found easy or

difficult in the tasks and why. You can include reference to these comments and

compare them with your own perceptions.

In the assignment you do not have the space to write much about the learner’s

receptive skills, but you must include some evaluation. If you have a learner who has

a major need for one of the receptive skills, then obviously you can spend more

words on this, but remember to state your reasons for doing so.

Remember that you can discern something about your learner’s listening abilities by

studying the transcript of interactive oral samples. For both reading and listening you

can also refer to informal observations of learner performance in the classroom.

For the final version of the assignment, include any listening or reading tests as

appendices (but you do not need to send these at draft stage to limit the amount of

paperwork).

4. Evaluating discrete item tests of grammar, vocabulary and

pronunciation

For these tests it is usually clear exactly what is being assessed and it is reasonably

straightforward to draw conclusions about strengths and weaknesses. Make notes on

specific items and to suggest possible reasons for these. These can later be

compared with conclusions drawn from analysing samples and any other tests.

Include a comment on the your learner’s performance compared with his supposed

level; if you did the test with the whole class or you know how learners at this level

usually perform on this test, this will add ‘objectivity’ to your comments.
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5. Writing up Section 3 of the assignment: analysis of your

learner’s strengths and weaknesses

When you have made notes for your analysis and evaluation, you will need to decide

how to organise the main points you have gathered.

You need to evaluate the four skills and the systems separately, using different

samples and tests to illustrate your points. So your organisation would be something

like this:

Heading Sources referred to

Writing skills (including discourse

awareness)

Written samples

Speaking skills (including discourse

awareness and phonology)

Spoken samples

Reading skills Reading test

Listening skills Listening test and spoken samples

Grammar Written and spoken samples

Discrete item tests (if given)

Lexis Written and spoken samples

Discrete item tests (if given)

All headings could include comments from informal observations of your learner in

class and comments by the learner him/herself.

The analysis and evaluation section should constitute the longest section of the

assignment, about 1500 words and is the most telling part of the assignment.

As you begin to write, you may find that you have too much information for the word

count. You will need to prioritise therefore. Be careful to include things that are

relevant to your learner rather than because you happen to be able to say something

about them. It can turn out that something you spent a long time finding out is not

actually very important; it can be hard to reject such data when you have invested a

lot of time in it. If you feel you are losing your objectivity, show the assignment to a

colleague or your Local Tutor for feedback.

Keep reminding yourself what is important for this learner. It is helpful to have a list of

needs that you can measure your evaluation against. Ask your self “Is this going to

relate to his/her future needs?”

Beware of making sweeping generalisations based on limited evidence. Some of

your points may be phrased as possible explanations rather than certainties.

You must also suggest reasons for any particular strengths or weaknesses that you

refer to. For example, a wide vocabulary may be the result of extensive reading in the

past (which you found out about in your interview); a persistent error may be due to

L1 interference or poor teaching in the past. The section in unit 5 on analysing errors
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will help you to interpret the reasons for errors in your learner’s work. Remember not

to focus only on errors, however; give reasons for his/her strengths. This leads on to

another important point:

Make sure your evaluation is balanced. Remember to highlight the learner’s

strengths as well as errors and take into account the level they are at.

Make observations across the tests and samples. Look for common ground (e.g.

general weakness in articles in all samples) and for apparent contradictions between

different parts of your data e.g. your learner may do well in a discrete item grammar

test, but have a problem with grammar in fluency based activities. Or you may find

that they performed worse under ‘test conditions’ or on a particular day than they

usually do in class. Try to suggest reasons for such phenomena. They may tell you

something about your test or they may tell you something about your learner.

Summarise and draw conclusions, don’t just describe. A good evaluation will draw

strands from various sources in order to draw conclusions about the learner. It will

also offer explanations for the strengths and weaknesses, drawing on information

from the learner profile.

Finally, while you are writing, remember that what you are leading towards is a set of

objectives for your learner.

6. Drawing up a list of Learning Objectives

On the basis of your findings about the learner and with reference to their needs and

learning style, you need to suggest some realistic learning objectives. In this section

we will concentrate on establishing the objectives which will be included in the first

draft of your assignment. In the next unit you will make recommendations about

materials and activities. If you are ahead of schedule you could try to include the

recommendations about materials and activities in the first draft, in which case you

can look ahead at the notes in next unit.

When devising the objectives take the following into consideration:

The learner as a person, motivation, learning preferences and styles (What

kind of activities does he like doing? Does he need any learner training such as

learning to use a dictionary or recording vocabulary?)

The learner’s reasons for learning, career, educational or employment

prospects and needs. (What kind of situations will need English for in the future?)

Studying situation and resources available (Is he going to study in a class or

alone at home? How many hours a week can he study? How long can he take?)

Linguistic factors revealed by testing and sampling procedures. (What does he

need input and practice in? Which skills, which language items?)

In other words, the objectives you set should be realistic and considered in relation to

all the information you now have about the learner.

Before you start writing your objectives, it is a good idea to make a list of things

under the headings above, which you need to take into account. You can use this list

to check your objectives and the recommendations.

You can read more about setting objectives in the Section on Course Design in Unit

4, but bear in mind that that this section deals mostly with groups whereas you are
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dealing with an individual. For this reason you should be able to gear your objectives

much more closely to the learner than if you were taking into account a group of

learners, each with different needs.

If your learner is likely to be studying in a group rather than on his own, your

objectives and suggestions for study need to take this into account. You can give

advice on how he can get the most out of his lessons as well as suggesting what he

could do in his own. You can also make suggestions geared towards his future

teacher, such as the kind of correction he prefers.

You can present your objectives as a list with a brief rationale or expansion of what

you mean under each heading. As well as language skills and systems objectives,

you should consider learner training objectives.

Part 4 of the assignment – Objectives and Recommendations for materials and

activities should be about 750 words. At this stage, the objectives themselves should

be approximately 200 words.

How should objectives be worded?

Part 4 of the Course Design material in unit 4 discusses different kinds of objectives.

You can choose how to word them. The main thing to keep in mind is that they

should be clear and relevant to the learner.

Here are some well worded objectives written by a former DELTA candidate about

the pre-intermediate student we looked at in Unit 2:

Accuracy

Aim: to expand her knowledge of lexical phrases (e.g. by the way, that’s a good

idea, it doesn’t matter). D uses many such phrases already. As one of her

strengths, it should be motivating for her to continue broadening her general

language in this way.

Aim: to encourage use of basic conjunctions (e.g. when, because etc). D has a

passive knowledge of conjunctions which needs to be ‘activated’ for production.

Aim: to raise awareness of verb + obj, verb +prep + obj patterns.

Aim: remedial work on determiners (some, any, a etc)

Fluency

Aim: to encourage more risk taking and experimentation in written language

Aim: to broaden her range of active vocabulary

Comments:

These objectives are good because they are concise and clear. They are specific -

not too vague; but each objective represents an AREA – so not too narrow. The

candidate has limited the number of things to work on (only six objectives) and he

should be able to describe materials and activities in reasonable detail for each area.

The explanatory comments are informative. Notice also that the first objective picks

up on one of the learner’s strengths, which is more positive than only responding to

her weaknesses.

In the original assignment, each objective was followed by a list of activities for

achieving it, which enabled the examiner to check the activities against the objectives
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easily. As an examiner, I would be checking whether the areas he has chosen relate

back to the learner’s strengths and weaknesses and reasons for learning English.

NB: This candidate chose to group his objectives according to accuracy and fluency,

but this is only one possible way to do it.

Weaker assignments tend to give long lists of objectives in no particular order, which

would take years to achieve! A shorter list which is clearly prioritised in relation to the

learners' needs and gives some indication of the kind of time-scale is much more

convincing.

Read Section Six in the Extended Assignment Report 2004.

7. Sending in a first draft

You need to send in your first draft of the assignment this month – check the website

for the deadline date. It will consist of the whole assignment except for the

recommendations for materials and activities (the second part of Part 4 of the

assignment). Your draft will be returned with comments during Unit 6, and you will be

able to work on your second draft in Unit 8, taking into account the feedback on the

first draft and adding the section on materials and activities.

It is important that you send in a first draft. This is not an optional part of the

course.

Look at Appendix One at the end of this unit’s Thread for a list of things to check in

your assignment. For more detail on the format of the assignment, look at the

Extended Assignment Thread for Unit 7 which contains some useful checklists with

which to run through the assignment.

8. Summary of tasks for this unit

Finish analysing the sampling and testing data for your learner.

Write up Part 3 of the assignment - the analysis and evaluation of your learner’s

strengths and weaknesses (NB: this section will be approximately 1500 words).

Identify some realistic learning objectives for your learner in the light of your

findings. Don’t forget to include to take account of his learner styles and needs as

established in Part 1 of the assignment.

Upload your first draft and post or fax appendices. This should be the whole

assignment except for the recommended materials and activities. (Total

approximately 3750 to 4000 words). Please make sure you allow sufficient time

for appendices to arrive by the deadline.
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Appendix: Guidelines for presentation of the assignment

When you present the assignment you will need to

Number the pages

Provide:

a title page, including: your name, the centre number and candidate number,

DELTA examination date (e.g. DELTA June 2005) and word count (do not

exceed 4500 words)

a contents list, including page numbers for each section; and including a list of

appendices, saying what they contain. E.g. Appendix 1 Written Sample: e-mail

written at work

Use headings for sections in the body of the assignment

Provide a bibliography. You need to credit the sources you draw on and show

that you have done some relevant reading, particularly when it comes to the

discussion of test factors and types of motivation and learning style.

One way of presenting your bibliography is as follows, or look at Unit 1 for

information on bibliographies:

Books: Harris,M and McCann, P. 1994 Assessment Heinemann

Articles: Williams, M 1999 Motivation in Language Learning ETP Issue 13

Article in collection of essays:

Oxford, R.L. 1999 Anxiety and the Language Learner: new insights in Arnold, J.

(ed) Affect in Language Learning (CUP)

Provide references in the text. This can be done by footnotes (for references and

also glossary) or by references in brackets to sources. If you quote from an

author, include the page number too.

(based on DELTA Extended Assignment Report 2000)

Organise your bibliography in alphabetical order by author and divide it into

research reading and suggested materials.

Read the Extended Assignment Report 2004 page 5 and 6 for further information
End of Unit 5 Summary and Feedback

Helen Barker, Fran Barnard, Diana England, Fran Hughes and Jon Butt

marked your work last month. This report covers PA4 (Course Planning) and

the first Mock Exam.

Overall, the standard of the work in this unit was good and in particular there

were some very strong Course Planning assignments. So, well done!

PA4

Course Planning Assignment

As there were so many good points about this assignment, we have decided

to give you feedback in bullet points under strengths and areas to work on.

We hope you find this clear:

Strengths:

Clear evidence of a lot of hard work, which was often particularly visible

in your appendices.

In most of your assignments all of criteria 1 were fine.

The majority of you found very sensible ways of collecting data and

used appropriate needs analyses. You also justified your choices well.

Course principles were on the whole good and were well researched

and well referenced.

You showed good understanding of the topic, including syllabus types.

You provided useful exemplification to support your comments.

Course programmes were realistic, suitably balanced and showed use

of a good range of resources. It was also good to see a relevant

recycling

Course/ centre restraints were mentioned usefully and evaluated to a

satisfactory extent.

The stronger assignments provided good rationales, linking theory and

practice.

Commentaries were, in general, clear and sound.

Stronger assignments also made connections between the needs

analysis, objectives and course plan.

You are now defining terminology effectively on the whole.

Areas to consider:

Weaker assignments did not provide specific references to the

programme to illustrate their principles.

Some of you did not consider language needs in sufficient detail.

In weaker programmes you seem to have been too activities-driven

and at times the activities did not reflect the stated aims.

Weaker rationales had a tendency to simply repeat points which had

already been made earlier in the assignment.

Quite a lot of you (eg over 50% in one of the groups) are still not

checking your work carefully and this results in careless mistakes that

bring the standard of your English down.

At times you needed to provide more background detail on the Needs

Analysis (eg referring to implementation plus the nature/ focus of

Needs Analysis).

Some of you needed to make the links between theory and practice

more overt.

A few of you did not comment on the disparity between your learners’

perceptions and your own.

But, overall, this was a very solid batch of PA4s so thank you for all the hard

work you clearly put into this assignment.

The Mock Exam

This was the first time you have worked with unseen questions under timed

conditions. We set this first Mock Exam early in the course so that you begin

to see the areas needed for further study for the Written Exam in June and get

an idea of what it’s like writing (and thinking!) under timed conditions.

The markers felt that your answers were generally quite strong for this stage

of the course and all of you showed that, with a little guidance, you are

capable of passing the Written Exam. It was good to see clear and legible

handwriting in most cases! Remember you also have the practical experience

and language awareness (although the latter may need some improvement)

to do this. It became apparent that a good number of you are taking on board

the advice in the Exam Threads and starting to act on it. For your revision

later in the course, we advise you to print out all the Exam Threads and all the

End of Unit Summaries where there is a reference to an Exam question and

put them in a separate file. In the remaining units of the course, there will

also be extra seminar work available to Local Tutors to help you prepare for

the exam.

Course Tutors were asked to mark to exam standard rather than taking the

stage of the course into account. In order to pass you needed to pass five out

of the nine tasks and to pass one task in each question. To gain a distinction,

you needed to pass all the tasks and have two at distinction level in different

questions.

Now you’ve had a taster of writing under exam conditions, you’ll understand

the importance of prioritising so you don’t find yourself consistently running

out of time in Question 3. Each task is awarded the same mark and so the

last task is as important as the first. Approximate timings are given in the

instructions and you should use these as guidelines as to how much depth is

required in the answer.

On layout, one very sensible piece of advice from one of the Course Tutors is

get into the habit of leaving some space at the bottom of each page so that if

you think of anything you want to add later, you can go back and insert this as

footnotes rather than finding yourself having to squeeze your ideas in in tiny

(illegible?) handwriting.

Another vital thing to keep in mind is that it is particularly important that you

cover the more practical questions (usually Q1 T3 and Q2 T3). If you

leave these out, the marker has no evidence of your teaching experience and

this seriously weakens your chance of passing. Also remember that

abandoning a task half-way through (e.g. only doing part a) of a task that

has a part a) and b)) will mean you fail that task and get no credit for the

work you have done.

Better answers were concise and used bullet points, headings and

underlinings, which helped you be more economical and made your answers

easier to follow. In general, you stuck to the rubric, so continue to use a

highlighter pen for key words in the rubric and keep referring back to them as

you write your answers.

To sum up:

do all nine tasks

never leave out Task 3s

be succinct and use headings, bullet points etc. to organise your

answers

highlight key words in the rubric and keep referring back to them

always finish all parts of a task

If you go to Resources, Documents, you will find the Examiners’ Report on

this exam, which has comments and samples of pass answers to tasks done

in the actual exam. The following points are in relation to particular strengths

and weaknesses in the Mocks that you did for this unit.

Many thanks to those of you who did do the mock. We hope you found the

practice useful.

Question 1

Task 1 :

In general this task was well answered and you had managed to memorize

useful assessment criteria to work from. You exemplified very well from the

learner’s work.

Don’t forget to think about layout - use strengths and weaknesses as

subheadings and this will help you to organize your answers more efficiently.

Some of you do not seem to be totally clear on the difference between range

and accuracy. When we talk about range we are considering very closely the

variety of language that the learner uses or tries to use and explicitly how this

relates to the learner’s level, eg Has the learner simply ‘played safe’ and

used very simple language or have they tried to experiment with more

unfamiliar language? Are they using more unusual language that we would

not expect them to know at that level? So often with range, they may get it

wrong, but they can be rewarded for trying.

Just one final word of advice – don’t spend too long on this question. Allow

yourself time to get through the others too!

Task 2

A variety of areas were suggested, including: a) organisation, paragraphing,

layout, cohesive devices, b) accuracy of grammar: use of articles and

determiners, comparison, c) accuracy of lexis, use of collocations. Most

suggestions were accepted as long as there was clear evidence that this was

an area of difficulty rather than a single mistake.

Make sure you include two distinct areas for work. Weaker candidates fell

into the trap of either choosing too many areas or two very similar / related

areas here (e.g. lexical accuracy and range of collocations). This led to them

using justifications which were too similar for both and to problems in Task 3.

It’s often, therefore, more logical to choose one area at text level, and the

other a discrete language area (probably lexical or grammatical). This will, of

course, depend on the text itself. Please note that you should only choose

two areas.

Most of you successfully picked up on areas which were detailed in Task 1.

Strong answers gave clear, varied justifications, often referring to the

possibility of the learner taking FCE or to the transferability of the aspect

concerned to another real-life skill. Other acceptable justifications included

the strain on the reader because of poor organisation, and

misunderstandings arising from the incorrect use of determiners and

articles. You can also talk about improving the learner’s language or skills in

relation to their level and to prevent fossilisation.

Justifications need to refer to the learner’s future needs and the text’s effect

on the reader. Some of you answered by saying ‘I would work on this

aspect because the learner made these mistakes’ which is a circular

argument and gains no marks. In addition, some of you gave specific details

of problems in the given areas and this was inappropriate. Task 1 is the

correct place for the actual analysis. Remember you need to try and include

at least two different justifications, and to provide a separate justification for

each area. Re-read the Exam Thread (Unit 3) about the need to provide

explicit justifications. It is relatively easy to pass this task if you provide

appropriate justifications and it is very easy to fail it if you do not.

Task 3

The standard of answers for this task was very varied. Stronger answers were

organised well, referred back to the text and had good ideas for both

awareness-raising and production (although some people forgot they

needed to do this). We also saw good overall aims and clear stage aims,

attached to logically staged activities that were relevant to this learner and this

level

However, others of you are being too general and vague in your answer. For

example, referring to model texts and extracting language without giving any

detail as to the topic of the text or the language used. This meant that the

answer did not refer specifically enough to this learner and their level, and

this text-type (a report). For example, giving a lesson teaching articles or

comparatives which was more suitable for an elementary student, or dealing

with formal/informal language but not in the context of a report.

Here is a good example. Notice the clear organisation and how convincing,

practical and reconstructable the ideas are and how they relate back to the

learner and the text.

Collocation

Awareness Raising:

a) In groups, sts match up collocating words. The group who finishes first shouts

‘STOP!’ and all the groups together check the winning group’s collocated

answers

e.g.

good hygiene

dim lights

friendly waiters/staff

b) Use the above cards in a snap game. Half the cards are placed face down in

the centre of the board and the other half are distributed evenly between the

players. Students shout SNAP when they think there’s a collocation. Sts

check to see if the two words are acceptable and can ask the teacher.

Production

a) Sts could then redraft their original text and change the collocations or add

more in.

b) Sts could imagine that they were opening a restaurant. In pairs they make an

advertisement (either written or read for the radio) to attract foreign tourists:

e.g. Under the dimly lit lights the smell of fresh food cooking

in our open-air BBQ awaits you! Our friendly waiters will

attend to your every need.

[Comment: this is detailed and relates very closely to this text and this learner. The

idea of raising awareness and then going back to the original text and

correcting/reformulating it is one that you could apply to most remedial work. To turn

this into a Distinction grade, the candidate would need to provide a greater number

and range of ideas, for example using a model text of the same task and identifying

collocations by…. (see Unit 1 section 4 for a good idea relating to texts, written in the

context of a PA on collocation) ]

Question 2

Tasks 1 and 2

Many of you adopted an appropriately succinct style for these tasks, and

supported your answers well with examples from the texts.

Sadly, although we got some very strong answers for task 2, quite a few of

you were relatively weak in your language analysis of cohesive devices.

Fortunately, in general you fared better with articles. Under ‘cohesion,’ some

of you placed too much emphasis on grammatical cohesion, while lexical

cohesion was largely neglected.

Again, we advise you to read the rubric carefully since some of you simply

listed individual examples rather than looking for general types of cohesion,

such as lexical sets or pronoun referencing. We suggest that you research

any other gaps in your knowledge carefully over the next few months. Pay

particular attention to the Sections on ‘The Verb Phrase’ and ‘The Noun

Phrase’ in the Units. We refer you again to Scott Thornbury’s ‘About

Language’ and Martin Parrott’s ‘Grammar for English Language

Teachers,’ which are both aimed at Diploma level analysis. Cohesive

devices, modals, passives, narrative tenses, phrasal verbs and compounds

tend to come up frequently, probably because of their frequency in the text

types used in the exam.

Task 3

This was generally reasonably well done. Most of your class profiles

contained the most important information and you generally remembered that

you need to answer the questions Who, Where, How often, and particularly

Why (students’ needs, strengths and weaknesses) in relation to the group.

Go back to the Exam Threads to revise this if you feel unsure about it.

Without a class profile it is impossible to assess your activities and their

validity. It is vital that you try to link the profile to the text when you answer

this task.

The better teaching ideas had clear, detailed reference to purposes/aims, to

the texts and to the procedures to be followed. Granted the text was not the

most inspiring, but some of you managed to make a good case for reading

followed by language or skills development. Not all of you, however, provided

sufficient detail in your procedure - we need to see clear aims for each activity

and you need to describe the activities in sufficient depth for someone who

was not in your lesson to understand them. You also need to remember to

refer clearly to the specific text (not a ‘general reading lesson’) and to provide

examples. Weaker answers completely missed the ‘for what purposes’ part

of the task.

Also some people immediately leapt into detailed language work before

learners even knew what the text was about. Always deal with the text for

general comprehension and reading work of some kind before focussing on

language.

Classroom tasks were sometimes unclear, e.g. 'Students then read for gist' or

'students notice use of articles'. Details and examples were needed to

understand exactly how the activities were to work in the classroom. Look

back at the Exam Thread for this task and review the type of detail needed

here.

Beware of being too ambitious in your plans – some of you began to lose

sight of your aims within the lesson frame as you tried to do too much.

Question 3

Task 1

This was not answered particularly well. Some of you did not seem to

understand what was required of you and ended up giving your own examples

instead of/ as well as ones from the text.

Weaker answers identified reasonably but failed to comment at all, or homed

in on very small points such as ‘excuse me’ or touching people or even the

language of the instructions rather than giving overall categories. Stronger

answers gave a good account of a variety of areas, linguistic and nonlinguistic,

as the question demanded. Some people misread the (admittedly

ambiguous) rubric and thought it referred to the reading text rather than the

whole extract and, although this wasn’t the original intention, this was

accepted.

Some of you described the procedure of the activities, which was not what the

rubric required.

Task 2

It was very evident in Tasks 2 and 3 who had or had not studied the Exam

Threads on these tasks. Those who had, generally did well with these two

tasks, so well done! If you haven’t done so already, please do go back and

read the threads carefully as they will give you plenty of advice on how to

pass these tasks.

Some of you did not seem to realise that the question is actually asking you

about the principles underlying the material (see Exam Thread in Unit 2) i.e.

the beliefs about learning and language held by the authors of the

material. One very good piece of advice from one of the Course Tutors is:

‘Put yourself in the writers’ shoes’. Don’t forget to consider language learning

theories or approaches in your answers.

Some of you spent too much time describing what you could see on the

page, even giving stage aims rather than focusing on underlying

assumptions.

You could either answer the question about the overall assumptions or look at

those behind different exercises. Many of the stronger answers actually did

both, looking at principles underlying individual stages (eg learner

independence, learner centredness, learner interaction), and also drawing

some overall conclusions about assumptions. To pass, you needed to identify

3 assumptions correctly. However, please note that in more recent exams

you need to have at least 4 assumptions. Interestingly, some of you seemed

wary of including more obvious points and were trying to be too ‘clever’ in

your choices of assumptions (eg areas such as learner-centredness and

interaction come up very frequently and are sensible areas to focus on).

Weaker answers were rather loose and often repetitive, showing insufficient

insight into knowledge of principles.

You will be spending more time on Q3 T2 in the Local Tutor Seminars.

Task 3

Those of you who managed to get this far in general did quite well, which is

quite an achievement!

Most of you provided a context or sometimes a class (in more recent exams

there is a choice of either). Most of you mentioned strengths, weaknesses,

and above all, needs, to provide a springboard for evaluation. Some of you,

however, let yourself down by not referring specifically back to the context

each time you made an evaluation.

Several people misread the question and answered a different one, namely

“How would you use this piece of material?” or even “What are the purposes

for each exercise?” This resulted in a fail as anything like this was simply

marked as irrelevant. Can we remind you to underline/highlight the key

words, in this case to evaluate the material in relation to a teaching context

This means including positive and negative points about it based on criteria

such as:

clarity of contextualisation

topical relevance

interest

naturalness of language

approach

content

practice opportunities

opportunities to personalise

exploitability in terms of other skills, etc.

And Finally…

We appreciate how hard you are all working on the Distance DELTA. We

notice that in general you are making good use of the discussion forums to

exchange ideas with colleagues, gather information about likely problems as

well as reading tips and teaching ideas and to find out about other teaching

contexts.

We have given you all a great deal of feedback since the course started last

Spring. We are now inviting you to give us some mid-course feedback. In the

resources - documents section of the website you will find a form. We would

appreciate it very much if you would take the time to complete it and email it

back to admin@thedistancedelta.com. We take all feedback very seriously

and have made a large number of changes to the course in response to

people’s suggestions.

Rachel Clark, Fran Hughes, Jon Butt, Helen Barker, Diana England and Fran

Barnard.

February 2005
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Reading

Summary

In this part of the unit we will look at skills again, and in particular at reading. You

may well find that much of what is said here links to what was said in the sections on

listening and writing and both written and spoken discourse, but we will be examining

issues that pertain particularly to the skill of reading here.

We will be focusing on what reading is and what an effective reader is. We will be

looking at problems that reading can pose for learners, and at strategies we can

focus on in the classroom to help students become more effective readers. We will

be evaluating coursebook reading tasks, and discussing coursebook and authentic

reading materials. We will be identifying appropriately articulated overall and stage

reading aims. Finally we will be addressing the importance of encouraging reading

outside of class, how that can be achieved and the use of supplementary readers in

particular.

Objectives

By the end of the section you will:

Be familiar with terminology associated with reading.

Be familiar with what effective reading involves and the problems that students

are likely to have with being effective readers in English.

Have thought about why reading is taught in class, whether, in fact, we can

“teach reading” and what “reading strategies” are.

Be able to articulate appropriate and principled reading aims.

Have considered coursebook and authentic reading materials.

Have analysed your own practice and thought about alternatives.

Have thought about the place of reading in a historical context.

Have focused on promoting reading outside the classroom and using readers.

Have been introduced to current debates regarding reading.
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1. A Definition of Reading

TASK 1: What is reading? (2-3mins)

Write your answer to this question in the space below:

It is likely that we can immediately agree on certain things in writing a definition of

reading:

1. It is an activity involving focus on written text.

2. The reader approaches the text with purposeful intent to extract meaning

regardless of any more specific reason for doing the reading.

3. The reader may respond to the content.

There are other aspects to a definition of reading as well, which are crucial to

understanding current thinking about reading:

4. It is a communicative activity with interaction between reader, writer and text;

5. The interaction is not necessarily easy or straightforward;

6. Reading is a process.

The first is quite self-explanatory: in contrast to the historical definition, reading is no

longer considered a passive mental exercise involving eye movement. It is now

accepted as an active process. The reader may ask him/herself questions about the

text; the reader may formulate questions s/he wants the text to answer; the reader

may carry on a dialogue with the author, etc. The author, on the other hand, has

written the text to communicate something with the reader. This may or may not be

easily communicated, and it may or may not be what the reader understands, hence

the complicated nature of the interaction. Thus, reading is a process of the writer

attempting to communicate something with the reader and the reader participating in

the communicative process by trying to understand.

These are the six elements that are currently commonly agreed. For reading on this,

please see the Introduction to Reading in a Foreign Language, Alderson and

Urquhart (eds) and Teaching Reading Skills in a foreign language (new ed.),

Nuttall, Chapter 1, p. 2 and pp. 5-6.
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2. What kinds of reading texts are there?

Task 2: Types of Reading Text (5-7mins)

First, make a list of all the reading you have done in the past couple of days. Then

group the items on your list.

Think about how you organised the list: Did you consider content? Language?

Your reason for reading the text?

You should have an extensive list of different types of reading you’ve done, perhaps

including things like emails, messages, letters/post cards, newspaper and magazine

articles, adverts, scholarly text, coursebook and teaching materials and readers, a

novel, poetry, a recipe or an instruction manual.

These different text types are different genres and they have different vocabulary,

grammar, discourse and stylistic conventions. The important thing is that you can

recognise differences in genre and can identify characteristics of at least the most

common. The characteristics of different genre are not universal, and the linguistic,

stylistic clues we use to interpret a text are not necessarily obvious or known to

students, thus increasing the difficulty they have in understanding a text. The

conclusion must be that helping students identify the characteristics of a good range

of genres is crucial to enabling their development as effective readers.

Please look back at the discussion and reading on genre in Unit 3, Written Discourse

as we will not be discussing it further here. To read about genre and reading, please

see Reading, Wallace, Ch. 5; see also the article by P. Roberts in Appendix 1.

3. Why and how do people read?

There are obviously a myriad of reasons for reading, and the reason you read

something may differ from the reason someone else reads the same text.

Task 3: Reading Purpose (7-10mins)

Go back to Task 2 above. Choose some of the texts you listed, and make a list of

the reasons you had for doing that reading.

As practising teachers you are aware that how you read the different texts was

largely determined by what you expected or needed to get out of them. We do not,

for example read a TV Guide in the same way that we read a newspaper article or a

Booker Prize-winning novel; in other words, the way we approach and exploit

different types of text will be different. We are most likely to scan, to glance quickly

through, the Wednesday evening TV schedule to find a programme that looks of

interest; once we find one we may well skim the write-up about it, or read it quickly,

to confirm whether or not we want to watch it. In the case of a newspaper article we
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may read it just to get the gist, or overall/general impression of the writer’s opinion or

an understanding of what the writer is saying; we may also read it carefully to identify

specific arguments, facts or information in detail. When reading a novel, we may

well read carefully and in depth for meaning, or to appreciate aspects of the writer’s

style. This is another way of reading for specific information.

You will also have seen the terms intensive and extensive applied to ways of

approaching a text. Historically, approaching it intensively has been used to mean a

careful scrutiny of the content of a short text usually for specific information or for a

specific language focus; an extensive focus has involved reading long texts. The use

of the terms has changed somewhat. In the current classroom, intensive reading

relates to a focus on a shorter text in a variety of ways (skimming, scanning) for a

variety of reasons (specific information, gist) while extensive reading happens

outside of class time. Students are encouraged to read longer texts on their own for

pleasure, relaxation, specific information and/or gist; what is important is that

increasingly students are encouraged to make their own decisions about what they

want to get out of the text.

To recap then, how we read is informed by why we are reading and vice versa. This

has implications for the ELT classroom. It is important that we consider why our

students wish to read in English generally. Do they want to read for the same reason

or reasons in English as they do in their own language? What is their motivation for

learning to read in English? Is reading something they expect to do simply as part of

the process of learning a new language, something they need to survive, or is it

something they have little opportunity or expectation of doing outside school? The

answers to these questions can then inform decisions we make about encouraging

students to read in the ways that they need (and negotiating otherwise). Because

reading is a purposeful activity, it is imperative that we find answers to these

questions so we can try to ensure informed classroom practice which has relevance

to our students.

Task 4: Action Research (2 hours)

Undertake research to find out whether your students have reasons for wanting to

learn to read in English and what those reasons are. This should include identifying

text types/genres students are likely to find themselves reading currently or in the

future and any difficulties they find with the different genres.

Devise a short, simple questionnaire to help you get information; you will need the

information later in this Unit. This Task is similar to one that you did in Unit 3;

please feel free to refer to it for ideas in writing your questionnaire.
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4. A Brief Historical Perspective

TASK 5: The History of Reading in ELT (10 mins)

Match a sentence completion (a-e) with its logical beginning (1-5):

1. In a Grammar Translation classroom .................

2. In a strict Audio-Lingual classroom .....................

3. At the start of the Communicative Approach ......

4. Later in the Communicative Approach................

5. In today’s classroom ...........................................

a) ..... reading is discouraged, and students are expected to learn by hearing and

repeating target language and dialogues.

b) ..... reading texts regain importance. Students are encouraged to silently and

selectively read texts to get information to complete tasks which often involve

working with other people.

c) ..... reading is a skill with which learners are encouraged to be autonomous so

the focus of the classroom is on enabling students to be more effective readers.

d) ..... reading is used both to raise language awareness and reinforce language

passively and actively and to practise/test students’ comprehension of the

information in the text. It is considered one of the four skills for learners to learn

so that their acquisition of the language is balanced.

e) ..... students’ language learning is based on texts which they read usually aloud

but also silently. The work is first and foremost language-focused, with little

focus on comprehension, as students work in both first and new language with

the text.

See Appendix 1 for answers.

5. Thinking about Text Exploitation

Texts have historically been used to present or provide practice of either grammar

structure or, less commonly, vocabulary. This has carried on to the present with the

addition of some “reading skills practice”; we will return to this in more detail in our

discussion of tasks, in Subsection 12. We will look briefly, however, at how texts are

often exploited in teaching materials at present. In order to make principled decisions

for students it is important that we are aware of what tasks are really asking students

to do.
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Task 6: Texts in Coursebooks (15mins)

1. Look at 2 coursebooks you use in your classes. Choose 4 texts and decide

how they are being exploited: principally for language or principally for

increasing student confidence with reading for example.

2. If you feel that a text is being used for “skills development,” identify which

skills are being addressed.

3. Is this part of systematic development of the skills or do the activities “test”

student use of the skills?

For an example of how to approach this task, please see Appendix 2.

6. What does effective reading involve for any reader?

Texts can be difficult for a variety of reasons, and readers reading in their first

language commonly use a series of strategies to help them identify or interpret the

meaning in the text. Writers assume that they share certain experiences and

information about specific topics and the world with their readers. If these things are

not shared or if they have been experienced and interpreted in very different ways,

the text becomes much more difficult for the reader to understand. There is also an

assumption that reader and writer share the same script/characters, punctuation

conventions, and knowledge of the same grammar, discourse and vocabulary and

stylistic conventions.

With assumptions about shared knowledge of a topic or the world and with a reason

for reading, a reader approaches a text with certain expectations of what s/he will

find there. These expectations enable the reader to make predictions about and to

draw inferences from the text as a whole and about specific parts of it. The

predictions and inferences, in turn, guide the reading and reduce the reader’s

processing load as the reader “chunks” information into manageable units. In other

words, by having a good idea of what to expect (predicting content) and by having an

idea of what s/he wants from a text, the reader can organise information into what is

familiar and what is unfamiliar so that s/he can focus more efficiently on what is

unfamiliar.

Effective reading also involves the reader simultaneously moving between top-down

processing of the content to bottom-up processing of the language in the text as is

necessary. Top-down processing involves the reader focusing on getting an overview

of the text, on getting the “big picture”, on understanding generally what is being said

rather than looking at the text at a micro level. In bottom-up processing, the reader

stops and looks at individual words or structures to understand what the writer is

saying to facilitate understanding at a more global level. It is the interaction of these

two forms of processing that is important, and an effective reader reads different

texts in different ways and moves between these two ways of processing information

as the text, the knowledge s/he has of the topic and the purpose for reading changes.

For additional reading on this, you might like to see Techniques and Resources in

Teaching Reading, Silberstein, Chapter 1; Nuttall (new ed), pp12-17 and

Discourse, Cook, Unit 7.
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Task 7: The Importance of Prediction in Reading (10mins)

Look at the following titles and decide for each one how much knowledge, and so

confidence, you would bring to the text and why you might be reading each:

a) Ian Rankin, Black and Blue

b) Mean, Statistics in Research

c) An insurance document

d) Ted Hughes, Birthday Letters

e) Mills and Boon, Too Hot to Handle

f) A recipe for salmon en croute

g) New Headway Intermediate, Unit 5

h) Physics for Idiots

Which texts would you process in a predominantly top-down way and which in a

bottom-up fashion? Why? List 3-4 reasons.

You will undoubtedly have said that reading a Mills and Boon romance involves little

bottom-up processing; a poem from Birthday Letters may well necessitate a

combination of both top-down and bottom-up. The recipe will demand careful bottomup

reading if it is the first time that you have made the dish; if you are making it for

the umpteenth time, you will probably read the recipe just to remind yourself of the

key steps you need to remember to carry it out. Thus, the more knowledge you share

with the writer and have of the type of text you are reading, the more familiarity you

will have with the language and content you expect to find, the more realistic your

expectations are of what you do find in the text and so the better your predictions are

regarding that type of text; you are able to move between top-down and bottom-up

processing effectively and efficiently in order to achieve your reading purpose.

7. What affects our students’ English reading ability?

Let us assume that our students are reasonably proficient readers in their own

language (although this is not an assumption that you will always be able to make)

and so employ the strategies for interpreting and decoding text described above.
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Task 8: Factors Affecting your Students’ Reading Proficiency

(10mins)

Observe your students informally. What is their reading ability? What problems

do they have when reading? For example, you might find that students

subvocalize or that they lack experience with the western world and so do not

have background information that coursebook writers take for granted.

Your list may have included some or all of the following factors:

Topics are unfamiliar and/or inappropriate.

Students do not have sufficient background information.

Students’ level of language is not high enough.

Students may not be able to apply reading strategies from their own language.

Students may not be familiar with the script.

Students may not be familiar with conventions of layout, punctuation,

paragraphing.

Students may find reading in the classroom off-putting.

Students may read word by word only.

Students may mouth words as they read or, as above, subvocalize.

Students may translate as they read.

Students may focus or get stuck on what they don’t know.

Students may panic when confronted with text and task(s).

Let us look in more detail at some of these factors.

Topic: As stated above, having even limited knowledge of a topic gives readers

expectations which they want to be fulfilled by the text, and it allows them to make

predictions about the content of the text. Together these two things enable readers to

chunk information, and to identify what needs closer scrutiny and what needs less

attention.

Background: Background information is another factor in the expecting, predicting,

recognising and inferring chain of skills. When we read we use a network of general

background information to help us comprehend. For example what the text looks like

(hand written, bold type, small print, lots of space, pictures) gives us information;

likewise, the scene the text calls up in our minds (a bar in Paris at about 5 pm; a bus

journey in the Andes; on a boat in a typhoon in the China Sea; getting ready to walk

through Petra) allows us to make predictions about what we’ll read.

Schemata: It is believed that we organise the experiences we have had into mental

structures called schemata (or schema in the singular); when we read our schemata

are activated and we use our experiences to enable us to interpret the text correctly.

The general situation of a three-star restaurant will provide enough background
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information to help many people understand “course,” for example. However, even

very competent language users can have difficulty when, usually for cultural reasons,

they cannot use or even identify, the background information; furthermore,

misunderstanding is likely to occur if inappropriate or incorrect background

information is called up. A North American reading about a fair in London will expect

that agricultural products and crafts are on show or are for sale and that there will be

things to buy to eat or rides and competitions to take part in. S/he will be confused to

find that it is more likely to be simply different rides.

For further reading on schemata and their role in reading, please see Nuttall, pp7-8,

Silberstein, pp7-9 and Wallace, Ch. 5 (5.2).

Gaps in students’ schemata, knowledge of topics and background information result

in their finding that texts contain too much new information. This results in a reader

who is unable to infer or predict effectively. This in turn can lead to readers paying

undue attention at word level when their focus needs to be on the larger context to

help them infer meaning. Students may also lack effective strategies for interpreting

meaning; previous – and current – learning experiences may have focused students

exclusively or predominantly on finding information in a text, but not on any

interpretation of the text, for example. This strict focus on finding information and

“right-or-wrong” answers discourages development of interpretive and risk-taking

strategies.

Language Level: Students’ level of language is clearly a factor in their attempts to

read effectively. They may find words in the text they don’t understand, and this often

has a negative effect on their confidence and their comprehension. Equally, they are

likely to interpret “How long are you here for?” as the same as asking “How long have

you been here?”. Language here is being used very broadly to include grammar, all

aspects of lexis (spelling, collocation, prefixes and/or suffixes, etc.) and discourse.

But it is not knowledge of individual items that enables students to be effective

readers; it is familiarity with patterns. Expectations of what words go together, what

word is likely to follow another, how words combine syntactically and how the text

unfolds, all make processing texts easier for readers, and lack of awareness of these

linguistic patterns reduces readers’ abilities to predict, to have realistic expectations

and/or to infer.

Discourse: Linked to a student’s command of language is his/her understanding of

discourse patterns, or in other words those connections between parts of the text

above/beyond individual sentence level. Written discourse has been discussed in

Unit 3, and there is more on it in this unit. We will mention here a few crucial

discourse features which especially pertain to reading:

Cohesive devices/discourse markers – the words that show relationships

between sentences such as ‘them’ ’those’ ‘her’ ‘the’ or ‘in contrast,’ ‘meanwhile,’

‘afterwards’.

Sequences – of sentences or paragraphs indicate relationships between

information and ideas. For example, “A storm blew up and the tanker sank”

indicates a different relationship between the two actions compared with the one

in “The tanker sank and a storm blew up”.

Grammar – often has a discourse function and it is most obvious in: “I was in

pain. I’d slipped on the pavement and twisted my ankle as I fell.” Here the second

sentence explains why the speaker was in pain; we know this partly because of

the sequence and partly because we expect the past perfect to be used to

provide explanations.
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For further reading on the importance of discourse in reading, see Reading, Wallace,

Chapter 2 and Nuttall (new ed) Chapter 2.

Task 9: Follow-up to Factors Affecting your Students’ Reading

Proficiency (20mins)

Go back to Task 8 and compare your list to what has been described so far.

To what extent do each of the above affect your students? Choose three of the

factors you mentioned. List two things for each that you do or could do to help

students overcome these problems.

See Appendix 3 for examples.

Being in Class: The classroom often has a strange effect on students. The

strategies they use in reading in their own language sometimes appear to be

suspended, and the expectations they would normally have about a text type they

are familiar with do not seem to exist. This is partly explained by the fact that reading

in class is viewed as instructional – an activity that the teacher focuses on and that

students will be tested on. This results in different expectations from those we have

when we read for ourselves, and the summoning of different schemata than what we

normally use outside class when no one is monitoring our reading or the correctness

of our answers. It may also be that students regard reading in a new language as

necessitating new strategies.

The classroom has other effects on readers: there are distractions and tensions, for

example fears associated with being asked questions one may not have the right

answer to or reading to time limits which are overly challenging.

Different Writing Conventions: Script and writing conventions including layout,

paragraphing and punctuation can increase student difficulty in understanding a text.

Clearly for students whose first language (or even other languages) does not use

Roman script, reading will be impossible until they have some familiarity with it. For

these students, hand-written texts can be especially problematic although even

printed text has sufficient variation in the form of some letters that students can

become confused between, for example, “g” and “g.” Similarly, consider the

difference in information conveyed between “My sister, who works for Medicines San

Frontiers, has a flat in Paris” and “My sister who works for MSF has a flat in Paris.” In

this case, the commas convey important information to the reader about how many

sisters the speaker has – one in the first sentence and more than one in the second.

All of the above factors can result in our students having problems with reading in

English; once you have identified those affecting your students, it is obviously

important to find ways to help students overcome them.
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8. Current Issues in Teaching Reading

8.1. A Definition of Effective Reading

Task 10: Reasons for Teaching Reading (15 mins)

a) Why do we do reading activities in an ELT classroom? Make a list of reasons.

Be critical and consider the question from both your (the teacher’s) and the

students’ point of view.

b) What is “effective” reading?

c) Do you think we can teach it? Why and how?

See below for some suggested answers.

You may have listed the some of the following in answering question (a) above:

Because in class it adds to a balance of language systems and skills.

Because learning a language means acquiring reading (as well as other skills

and structure, lexis, etc.).

Because students expect to learn to read when they learn a new language.

Because students need to learn to read in the language they’re learning (for their

jobs, to pass an examination, etc.).

Because reading is a very effective means of learning about language passively

(See Unit 2, Noticing).

Because texts contextualise specific target language and this helps student

understanding.

Let us consider the last two points in the list in particular, however, as this is an area

of some debate in the ELT profession. There is no doubt that reading widely exposes

the reader to a range of language; it is generally held that this is an effective way of

acquiring and/or reinforcement of language. Readers see, and perhaps process,

patterns of lexis and structure which reinforce what they already know, or texts

introduce them to new patterns. This view has been summarised by Nuttall:

“Language improvement is a natural by-product of reading, and a highly

desirable one”.

Nuttall, (new ed), p30

While improved knowledge of language may occur as a result of any reading focus,

it should not be the main aim of a “reading” focus. There may be a language focus

integrated so that language in context is highlighted; however, students read to

understand. It is imperative to help students become effective readers – in other

words to enable them to make decisions about and to interact with the text, to

understand the purpose of the text and to extract meaning from it. Obviously, in order

to do this, they will need to understand language and how it conveys meaning. The
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focus on language is, as we have discussed above, only one factor of the factors that

affects students’ ability to read effectively.

Being an effective reader means being proficient with a process in real life (i.e.,

outside the classroom). It is a process of silently reading real and meaningful text

with purpose, without teacher assistance but interacting with the text by using textual

and non-textual clues to understand it, questioning, predicting, reacting, inferring,

stopping and looking at things in depth when necessary, and understanding what it is

necessary to understand:

“In contemporary approaches to reading, meaning is not seen as being

fully present in a text waiting to be decoded. Rather meaning is created

through the interaction of reader and text; developing metacognitive

awareness is an appropriate goal of a reading curriculum.”

Techniques and Resources in Teaching Reading, Silberstein, pp7 - 9

Current thinking is that, as teachers, we cannot “teach” effective reading. Rather, it is

the teachers’ responsibility to enable students to be more effective readers by

making strategies conscious. Ultimately, it is the students’ responsibility to put into

practice the strategies they are made aware of or introduced to in reading lessons.

For further reading on this, you should read “A profile of an effective reading

teacher,” The Language Teaching Matrix, Richards, CUP. 1990.

8.2. Enabling Students: Skills or Strategies?

A second area of discussion and debate in the literature has to do with the terms

“skills” and “strategies”; these words describe ways students approach texts and

processes they might apply to text to extract meaning. For some writers, including

Grellet and Munby, the words are interchangeable. You might like to look through the

list of reading skills Grellet provides in the first chapter of her book.

Urquhart and Weir, on the other hand, seek to distinguish between them. They

describe skills as “text-oriented” and strategies as “reader-oriented.” For them

strategies are the conscious ways that readers problem-solve while they read, how

they interact with the text and bring outside experience/knowledge to it, and the

decisions they make about what to take out of the text. Skills are unconscious ways

of dealing with text; they are abilities which operate without the readers’ consciously

thinking about them.

Wallace, on the other hand, presents evidence for a holistic view:

“Reading is a unitary (sic) process both because it cannot be

adequately broken down into separate skills and because we draw on

similar processing strategies in the reading of all languages, even

where the writing systems are very different.”

Reading, Wallace op cit chapter 3, 3.3

The strategies adopted are determined by the context within which the reading takes

place, the type of text being read and the reader’s purpose and the strategies are

used selectively.

In the end, Wallace suggests that rather than developing different strategies for

readers in their second (or third) language, as teachers we should:

“ensure that text, context, and reading task give maximum support to the

second language learner’s current linguistic and schematic knowledge”
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Wallace, op cit pp.42-43

Nuttall falls between both these points of view. She acknowledges the amount of

research that has gone into identifying reading skills and the relationships between

them but says:

“The issues remain controversial. In any case, it is generally agreed that,

if individual skills exist, they work together and are inextricably linked.

Most people accept that we can at least identify certain strategies which

readers can make conscious use of when reading difficult texts. Probably

the best way to acquire these is simply to read and read. However, there

is evidence that strategy training helps”.

Nuttall, op cit, Introduction to Part Two

Task 11: Identifying Skills/Strategies Students Might Use/Need (40

mins)

1. Brainstorm a list of reading strategies based on the coursebooks you have

access to, your classroom experience and articles you may have read. You

might include, for example, guessing the meaning of unknown lexis from the

context, predicting content from a title, and scanning efficiently for specific

information.

2. Refer to Grellet, Developing Reading Skills (2nd ed) pp4-5 and Nuttall,

Teaching Reading Skills in a Foreign Language (New ed.) chapters 4, 5, 6

and 7 to compare and extend your ideas.

3. Evaluate your own teaching. Which strategies do you already focus students on

in reading? Choose two that you haven’t focused students on and plan to

incorporate them into your next reading lesson.

8.3. Atomistic or Holistic, Testing or Developing?

Coursebooks from the 1980s onwards include activities to increase students’

confidence in reading. These are often referred to as ‘reading skills development’

activities: students may be asked to predict content of texts; they may be asked to

guess the meanings of unfamiliar lexis in context; they may be asked to identify the

text type and to comment on stylistic features. Much more commonly, however,

students are asked to extract different levels of information from a text within a given

time limit; and this is often done in preparation for exploiting the text for target

language.

Because we set questions with right and wrong answers, and because we measure

the effectiveness of students’ reading by the proportion of answers they get right and

wrong, most reading activities test (or at best, practice) students’ reading rather than

develop their confidence and effectiveness as readers. Reading activities tend to

approach text atomistically, from a bottom-up point of view if you will, rather than

holistically. They tend to emphasize the product – answering questions about

aspects of the text, rather than the process of approaching the text as a whole.

To take this further, let us return to Task 6.
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Task 12: Follow-up to Task 6 (10mins)

In Task 6, you were asked to identify whether the tasks you chose focused on

reading ‘skills’ or language, and whether the tasks were developmental or were in

fact testing students’ ability to comprehend text.

Having read the above section, are there any that you wish to reconsider?

Consider issues such as purpose/aims, support for students, texts and tasks.

Do you feel that the reading focus in coursebooks is by-and-large atomistic or

holistic? Discuss your conclusions with others in your Discussion Forum on the

DELTA website.

There is no doubt that on the one hand, testing is a necessary tool for measuring

mastery and progress and for identifying areas demanding remedial or teaching

focus; also without doubt is the fact that many of the task types used for

developmental purposes can also be used for testing. The teacher’s ability to first

identify what the aim/focus of the task really is, to evaluate whether that is

appropriate to her students and then her lesson/stage aims is crucial.

While the above issues are currently being debated, there are certain conclusions we

can draw about what constitutes an effective reader. Students need to be exposed to

a range of texts; they need to read and understand the whole text, the writer’s

opinion, and/or the writer’s vision, as well as focusing on how that meaning is

communicated. Students may need teachers to highlight strategies they can use to

help them when they run into difficulty interpreting the meaning, but reading

effectively is “an integrated process” (Nuttall, p41) in which skills and strategies are

applied only when and if necessary to facilitate understanding. Taken all together,

understanding involves having a purpose, activating schemata and strategies; it also

necessitates awareness of language. Reading seems much more of a holistic activity

than previously thought.

9. Articulating Reading Lesson Aims

Let us start with a general overall aim. In a “reading lesson“ we seek:

To enable students to become independent, effective readers, people who are able

to read real and meaningful texts with purpose and to understand what it is

necessary for them to understand from the text outside the classroom.

In order to enable students we may choose to develop text-oriented awareness

and/or highlight strategies. In order to do this we not only draw students’ attention to

them but also to provide supportive practice. Thus aims might be:

To develop student awareness of the importance of clarifying their purpose for

reading.

To develop student awareness of how to use peripheral information to get

information about a text.
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To enable students to decide which new vocabulary they need to understand and

which they can skip over.

To enable students to read more quickly.

To enable students to infer meaning

To develop student awareness of pronoun reference and how it affects meaning.

To develop student awareness of cohesive devices of contrast including:

although, despite, in spite of, though, mind you and nevertheless.

To develop student awareness of lexical cohesion.

To develop student awareness of chunks of collocations in text.

To develop student recognition of fore-grounded information by looking at clause

order in sentences.

Task 13: Evaluating Reading Aims (10mins)

Look at the following reading aims and decide why each is inappropriate:

1. To develop the reading skill.

2. To practise the skill of scanning for specific information. (The text is a lighthearted

magazine article).

3. To practise reading for understanding.

4. To practise skim reading a long text.

5. To enable students to understand and use the present perfect continuous in the

context of a letter home.

Check the reasons that each is a poor aim in Appendix 4.

Now, either look at or think through aims that you have written for lessons that have

involved a reading focus. Be critical. Re-articulate any that are vague or do not

really reflect what you did.

10. A Reading Focus

A reading lesson can be a whole lesson or simply part of a lesson. The following was

part of a longer lesson for a strong mid-intermediate class of mixed nationalities.

Most of the students were planning to study for and take the Cambridge First

Certificate examination in the following months. The teacher was working hard to

improve students’ reading strategies and to encourage the students to take more

responsibility for their own learning.
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TASK 14: Stage and Overall Aims (30mins)

As you read through the procedure, evaluate whether the focus was

developmental or not and why.

Write appropriate stage aims and then overall aims for this part of the lesson. See

Appendix 5 for suggested answers.

Nuttall, C. 1996 Teaching Reading Skills in a Foreign Language Macmillan Heinemann

(page 238)
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Stage Aim Focus/Time Procedure

s-s / 5-7mins Students look at title in groups of 3.

Discuss:

What do you expect to read?

What do you already know about

this topic?

Ss alone

2-3mins

Students are asked to look at the

following ways of reading a text after

glancing briefly at the text itself (OHT).

Tell them they will be asked to answer

questions about the text after they read

it and they should be able to say why

they have chosen to read the text the

way they have:

a) Read text through

b) Carefully.answer questions

c) Skim through text

d) Look at questions

e) Read text more carefully

f) Answer questions

g) Read through questions

h) Scan text for answers

i) Read through questions

j) Read text carefully to find answers

Students decide how they will read

the text.

Students read and answer questions

in 4mins.

t-s-t

s-s

10mins

Teacher asks students to evaluate

effectiveness of their choice of

reading approach.

Students discuss answers to

questions.

Students’ feedback to teacher.

It should be clear that the approach taken here is focused more on the development

of strategies than on giving students practice of and evaluating their reading
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comprehension. The teacher’s aim is to activate and encourage students’ making

predictions, their bringing their knowledge of the world and their experience to the

text, and their making choices of how they will approach a text and then reflecting on

the effectiveness of these choices. Please see Nuttall, chapters.3, 9, 11 and 12 for a

thorough discussion of the aims of a focus on reading, on planning a reading focus in

a lesson and on ways of exploiting texts.

Task 15: Reflecting on Your Own Practice (30mins)

Discuss one of your lesson plans with a reading focus in it with someone in your

Discussion Forum. Tell the person whether you take a developmental approach or

not and what evidence there is of this in the plan. If you don’t take a developmental

approach, discuss with the person what developmental focus you will be including

in your next lesson.

You may well find that the coursebook you use with your classes is not of great help

to you; in the end, the developmental focus in most books is quite limited. Hopefully

Nuttall and Silberstein will give you ideas for activities to use with coursebook, or

other, materials.

11. Finding Materials for Reading

Task 16: Sources of Reading Material (10mins)

Make a list of the sources of English-language reading texts available to you and

your students.

Undoubtedly, your list contained coursebooks and supplementary books. It may or

may not have also included: local and international English-language magazines and

newspapers, novels and/or other books of various types, reference material such as

menus, timetables, maps, letters, cartoons, adverts, company brochures, readers

and material downloaded from the Internet, amongst others. You should also have

included materials you have written for class use.

The rationale for choosing texts may include consideration of your students’ age, sex,

interests/needs, their level, variety in the classroom and/or the quality of print of the

text. Teachers may not be given a choice; they may well be told what material they

have to use.

11.1. Authenticity and Authentic Materials

Texts used in course books and on courses increasingly are authentic, or they are

made to look authentic, and there is increased emphasis on teachers’ bringing

authentic material into class so that students have more “real life” exposure to native

speaker communication. Before going any further, let us pause briefly to examine the

notion of authenticity.
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Authenticity, like skills and strategies, is a matter of discussion amongst academics.

Widdowson, Breen, Meinhof and Davies argue variously that once material is in a

classroom it is no longer authentic; authenticity arises from reader interaction with the

text rather than being inherent in the text itself; and authenticity comes from a

reader’s understanding of the text. (See Reading, Wallace, Ch. 9, 9.5; Reading in a

Foreign Language, Davies in Alderson and Urquhart, Ch. 9). Authentic texts are

usually regarded more pragmatically by practitioners; they are unadapted or

unsimplified texts originally designed to be read by native-speakers. Silberstein

provides a thoughtful approach to this question:

“It is possible to get carried away with concerns that edited texts deprive

students of authentic reading experiences. Students need to read. They

need to read as much as possible, often as quickly as possible, to build

up a store of textual knowledge and reading experience. Reading

passages should be authentic in the sense that they resemble the “realworld”

texts students will encounter and that they require the same

approaches to reading. Editing or “simplification” will sometimes be

required for the sake of accessibility. Careful adaptation that preserves

the essence of text along with the redundancy of natural language

provides access to authentic reading that students might not otherwise

have..... At all proficiency levels, we want students to be engaged with

texts that are “authentically” similar to those which represent their

reading goals.”

Techniques and Resources in Teaching Reading, Ch 7, p102

Specially written materials can be produced, and so-called authentic material can be

simplified/graded for learners and so long as the materials “still resemble the original

in terms of either syntax, discourse structure, vocabulary or content” (Silberstein,

p102) they maintain their integrity in providing an authentic language experience.

There are advantages to using authentic texts with students. Compare the

advantages of authentic and specially designed text in the table below:

Authentic texts: Specially-written texts:

Familiarise students with the way

language really works, especially

connected meaning in written

discourse.

Can be constructed to highlight

specific features and/or to eliminate

overly difficult or irrelevant

language.

Build confidence if the task is

manageable and students are

successful.

Build students’ confidence because

they are left feeling they have

understood (almost) everything.

Motivate students because they are

working with real material.

May motivate students to read at

the next level.

Help reduce the artificiality of the

classroom.

Reduce stress while preparing

students to deal with the real world.
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Task 17: Disadvantages of Authentic and Specially Written Texts

(10mins)

List 4 potential disadvantages of both authentic and specially written texts in the

space below. Use the table above and write disadvantages for the advantages

provided; check them in Appendix 6.

Authentic texts Specially-written texts

The other possible source of materials is teachers producing their own texts; this is

not something we will be looking at. However, if this is something you would like to

do, need to do or already do you might like to read Techniques and Resources in

Teaching Reading, Silberstein, for practical guidance.

12. Types of Reading Tasks

We will return now to the discussion started in Subsection 5. We are all familiar with

a standard set of reading tasks: true/false, matching, comprehension questions,

sentence completion or ordering events, for example. We may set students other

less common tasks such as filling in a graph or relating parts of text to pictures; we

may link a reading to a discussion or listening. For the most part texts in coursebooks

are used as a basis for language focus with an efficient check of students’

understanding of the text, or texts are used to give students practice reading and

understanding with comprehensive tasks which largely ‘test’ students’ ability to

perform well. Look back at Subsection 10, Task 13. What do you notice about the

tasks given to students? How would you describe them: as testing or developmental?

As was discussed above, there is a mixture in this plan. In fact, the only ‘traditional’

task is the comprehension questions which students eventually answer.

Many of the strands of this Section come together here: the importance of teacher

clarity regarding what it means to be an effective reader and how we can enable our

students towards it, clarity regarding lesson/stage aims and the aims of tasks, and

the importance of a developmental focus to work on effective reading rather than

simply text-based language and/or comprehension work. You should by now have

read most or all of Nuttall; different types of tasks are discussed throughout her book;

Silberstein’s book also contains a good range of activity ideas as do Grellet’s and

Wallace’s books. Try some of them out with your students.
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Task 18: Different Reading Task Types (1 hour)

With members of your Discussion Forum, each of you do the following:

Find one task that you particularly like from a coursebook or from one of the

essential or recommended methodology books.

Identify what it does (developmental? developmental of what? testing?).

Decide why you feel it’s a worthwhile task.

Explain how you would need to adapt it for your particular group of students.

In order for you to do this you will need to direct the others to the task so that

everyone can look at it.

13. Readers and Extensive Reading

So far, the focus of this section has been on reading in the classroom with the aim of

developing students’ confidence and effectiveness in understanding both the

meaning in the text and how it is produced. The broader aim of the reading we do

with students in class is, however, to enable them to function independently and

effectively outside of class. Reading longer texts without the guidance of a teacher,

most often now done outside class, is called extensive reading, and it is often a

neglected aspect of a systematic and thoughtful reading development programme. (If

you would like to revise the difference between intensive and extensive reading, see

Subsection 3).

Why is it so important to provide students with an opportunity to do extensive

reading? Consider the following reasons and add any that you feel are important:

It encourages students to read in a ‘non-school’ context.

It gives students exposure to lexis, structure, discourse etc. in different and

meaningful contexts.

It is important that students read longer texts, not only short ones.

It provides an opportunity for more of a top-down focus (to balance the more

typical in-class bottom-up focus).

It offers students meaningful choices: reading what they are genuinely interested

in, getting out of the text what they want, for example.

It can help encourage learner independence.

It increases the amount of time students are exposed to English.

It can be motivating for students to complete a reading outside of class – it can

provide a sense of progress and achievement.

Extensive reading can be integrated into class work.
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Task 19: Outside Reading Materials Audit (30mins)

1. Conduct an audit of the materials available (in the school where you work) to

your students for them to borrow and read at home:

What materials are available?

Is there material for all levels?

Is there a system for borrowing?

Do students seem to use the materials? Why/not?

2. Look back at Task 15. You investigated and noted the English-language

reading resources available to you and students; which ones are available to

students outside school? Consider, for example, (local) English-language

newspapers, magazines, etc.

You might like to read Nuttall, Chapter 8 at this point. There is an in-depth discussion

about promoting an extensive reading programme and practical information about

setting up a library in the first two-thirds of the chapter.

13.1. Supplementary Readers

Although an extensive reading library could, and should, have a range of books

available for students to choose from, including “native-speaker” novels, plays, poetry

and subject texts which students might be interested in, we will confine our

discussion here to readers as they are now commonly available in schools and are

often the backbone of school lending libraries.

There are many reasons for deciding to invest in them and for providing them for use:

they look like real books; there is a range of books available for each level; there is a

good variety of titles/genres; they are of manageable length; they are comparatively

inexpensive; and they are quite easy to get hold of. There are, however, drawbacks

to consider: there may be cultural limitations and/or appropriacy issues to take

account of; the language can be overly artificial especially at lower levels; students

may not perceive them as authentic and so find them uninteresting; they don’t last

long and so need to be constantly replaced thus increasing their expense.

There are different ways that you might choose to use readers. It may be that you

want students to read different books independently and then participate in some sort

of project (for example, a presentation or written summary, etc.); it may also be that

you use a reader as a set book with everyone reading the same book.
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Task 20: Using A Set Book - Reading (20 mins)

Read Nuttall, Teaching Reading Skills in a foreign language (new ed.),

Chapter 8, Using a Class Reader.

What are the key elements that she highlights about using a class reader?

Check your answer in Appendix 7

If, however, you encourage students to read the book of their choice rather than a

class reader, you can incorporate the reading into class time in different ways:

through a report back task (for example a 2-3 minute presentation to the class about

the book and whether they recommend it or not and why); a poster project; designing

a cover for the book and justifying the elements included; a radio/videoed review of

the book. You could also encourage student writing on what they have read. The key,

as Nuttall says, is to ensure the reading experience is enjoyable and so any follow-up

should not be perceived by students as hard work or “testing”. You might encourage

them to write a review of what they have read to be put into the books – or even on a

school website – for other students to read to help them decide whether they want to

read the book, for example. Alternatively, you may choose not to base any class

work on the reading being done extensively; you might simply keep track of the

number and/or titles of books students read over a set period of time and then to

incorporate this information into tutorials or reports you are asked to produce on the

students.

14. Conclusion

The purpose of this part of the module has been to prompt you to reconsider the way

you approach reading in your classrooms: to encourage principled reflection and

evaluation of your current practices, to highlight current thinking about reading and

what it involves for foreign language learners, and to encourage principled change to

your current practice.
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Appendices

Appendix 1: The History of Reading in ELT

1e)

In a Grammar Translation classroom, students’ language learning is based on texts

which they read usually aloud but also silently. The work is first and foremost

language-focused, but also with a focus on meaning as students work in both first

and new language with the text. Learning is assessed in terms of accuracy.

2a)

In a strict Audio-Lingual classroom, reading is discouraged, and students are

expected to learn by hearing and repeating target language and dialogues to a good

standard of accuracy.

3b)

At the start of the Communicative Approach, reading texts regain importance.

Students are encouraged to silently and selectively read texts to get information to

complete tasks which often involve working with other people.

4d)

Later in the Communicative Approach, reading is used both to raise language

awareness and reinforce language passively and actively, and to practise/test

students’ comprehension of the information in the text. It is considered one of the four

skills for learners to learn so that their acquisition of the language is balanced.

5c)

In today’s classroom, reading is a skill with which learners are encouraged to be

autonomous so the focus of the classroom is on enabling students to be more

effective readers.

Appendix 2: Texts in Coursebooks

The following is a short written example (only 2 texts instead of 4) of how you could

approach this task. You do not have to write your answer to Task 6 but you might like

to take notes as you will need to refer back to your ideas in Task 11.
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Greenall, S. 1995 Reward Intermediate Heinemann (pp 38-39)

This reading focus appears to be aimed at developing students’ reading ability. The

students do a series of language activities (vocabulary in particular) which would get
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them thinking about the content and focus of the text generally (i.e., the activities

function to activate their experience related to the topic) and more specifically their

ideas about specific aspects of the topic. Two of the reading tasks focus the students

on forming an opinion about who the text is written for, the writer’s opinion about the

topic and the tone of the writing. The final reading task gives the students practice of

understanding unknown vocabulary in context – again a reading development aim.

In general in this book, the texts are followed by a variety of activities, most often

comprehension. There is a regular, but not frequent, focus on working out the

meaning of vocabulary in context, but that appears to be the only regular

developmental work. The texts are always in units with an overt language focus, and

they are often referred to in the language focus, so that texts ultimately are almost

always exploited for language and have been chosen on this basis.
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Soars, L. & J. 1996 New Headway Intermediate Oxford University Press (p56 & 57)

This text is used as a context for a language presentation/revision. While there are a

few questions to check students’ comprehension, the text is only exploited for

language.

In general, texts are used two ways in this book: language is regularly contextualised

in reading texts and as above there is a comprehension check associated with this

use of the text; there are texts used for reading as well – longer texts with a

comprehension focus. There may or may not be a development focus in these texts.

If there is, it often has to do with developing students’ ability to guess at the meaning
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of new words in context; students may also be asked to form opinions/draw

conclusions about what was said or to make predictions. One reading focus in

particular gives students a choice about what they read and asks them to form

questions they want the text to answer.

Appendix 3: Follow-up to Factors Affecting your Students’ Reading

Proficiency

This is a short example of the way you might work with Task 9:

1. Factor affecting my students:

Reading word by word

2. Possible solutions:

Give students activities in which they first read chunked language (not text) set

out vertically and then second annotate text into chunks.

Ensure single-word vocabulary limited; vocabulary given in chunks and stored in

chunks in notebooks.

Appendix 4: Evaluating Reading Aims

The reasons that the aims are inappropriate are:

1. This aim is far too general. It gives insufficient information about what the lesson

focus will actually be.

2. The aim is probably inappropriate for the type of text being used.

3. Again, this aim is very general. What depth of understanding? Is the focus on

students having a global understanding or understanding detail in the text? What

kind of text will students be dealing with?

4. This aim gives us an idea of what students will be asked to do (i.e., we have a

good idea regarding procedure), but we have no idea why. It is also possible that,

again, the text is inappropriate for the stated activity as we have no idea of the

text being used.

5. This is a language aim, not a reading aim, and so it is inappropriate as the aim to

the reading focussed part of the lesson.
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Appendix 5: Stage and Overall Aims

Stage Aim Focus/Time Procedure

To encourage students to

articulate their

expectations of the

content (lexis included)

and activate schema.

s-s/5-7mins Sts look at title in groups of 3.

Discuss: What do you expect to

read?

What do you already know about this

topic

To enable students to

identify different ways of

approaching a text and to

encourage them to make

a decision for themselves

about the most

appropriate way of

dealing with it.

To give students an

opportunity to put their

decision into practice.

Students alone

2-3mins

Students asked to look at the

following ways of reading a text after

glancing briefly at text itself (OHT).

Tell students they will be asked to

answer questions re the text after

they read it and they should be able

to say why they chose to read the

text as they did.

Ways of approaching text:

a. Read text through carefully.

Answer the questions.

b. Skim through text. Look at

questions. Read text more

carefully. Answer questions.

c. Read through questions.

Scan text for answers.

d. Read through questions.

Read text carefully for

answers.

Students decide how they will

approach the text.

Students read and answer the

questions in 4mins.

To give students an

opportunity to

evaluate/discuss their

choice.

To encourage discussion

of the content of the text.

t-s-t and s-s

10mins

Teacher asks students to evaluate

their choice of reading approach

(and why).

Students discuss answers to

questions.

Students’ feedback to Teacher.

The aim for this focus in the lesson could be articulated as:

To raise student awareness of different ways of reading a text and give them

practice in making such a choice.
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To provide an opportunity for students to practise reading and understanding

information in a brochure about fire safety.

Appendix 6: Disadvantages of Authentic and Specially-written Texts

Authentic Materials Specially-written Texts

It is impossible to control the language.

Especially at lower levels, there can be

too many distractions (new language)

for students.

They may give students a false sense of

how language works. They may not give

students a realistic sense of how

discourse really works.

The materials may lower student

confidence and increase student anxiety

if they feel overwhelmed. (An

achievable task would of course make

all the difference here).

Sts may suffer loss of confidence when

confronted with authentic materials

outside the classroom; they may also

lose confidence if they feel the teacher

thinks all they can cope with are graded

materials.

Materials may decrease motivation if

students feel they cannot understand a

good amount of it.

Students may lose motivation if they feel

they are stuck on material written for a

specific level.

Some say that authenticity is lost as

soon as it comes into a classroom.

Students may feel that they are being

treated as school children rather than

adults.

Appendix 7: Using a Set Book

Nuttall highlights the following points about using a set book:

Stress is on ensuring reading remains enjoyable even though there is overt

classroom focus on the book.

Choice of book is essential to ensure student interest.

Choose a book at a level slightly lower, rather than higher, as students will not

have the same teacher support reading it and the experience should not be

discouraging.

Ensure the class finishes reading in good time. If it takes too long to get through

the book, students will lose interest.

Reading should be done out of class – and reading aloud in class should be

avoided.

Exploit the book in class in interesting ways. Try not to ask simply comprehension

questions. Get students thinking about characters, relationships, giving their

opinions and activities which help students see the book as a whole reading

experience.
The Distance DELTA

Unit 6 Section 2 34

Speaking

Summary

In this section of the unit we will complete our look at skills with a consideration of

speaking. As it is the last skill to be discussed, you may find what has been said in

the previous discussions of skills applies here as well. In thinking about speaking it

will be important for you to incorporate and apply issues raised, and information

given, in the earlier focuses on listening, writing, written discourse and phonology

(Units 2, 3, and 6). Ultimately an atomistic approach to understanding language and

skills is unnatural and unrealistic. While we may focus on separate aspects of

language with students, in the end, our underlying aim is to enable students to be

effective communicators or users of English. Current ELT thinking emphasizes the

holistic nature of language and encourages a more holistic understanding and

approach to it. It will be important that you identify and pull together the relevant

threads examined previously in the course of this focus on speaking, in addition to

thinking about those issues particular to speaking.

We will be focusing on what speaking is and differentiating between spoken

language practice and developing the skill of speaking; we will be discussing different

speech events and characteristics of speaking leading to a focus on problems that

students may have with speaking. After having placed the classroom focus on

speaking in a historical perspective, we will consider the issue of accuracy and

fluency in speaking. We will also be looking at activities that could be used to

improve both student fluency and specific conversation skills. Finally, we will be

considering aims for developing students' oral fluency and touching on correction of

errors in speaking.

Objectives

By the end of this section you will have:

Placed current thinking and practice regarding speaking in a historical

perspective.

Considered different speech events generally and characteristics of speaking.

Extended the above to a brief consideration of problems students face when

speaking and, later, reasons why fluency activities may not be successful.

Considered terminology we commonly use when talking about speaking,

particularly accuracy and fluency.

Identified different types of activities to improve students' fluency at different

levels.

Briefly revised ways of providing correction (see Unit 5 for a thorough discussion

of this).

Practised articulating speaking aims.

Identified two stands of focus in improving student fluency in speaking.
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1. Preliminary Thoughts

Here are some student answers in response to the question: "What is most important

for you (in your study of English language)?"

"I want to learn to speak".

"Speaking is the most important thing for me".

"I want more speaking so I can talk to others".

"Grammar and speaking".

Task 1: Reflecting on your own practice (3-4mins)

Think about the last 5-6 lessons you have taught, and answer the following

questions:

1. Did you have any speaking aims? What were they?

2. What sort of activities do students do in your lessons to improve their speaking

ability?

3. Do you feel you and your students agree on what "speaking" is? Make a brief

note of what you think it is/involves.

There can be no doubting the fact that many of our students are motivated by a

desire to "learn to speak" English. They may come to us with a wide discrepancy

between their ability to communicate verbally and their understanding of grammar

rules, their ability to write or read effectively, and their ability to use the language to

take written tests or to do exercises. This may be because there are no easily

accessible partners to talk with; it may be because the education system they

previously studied in did not promote speaking or because they studied to pass a

written exam; it may also be that they were put off by the ‘academic’ approach to

English they have experienced in their previous English studies; you may also have

students who learned more informally from tourists, resident native speakers, etc.

and who have (some) fluency in specific situations. Students are often unclear about

what they really mean by "speak" the language and what speaking the language

involves. Unfortunately, teachers are also often unclear about this, blurring the aims

of communicative practice of particular language items and fluency-focused activities

such as discussion.
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2. Generally Speaking

2.1. Fluency and Types of Speaking

Task 2: Characteristics of Fluent Speaking (10mins)

In Task 1 you were asked to note briefly what your students understood by

"speaking". Let's take this one step further. Do you know what your students

understand as being fluent in speaking? If so, list the characteristics they consider

important here; if not, ask them informally. They might feel, for example, that fluency

means not making mistakes or not having to stop and look a word up in a bilingual

dictionary during a conversation.

It is very often the case that students identify proficiency in speaking with the ability

to speak accurately (i.e. the grammar of what they say is correct) and with the ability

to speak quickly. Much less frequently, students also identify fluency as including

having the lexis necessary to talk about a range of topics or to respond to a range of

situations. There is almost never recognition of the importance of the responsibilities

of being an effective listener, of the characteristics and conventions that govern

participating in conversation or other speech events in English.

Because the different types of speaking have different characteristics, proficiency in

one event may involve knowledge of specific conventions and/or language different

from what is demanded in another. For example, in an event such as making a

speech at a friend's wedding, speaking will be characterised by planning, scripted

anecdotal content (often of a scurrilous, humorous and/or embarrassing nature), low

reciprocity (i.e. little dialogue) and set phrases such as "I'd like you to raise your

glasses…", "I'd like to make a toast to…", "Could I have your attention please?", "I

have been asked to say a few words about…". Interestingly, even though the content

may be humorous and personal, the language of the speech itself is often quite

formal, and the organisation of the content prescribed by tradition. In contrast,

recounting a personal anecdote to a friend will be characterised by a lack of planning,

higher reciprocity, some set phrases ("It was [wonderful]!", "We had a [brilliant] time!",

"Have you ever been…?", "You know what I mean?"), and a lack of formality. In other

words, speech events belong to different genres, and the conventions associated

with each genre are areas that students and teachers seldom recognise as crucial

aspects of fluency. Please note that conventions are often generalisations of

behaviour, not rigid and inflexible formula.
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Task 3: Characteristics of Different Speech Events (10mins)

1. Look at the different speaking events below. Organise them into groups that

seem to share broadly similar characteristics. Consider, for example issues of

formality-informality, 'plannedness'-lack of planning/spontaneity, reciprocity-no

reciprocity, and the tenor or relationship of the interactants (social distance,

power, and affective issues).

a) A news broadcast

b) Buying vegetables at a greengrocer’s

c) Meeting someone at a party for the first time

d) Discussing a recently seen film with a family member

e) Giving a speech

f) Having a drink/dinner with friends/family

g) A job interview

h) Deciding what gift to buy a friend with another friend

i) A political debate

j) Making a presentation

k) Buying theatre tickets over the phone

2. Choose two or three of the events above. Can you think of any particular set

phrases associated with these events? Is each event organised in a generally

predictable way?

See Appendix 1.

2.2. Characteristics of Speaking

Leave aside planned, and often scripted, events for the moment; let us consider the

characteristics of speaking and conversation. They can be summarised as follows:

It happens in real time.

It is unplanned, unaided by written scripting, and often unpredictable.

It is usually less densely packed with information than written communication.

It involves the speaker's ability to manipulate language, but not necessarily to

produce only grammatically correct utterances.

It is characterised by unfinished utterances, reformulation within sentences,

people speaking simultaneously and listeners indicating attention/interest by

saying things like "Mm", "Oh", "Umm" and/or finishing the speaker's sentences for

them.

It involves implementing strategies such as reformulation to enhance and

facilitate the communication.
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It involves interaction with one or more other speakers (we will not be considering

any form of monologing here).

Thus, it necessitates an ability to listen effectively and it is normally reciprocal (i.e.

the listener responds in some way to what is said).

It necessitates understanding and following the conventions of conversation (i.e.

the generic conventions), which vary from culture to culture.

It involves the use of gesture, body language and facial expression to clarify and

reinforce the message.

It involves speakers making real-time decisions either about the direction of the

conversation or about dealing with (potential) difficulties in order to ensure the

message intended is communicated.

Finally, conversation specifically can be transactional or interactional. Thus,

speaking and participating meaningfully and appropriately in a conversation are

incredibly complex and demanding. It is without doubt an area that students face

considerable difficulty with.

2.3. Potential Student Problems

What are some of the difficulties that students have? The characteristics above

usefully allow us to identify areas that students will (and do) have difficulty with, for

example:

The need to operate in real time

The unpredictability of most speaking events

How information or meaning is conveyed (the structuring of the parts of the event,

the language itself, the phonology)

The ability to listen effectively

In fact, any one of the above is a potential problem area for students. These general

problems are likely to be articulated as a more specific range of problems students

may have:

Availability and appropriate use of lexis

Speed of speaking

Narrow intonation range

Articulation of certain sounds so that communication is not impaired

An ability to participate appropriately (e.g. in terms of interrupting or expressing

disagreement)

Grammatical accuracy

Inappropriate physical distance in face-to-face speaking.
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Task 4: Problems your students have speaking (5mins)

Look through the list of characteristics above and identify which areas cause your

students difficulty generally.

For example, do they have particular difficulty listening effectively? Do they find it

hard to speak in real time? Do they use gestures or body language/distance that

would cause problems with native speakers? Do they know and can they use

conversational strategies appropriately?

You might like to do some background reading at this point to consider in greater

depth the characteristics of speaking generally and, more specifically, conversation.

The references provided below will also be important in the discussion of issues

following this subsection.

Task 5: Background Reading (30-40mins)

Read the following:

Bygate, Speaking, pp.1-15 (through 3.1)

Nolasco & Arthur, Conversation, Introduction, pp. 5-13
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3. Speaking in a Historical Context

Task 6: Speaking Historically (10mins)

Use the following phrases/words to complete each of the sentences below. (You may

choose to write numbers in the gaps instead of the phrases/words).

1) Controlled

2) Information or knowledge

3) First language

4) Transferring language knowledge to real communicative use

5) Model task

6) Read aloud or recited

7) Drilling

8) Their identifying language they need but don't have

9) Rehearsal

10) Part of the learning process

11) To find other than the safe ways of expressing themselves

12) Pre-taught language

13) Meaningful communication

14) Product

15) Freer production

16) Controlled but contextualised

17) Choices

Check your answers in Appendix 2.

a) In a Grammar Translation classroom, speaking occurred largely in the students'

_____ but also in the language being learned, as students' _____ exercises or

passages they had translated.

b) In an Audio-Lingual classroom, speaking involved students' _____

decontextualised sentences or mini-dialogues to ensure correct word order,

grammar and pronunciation. Mistakes were discouraged and so speaking was

very carefully _____ to ensure accuracy.

c) At the start of the Communicative Approach, the importance of _____ became

widely recognised. In most cases, students received language input to prepare

them to make _____ in a speaking activity which was often _____ oriented.

Speaking activities were often guided from _____ practice to _____ in
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discussions or problem-solving activities. The emphasis was on _____ and so

many activities involved a _____ gap. Errors were regarded as _____.

d) Current thinking about learning indicates that students learn what they identify

they need. Thus in a TBL classroom, students are given (or choose) tasks for

which there is no _____, although there may be phrases presented which will

facilitate their completion of the task. There is sometimes a _____ for them to

work from and they should be given _____ time before their spoken or written

presentations. Students' speaking ability is improved/increased by _____ and by

the teacher challenging them _____ wherever possible.

In other words, there has been a shift in ELT from regarding speaking as a means of

(mainly/solely) grammar and pronunciation practice to recognition of it as the

complex medium of real and meaningful communication.

Before moving on, it is important to briefly consider crucial principles underlying the

Communicative Approach. One of the theories of language underpinning the

approach was formulated by Noam Chomsky. An aspect of his theory of generative

grammar was the notion of "competence," or the theoretical ability that native

speakers possess to form grammatically correct sentences in their language. Dell

Hymes (1975) felt that without including culture and communication in any

consideration of competence, the definition remained abstract and therefore relatively

meaningless. He coined the term "communicative competence" to describe what a

native speaker knows about the culture of their speech community, combined with

their (abstract grammatical) knowledge of their first language, that together allow

them to communicate competently. Thus a person's communicative competence is a

combination of theoretical ability to generate grammatically correct sentences

(knowledge) and his/her socio-linguistic competence, i.e. his/her ability to use

language to communicate meaningfully in a culturally appropriate way.

For further reading about the Communicative Approach and the thinking

underpinning it, see Halliday (1970), Brumfit and Johnson (1979), and/or Widdowson

(1978).

4. Terms Defined and Considered

4.1. Accuracy and Fluency

It would be useful at this point to discuss the terms accuracy and fluency. These

words have been used extensively in ELT literature, in discussions about and

evaluation of teaching and in the language we use both in planning and with our

students. What do the terms mean?

Traditionally, accuracy is

"judged by the extent to which the learner's output matches some

external standard - traditionally the output of an idealised native speaker

............... [it is judged by] assessing a learner's command of the linguistic

systems, such as grammar, vocabulary and pronunciation"

Thornbury, "Accuracy, fluency and complexity"

To a certain extent our notion of accuracy also includes the factor of appropriacy.

We would probably agree that a student who said "I'm desperate for the toilet" to a

member of staff at the Ritz or who, when talking about today's weather said, "It's
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raining cats and dogs" might well be correct but is still wrong or inaccurate in their

use of language.

Task 7: Fluency, and Accuracy (20mins)

1. What do you understand "fluency" to mean? Discuss with other course

participants on the Discussion Forum and write a workable description/definition.

2. Do you feel the terms "accuracy" and "fluency" apply to skills other than

speaking? Which one(s) and how?

Your response to the second question may have been that the terms do apply to

other skills - and that it is not unusual for teachers to describe a student as "a fluent

writer" - one that produces coherent text relatively effortlessly, or "an accurate

listener/writer/reader" by which we mean that the student can correctly pick out

specific information from a text and/or that the student doesn't make many mistakes

in their writing.

Now compare your definition with the following descriptions:

1. "'Fluency concerns the learner's capacity to produce language in real time without

undue pausing or hesitation."

(Skehan in Thornbury, op cit)

2. "Fluency is not so much a matter of the speed of the delivery, but more to do with

the length of the 'run' - the more words you can put together without pausing, the

more fluent you are...the ideal learner is the one who can balance the demands

of real-time processing with the need to be reasonably accurate...They also need

to be able to reorganise (or restructure) what they know in order to make it more

complex."

(Thornbury, op cit)

3. "Fluency is used to describe the ability to communicate an intended message, or

to affect the listener or interlocutor in the way that is intended by the speaker.

Fluency involves the ability to adjust the message according to the responses of

the listener or inter- locator, to construct coherent utterances and stretches

of speech, to respond and to speak without undue hesitation. It also involves the

ability to use strategies such as simplification, circumlocution and gesture to aid

communication when the speaker may not have access to the vocabulary or

grammar which would normally be appropriate."

(M. Parrott, Tasks for Language Teachers, p. 197)

4. "It is our ability to use lexical phrases that helps us speak with fluency. This

prefabricated speech has both the advantages of more efficient retrieval and of

permitting speakers (and hearers) to direct their attention to the larger structure of

the discourse, rather than keeping it narrowly focussed on individual words as

they are produced. All this fits very neatly with the results of computational and

language acquisition research."

(Nattinger and DeCarrico in Lewis, The Lexical Approach, LTP, pp. 18-19)
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The current consensus is thus that simply ensuring students can manipulate

language correctly/accurately is not sufficient in today's classroom; accurate

language use (including certain features of spoken discourse such as cohesion) is an

aspect of fluency, but it does not automatically or necessarily lead to fluency. Fluency

is a more complex issue, defined in different ways by different people. The model of

fluency that seems to be increasingly accepted is that it involves the ability to

understand and to manipulate appropriate language and respond to the message

being communicated, in real time; to follow the speaking and conversational

conventions that native speakers of that language follow; and to use all the above at

a level of greater complexity and without undue hesitation - except to think about

what to say rather than how to say it. So, is it something we can "teach" toward, or is

it something that just happens as learners make progress? We will return to this

question in a moment.

4.2. Communicative and Freer-Speaking Activities

Before moving on, it would be useful to differentiate between two further pieces of

metalanguage: communicative activities and freer speaking.

Task 8: Communicative and Freer Speaking Activities (20mins)

Get on to your Discussion Forum and discuss with other participants the following

questions:

1. Is a communicative activity always a fluency activity? Give examples.

2. Is a fluency activity always communicative?

3. Is a "freer activity" fluency or accuracy focused?

It is important that the distinctions between the two are clear. Communicative

activities incorporate a range of activities from controlled language practice to freer

speaking. Labelling an activity as communicative indicates only that students

communicate with each other in order to complete the task, or in the process of task

completion. An information-gap activity, for example, may involve students in very

controlled language production. While communicative, it is not fluency-focused.

The term "freer activity" comes to ELT in the context the Present-Practice-Produce

model. "Freer speaking" comes in the production stage, and while it is the stage at

which students are manipulating, in theory, any language relevant to the task; at

which mistakes are 'permitted' to occur; and which is student - rather than teachercentred,

it is a stage in a methodology underpinned by the notion that mastery of

language and 'fluency' follow on from accuracy. In the end then, a freer activity often

has an underlying language focus. Please see D. Willis, "Accuracy, fluency and

conformity" in Challenge and Change in Language Teaching for a more detailed

discussion of this.

If however a fluency activity is one designed to increase student awareness of

features of fluent speaking or conversation, then the activity is not necessarily

focused solely on communication between students. They may be listening to

recordings of speakers and noticing aspects of their interaction, and communication

will then come in feedback and discussion of what they have noticed. It is important

not to assume that if something is fluency-focused it is automatically fully
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communicative; its principle focus may be awareness-raising. (See Nolasco and

Arthur for examples.) If an activity does involve the students in speaking however,

then it should be communicative (remember please that we are not considering

speech-making or other forms of monologing), practising in the context of

conversation or discussion.

And so, we return to the question posed earlier: Is fluency something we can teach or

does it happen 'naturally' in the course of students studying and learning, without

specific attention paid to developing it?

The answer must be that there are aspects of speaking and conversation that we can

highlight and give students practice of, thereby increasing their awareness and

ultimately their oral fluency. (We shall be looking at activities later). As was stated at

the start of this Section, our aim in focusing on speaking is to enable our students to

communicate verbally more effectively and fluently in and outside of class; this

means that we need to be clear on what types of speaking our students need/want to

be involved in and specific aspects of speaking and conversation our students find

problematic. Identifying the different genres and the characteristics of those genres

enables us to focus on relevant (sub)skills with students so that students' speaking

and conversational abilities improve.

5. Developing Fluency

We shall now consider ways of developing both fluency in conversation and fluency

in speaking more generally. In the latter case, activities are designed to give students

an opportunity to practise speaking under conditions which are the same as or similar

to "real speaking". Refer to the list above to remind yourself of the characteristics of

speaking and so what these conditions can include. In the first case, activities are

aimed at helping students develop awareness of features and speaking conventions

and skills which enable them to participate effectively and appropriately in

conversations: maintaining their turn, changing the subject, opening a conversation,

etc. Remember that in neither case is the aim of these activities freer practice of

target language. In both the focus is on enabling students to communicate and to

speak more effectively, with one more holistically focused and the other focused on

the awareness and development of specific (sub)skills.
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5.1. Activities for Practising Fluency

Task 9: Types of Activities (15mins)

Brainstorm a list of all the types of fluency-focused speaking and conversational

activities you can think of. Include ones you use in class and activities you have read

about but have not necessarily used. If you feel that certain types of activities can be

used for both language practice and fluency development, note this fact in brackets

after the activity, for example:

Information gap (language/fluency)

Role play (language/fluency)

Discussion

See Appendix 3 for more ideas.

Before moving on to consider speaking activities in greater depth, we will briefly

consider a couple of the specific ones on your list, first roleplay.

Task 10: Roleplay (25 mins)

Read the introduction to G. Porter Ladousse's Roleplay, pp 5-17, and answer the

following questions:

1. How does she define roleplay? Is this different from your operating definition? If

so, how?

2. Ladousse makes a distinction between roleplay as an activity for language

learning versus an activity for language practice. What is her conclusion?

3. What aspects of speaking in the real world does it give students an opportunity to

practice or become comfortable with?

4. What are the benefits of using roleplay?

5. What are the roles of teacher and student in a roleplay?

See Appendix 4.

Similar to other speaking activities, roleplays can be used for practice of specific

target language. They can be very controlled or freer. They can also be used as an

activity to promote fluency insofar as they help prepare students to deal with the

unexpected, to be aware of the importance of different aspects of conversational

register and conventions, and to make choices in real time. It is crucial that as

teachers our aims are clear and that they underpin our choice of roleplay and its

implementation.

Let us turn our attention to discussion now.
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Task 11: Discussion (30 mins)

Read the introduction to Penny Ur, Discussion, pp. 2-8 and 12-24, and Ur, A

Course in Language Teaching, Part 2, Module 9.

Which of the following does she say are the characteristics of a successful

speaking/discussion activity? Mark each as true or false.

a) Students talk as much as possible and talk is spread evenly amongst students

b) The activity provides an opportunity for students to learn something

c) Students play different roles when speaking

d) Students learn to listen and participate in a culturally appropriate way

e) There is not necessarily an objective/aim to the activity other than students

talking for an extended period of time

f) Complex tasks are very motivating

g) Careful teacher organisation and preparation are crucial

h) Tasks do not necessarily have to be 100% interactive.

A successful discussion activity then is one which involves all students participating

in a meaningful exchange of ideas, views, etc. It is important that students are wellprepared

for the activity, are motivated by the topic or task and really have something

too say about it, and can learn from the experience. If not, it is hard to describe the

discussion or activity as successful.

5.2. Problems in Speaking Activities

You may well have had problems with speaking activities not working or not working

as well as you'd hoped; you may also know of teachers who are reluctant to provide

students with speaking opportunities other than controlled and less controlled

communicative language practice because they fear the problems that might arise.
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Task 12: Problems in Speaking Activities (10mins)

1. There are a number of problems that teachers need to anticipate when planning

a fluency speaking focus in their lessons:

(a) Students may not, or may not feel they, have anything to say.

(b) Students may not wish to discuss the topic.

(c) Students may lack aspects of language necessary to participate.

(d) Students may lack speaking skills.

(e) Students may find difficulty participating for cultural reasons.

(f) Participation may be dominated by certain students.

(g) Students may feel inhibited by a fear of making language mistakes.

(h) Students may not see the necessity for speaking fluency practice.

For each of the above problems, propose a solution.

2. There are other problems of course. Think of one more and post it on the

website. Read through what the others have posted and discuss any you find

interesting.

See Appendix 5 for possible solutions to the above problems.

There are various other things as well that can make a task easier or harder. These

issues which may be different at different levels, and these too can affect the success

of an activity:

Too much time pressure can negatively affect a fluency speaking focus. It is

important to allow for not only realistic production time, but also student

thinking/planning or preparation time.

Lower levels cope more easily with more concrete tasks, and higher levels are

often more tolerant of more abstract tasks. For example, asking students to plan

a two-day tour of an interesting city in their country for classmates will be easier

than asking them to agree on the ranking of statements about education.

Similarly, lower levels will speak more confidently and successfully if tasks

involve things they are familiar with and unpredictability is limited, while higher

levels can be motivated with greater unpredictability. The example above

illustrates this as well. Students may have very different opinions and reasons for

the order they feel appropriate in the ranking activity, hence the unpredictability;

planning the tour can be set up to limit the variables and so the unpredictability.

It is important to minimise the linguistic complexity associated with completing the

task; a task dealing with the here and now is linguistically less demanding than

one which involves considering the hypothetical.

The complexity of the task itself can make the task easier or harder. Thus a task

involving groups making decisions about the food to serve at a party they are
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planning is less complex and so easier than a roleplay of a negotiation with feedin

cards.

Finally students' familiarity with the topic, regardless of level, will affect the ease

and success with which they complete the task. The more they know about a

topic, the more confidence they will have in doing a task related to it.

As with the problems in Task 12, thoughtful and thorough planning, and careful

setting up and student preparation in class for fluency activities can increase the

probability of success. In the end, it is dangerous to assume that fluency activities are

easy to do in class; the care that needs to go into the planning and execution of them

should not be underestimated.

5.3. Increasing Conversational Fluency: Skills and Activities

While students' ability to speak in real time, to articulate ideas in a way that enables

their listener(s) to understand what they are saying and to react appropriately to

unexpected things, for example, are all important, it is also essential that they have

strategies they (can) use. These strategies should help them to deal with, for

instance, difficulties that arise in conversation, to take a turn, and to give someone

else a turn. It is also important that learners are aware of what are considered

appropriate gesture and body language.

Task 13: Conversation and its Characteristics (15mins)

Look back at the introduction to Nolasco and Arthur's Conversation, pp.5-7:

1) Revise how they define the term "conversation" and what its significant

characteristics are.

2) From their definition, how is conversation different from speaking?

3) What examples do they give of the functions of conversation?

See Appendix 6.

Nolasco and Arthur highlight specific aspects of conversation as potentially

problematic for students in their Introduction (pp. 7-12), and it is generally agreed that

these warrant a focus in developing student conversational skills. In the Introduction

to Conversation they identify the following:

The co-operative principle: This incorporates four maxims which contribute to

co-operation in conversation. As a result of these maxims, as native-speakers,

we co-operate in conversation so that we say neither too much nor too little and

we try to say it clearly. Thus, it is imperative that we help students identify how

much silence or thinking time, or how long a turn, is (generally) acceptable.

The creation of meaning: This is how context and the relationship between

participants in a conversation influences what is said. For example, "The phone's

ringing" can be interpreted in different ways. It might be a simple observation (as

in "Oh, listen. That public phone is ringing. How strange"), a request that

someone (probably a friend, partner, sibling) answer it, or an excuse for not doing

something else. Students need help with identifying the speaker's intention

beyond the meaning of the words themselves.
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Adjacency: This has to do with spoken discourse, which you will look at in the

next. It refers to two utterances, one following the other, where the second is

clearly related to the first. Adjacency pairs may be predictable as in "Bye! See

you" "Yes, take care"; they may also be less predictable as in "Have you got any

money?" "Yes, I've been to the bank". Many of the more predictable pairs are

incorporated into functional work, but the less predictable are rarely covered.

Turn-taking: This has to do with who speaks, when and for how long.

Conversational participants need to be aware of when someone is finishing

his/her turn and how to join an on-going conversation or build on what someone

else has said, all without undue hesitation.

Openings and closing: These are the expressions or ways we use to either

initiate or end a conversation, and again they are not necessarily obvious to

students.

Topic: There are some topics which are appropriate for conversation and others

that are not; further there are some topics that are more likely to come up

depending on the gender of the participants. An inappropriate topic can result in a

dead conversation or can cause offence. It is important not to neglect raising

students' cultural awareness of what is considered fit for conversation.

Stress and intonation: These two aspects of pronunciation are used to open,

maintain and end conversations; they are also used to signal turn-taking. As such

they are important tools in conversation. Students need help not only in using

them appropriately but also crucially in being made aware of them and

recognising what they can be used to communicate.

Gesture and body language: While common to conversation in any language,

the amount of gesture used, the gestures appropriate, and conventions relating to

body language are culture-specific and misuse of them can cause problems in

communication.

What Nolasco and Arthur have identified are aspects of spoken discourse; they are

aspects of real conversation, however, and a lack of awareness or knowledge of

them can cause problems for students both in terms of understanding what they hear

and also in terms of participating effectively. (Please see Section 3 of this Unit for a

more in-depth discussion of spoken discourse). There are other aspects of

conversation that we need to sensitise students to as well, not covered in

Conversation, such as interrupting and ellipsis (see Bygate, Speaking, Unit 4). All

aspects of managing a conversation are important in enabling students to become

more effective communicators in a conversation.

Nolasco and Arthur identify four different types of activity to do this, to develop

students' conversational ability. They state that:

"Although conversational competence can only come from fluency

activities or natural language interaction outside the classroom, there is

an argument for the use of controlled activities which help students

develop confidence as well as the ability to participate in and maintain

simple, commonly encountered conversations."

Conversation, op cit p23

1. Thus, it is important to give students safe controlled practice of common chunks

or phrases, including work on native-speaker-like pronunciation, used in common

situations such as asking for and giving personal information.

The Distance DELTA

Unit 6 Section 2 51

2. It is also important to raise students’ awareness of how native speakers

converse. Using taped and videoed material, students' fluency is developed by

focusing their attention on all aspects of conversation, from significant

pronunciation features to the specific language native speakers employ to initiate,

maintain and close the conversation through observation tasks. Significantly,

Nolasco also includes here activities to develop students' ability to interpret what

is happening in a conversation accurately, to develop their ability to interact

effectively and to develop their understanding of culture-specific features of

conversation.

3. Students also need the practice that can be provided in fluency activities. It is

crucial that students get practice in speaking and making decisions in real time, in

expressing their own ideas and opinions, etc., and finally in speaking with a

purpose.

4. The final activities are feedback activities. These involve students in analysing

their own and other's success or problems in interaction; they are also to a

certain extent, awareness-raising activities as students may be asked to note for

example, strategies they used to communicate something when they didn't have

the specific language available. As Nolasco says: "The objective of feedback is to

give students the information they need to improve on their performance." (p118).
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Task 15: Practice Activity Ideas (20mins plus class time)

1. The following tasks (see below) come from Elementary and Intermediate

Conversation (Geddes & Sturtridge, MacMillan, 1994). Can you identify what the

conversational skills are being highlighted in each of the two samples below?

2. Look at the following set of phrases. What conversational skill will practising each

give students help in developing? These are all taken from Conversation

Gambits, Keller and Warner, LTP.

a) What I mean is

b) So what you're saying is

c) So in the end

d) What I meant was

e) In other words

f) All in all

g) What I'm saying is

h) So you mean that

i) To cut a long story short

j) Don't misunderstand me

k) In short

l) I didn't mean to say

Check through other activities in the book. Do all of them focus on developing

student conversational skills?

3. Look through the activities suggested for controlled practice, awareness-raising,

fluency and feedback in Conversation. Choose two activities from different

groups to try out with one of your classes. Post your choices on the Discussion

Forum with a very brief profile of the class(es) and the reason for your choices.

Use the activities; discuss with your group how it went.

See Appendix 7.
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Geddes, M. & Sturtridge, G. 1994 Intermediate Conversation MacMillan (Unit 5, page 21,

Data 1-3)
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Geddes, M. & Sturtridge, G. 1994 Elementary Conversation MacMillan (Unit 2, pp12-13)
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6. Articulating Aims

As in the case of all other language and skill focuses in this and preceding units, the

importance of clearly, fully, accurately and succinctly articulated aims is vital.

Speaking aims are commonly articulated in the following ways:

To practise speaking

To give students an opportunity to practise freer speaking

To provide students with a chance to develop their fluency in a debate about

pollution

These, while increasingly detailed, are unfortunately inadequate aims for either a

fluency focus or a focus on interactional skills. Compare them to the following:

To develop student fluency in conversation by raising student awareness of

phrases used to hold their place in a conversation.

To enable students to develop confidence in expressing their opinions by asking

them to participate in a discussion regarding the roles of men and women.

To develop student understanding and use of culturally appropriate gesture and

body language used in negotiation.

To develop students' ability to reformulate in order to communicate their intended

meaning.

Task 16: Aims (30 mins)

Go back to Task 1 in this Section.

Look critically through several lessons you have taught which had a speaking focus.

1. Was the focus on developing speaking and/or conversational skills, or was the

lesson freer speaking practice of target language?

Look critically at your aims.

2. Were they clearly specified or overly general, for example? Rewrite any that do

not resemble the ones above.

7. Error Correction

You have already read and thought about correction of student errors in Unit 5. With

regard to the development of fluency in speaking, the role of error correction remains

somewhat controversial. What do you think? Should teachers correct student errors

in fluency activities? Which errors? When? How? Why should they correct errors?
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Task 17: Dealing with Errors in a Fluency Focus (40mins)

1. Think carefully about your own practice (actual and what you think you should

do). Also find out what your students think about correction during a focus on

spoken fluency. Compare. Do you and your students share the same beliefs?

2. Consider the pros and cons of the following statements:

a) Correction in a fluency activity should come in a correction slot at the end of

the activity.

b) It is the role of the teacher to correct errors.

c) Correction of inaccurate language is most important in facilitating student

improvement in fluency.

d) Never correct during a fluency activity.

e) Students need guidance in identifying errors in classmates.

f) It doesn't really matter what the student was intending to say if s/he made a

mistake in communicating it.

Choose two statements and share your thoughts with members of your Discussion

Forum.

See Appendix 8 as well for some ideas.

The conclusion that you have probably reached is that we should correct, and that

what we correct has largely to do with our aims; in other words, correction of errors

should not be limited to focusing on a misused tense, a problem with word order or

an incorrect preposition. Correction may focus on any aspect of what the students

have said and how they said it. As with other aspects of ELT and teaching in general,

the principles underlying decisions you make must have been carefully considered.

8. Conclusion

In this section of Unit 6 we have looked briefly at speaking and issues connected with

it. We have differentiated between oral (and communicative) practice of target

language and development of students' fluency in speaking. In the discussion, we

considered the characteristics of speaking and different speech events, and why

speaking is potentially so difficult for learners, and the terms accuracy and fluency.

We then looked at activities which give students an opportunity to practise speaking

in real time, purposefully and expressing their own meaning; we also discussed

activities which make students both more aware of and proficient in conversational

skills such as turn-taking, turn-holding, opening and closing conversation, and

creating meaning. It will be important that aims that you write for a fluency focus are

clearly and accurately worded. Finally, we returned briefly to the issue of error

correction and its place in the development of fluency.
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Appendices

Appendix 1: Characteristics of Different Speech Events

1) There may well be different ways of grouping these speech events, but here is

one way of doing so:

1. The characteristics are: maximum distance, formal, planned, no reciprocity

Events are: News broadcast, giving a speech

2. Characteristics: distance, formality, some planning, some spontaneity, some

reciprocity, a power relationship (though this is potentially less so in the first)

Events: Making a presentation, a job interview, a political debate

3. Characteristics: informal, spontaneous, reciprocity, affective issues.

Events: discussing a film, having a drink / dinner, deciding on a gift

4. Characteristics: formal (varying degrees), transactional (with some interactional

characteristics), formulaic (we follow a ‘script’)

Events: buying theatre tickets, buyng fruit and vegertables, meeting so,meone for

the first time.

2) Set phrases could include:

Can I help you, please?

Why did you leave your last job? What were your responsibilities?

First the main news items.

And now over to our correspondent in Beirut.

Prime Minister, would you like to comment on that?

How do you do? / Nice to meet you. / Sorry, I didn’t catch your name. / How do you

know Sally?

(The events these phrases are used in are clear from the examples)

Many of the events are quite predictably organised. In a speech there’s an

introduction and a conclusion; when meeting someone we often establish certain key

personal information, such as name, profession, common interests and connections

to other people; when buying fruit and vegetables we say what and how much of

something we want in response to a question, and then conclude by paying and

saying thank you. The least predictably organised events, then, are those which are

informal, spontaneous reciprocal and incorporate affective issues.

Appendix 2: Speaking Historically

1. In a Grammar Translation classroom, speaking occurred largely in the students'

first language but also in the language being learned, as students read aloud

exercises or passages they had translated, or drilled decontextualised

conjugation 'tables'.
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2. In an Audio-Lingual classroom, speaking involved students drilling

decontextualised sentences or mini-dialogues to ensure correct word order,

grammar and pronunciation. Mistakes were discouraged and so speaking was

very carefully controlled to ensure accuracy.

3. At the start of the Communicative Approach, the importance of transferring

language knowledge to real communicative use became widely recognised. In

most cases, students received language input to prepare them to make choices

in a speaking activity which was often product-oriented. Speaking activities were

often guided from controlled (but contextualised) practice to freer production in

discussions or problem-solving activities. The emphasis was on meaningful

communication and so many activities involved an information or knowledge gap.

Errors were regarded as part of the learning process.

4. Current thinking about learning indicates that students learn what they identify

they need. Thus in a TBL classroom, students are given (or choose) tasks for

which there is no pre-taught language, although there may be phrases presented

which will facilitate their completion of the task. There is sometimes a model task

for them to work from and they are given rehearsal time before their spoken or

written presentations. Students' speaking ability is improved/increased by

providing opportunities for them to identify language they need but don't have and

by the teacher challenging them to find other than the safe ways of expressing

themselves wherever possible.

Appendix 3: Types of Activities

A list of different types of speaking activities might include:

Problem-solving activities

Story-telling

Ranking activities

Debating a topic

Brainstorming activities

Project work

Simulations

Ordering activities

Instruction-giving activities

Describing

Appendix 4: Answers to Questions about Role Play

Compare your answers to the 5 questions regarding G. Porter Ladousse's Roleplay

to these:

1. Role play is an activity in which students assume a role and are creative and

imaginative in playing it. Key words and aspects of roleplay for Ladousse are:
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students create their own reality; they experiment with their knowledge of the real

world; they develop their ability to interact effectively in that world; there are no

spectators; and the environment they are in is safe.

2. Roleplay facilitates learning through doing but an understanding of what learning

entails (often based on a PPP model) must be accommodated so that students

and teachers feel that learning is taking place.

3. The aspects of speaking students can practice are: unpredictability, how to deal

with various particular situations, phatic forms of language and other social skills.

4. Benefits are:

It can bring the real world and real experience into the classroom.

It provides a "mask" for shyer students.

It involves imagination but is still linked to reality.

It is fun and motivating.

It is communicative and develops fluency.

It involves peers helping peers.

It is a flexible technique.

It is process-oriented (although the product may be shared).

5. The teacher's role includes:

Planning thoroughly and preparing any materials (e.g. role cards)

Ensuring the topic is safe and motivating

Ensuring the environment is safe

Setting up the activity carefully

Pre-teaching anything necessary

Listening, guiding only when necessary and noting mistakes (depending on the

class)

Organising feedback

The students' role includes: thinking, using their imaginations, taking on the roles as

fully as possible, asking questions if there is anything unclear about their role or the

activity, participation.

Appendix 5: Problems in Speaking Activities

(Solutions for some of the problems are the same and so one solution has been

offered for both/all).

(a) Choose the topic carefully; ensure the topic is part of an integrated focus, not a

one-off unconnected to other work the students are doing; ensure tasks are clear,

focused and meaningful to the students.
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(b) As above.

(c) Anticipate problems and pre-teach/revise anything necessary.

(d) Ensure there is development of conversation skills/strategies as well as

opportunity for speaking.

(e) How you organise the students (i.e. how they are grouped) needs careful

consideration; also if students are not used to a fluency focus or opportunities for

extended speaking, implement learner training so that they become increasingly

confident.

(f) Think about allocating roles in activities; think through who is working with whom;

work out culturally appropriate (and ones you feel comfortable using!) strategies

for controlling dominating students; and encourage a more co-operative approach

in a one-to-one tutorial.

(g) Ensure a limited, anonymous approach to mistakes; encourage students and

praise them; ensure they know they are making progress.

(h) Ensure aims are clear and clearly communicated to students. You may find that

at the start of a course, you will have to establish a rationale for the balanced

approach to language that you wish to/will take.

Appendix 6: Conversation and its Characteristics

The answers to the questions are:

1. Conversation is any spoken interaction in which 2 or more people (but a limited

number) have the right to talk or listen without having to achieve anything

concrete. In other words, everyone can have something to say about anything.

2. The functions of conversation are primarily:

a) To exchange information

b) To create and maintain relationships with people

c) To negotiate status and/or social role

d) To decide on and carry out joint action

Appendix 7: Practice Activity Ideas

1. The conversational skills of the 2 activities are:

Returning to an earlier point in a conversation

Asking for clarification or repetition to ensure understanding

2. Set phrases:

Clarifying what you mean or correcting yourself (a), (d), (g), (j), (l)

Restating what someone has said (b), (h)

Finishing your story (c), (i), (k)
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Rephrasing (e)

Summarising (f)

Not all the activities in the book give students practice of specific conversational

skills. Contrast for example pages 8 and 9, activities 2 and 3, with p. 56 activity 45.

Interrupting appropriately is a conversational skill while illustrating what you are

saying with examples is not, however useful the exponents are.

Appendix 8: Dealing with Errors in a Fluency Focus

Here are a few ideas regarding the statements about correction. Generally, it is

important that you identified the extreme position that many of them take, and you

have rearticulated them in a less extreme form.

a) The benefit of doing this is that the teacher doesn't interrupt the flow of the

activity and keeps the focus between the students rather than intruding between

them. Correction of mistakes can come at the end; equally, it might come the next

day as a warmer, or if the activity has been recorded/videoed, students could

work to identify them/some of them. On the other hand, the teacher may decide

that feedback could more usefully include a focus on something other than errors

i.e. there may be input opportunities as well. Finally the teacher may have to

correct during an activity if communication breaks down.

b) This may well be the students' and teacher's expectation, and so should not be

ignored. Obviously however, peer correction is a valuable tool in the classroom

as well.

c) As an ability to manipulate language is an aspect of fluency, doing so with

reasonable correctness is important. It is only one aspect of fluency, however,

and feedback on other aspects may be just as important, if not more so. Further,

an insistence on 100% accuracy is unrealistic and keeps fluency a function of a

PPP understanding of language learning.

d) As in (a) above, it is indeed best to try not to interrupt students, to correct their

mistakes while they are participating in an activity; the one time it is necessary is

if there is a communication break-down.

e) This raises issues regarding peer correction and how appropriate it is to your

students and the culture in which you are teaching. Generally it is accepted that

peer correction is valuable and also that learners may well need training in

identifying errors and providing peers with feedback on those errors

constructively.

f) See above. This is similar to (c). Errors are no longer regarded as a sign of

mental laziness or lack of learning. Instead they are thought to be indicators of

learning and so can be positive. Students should be encouraged to express

themselves as correctly as they can; discounting what a student has said simply

because there is an error in the utterance is inappropriate in today's classroom.
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Spoken Discourse

Summary

In this section of we will continue to investigate conversation and conversational skills

but now in greater depth by looking at spoken discourse. Again, you may well find

that there is some overlap of what was said in the section concerning speaking;

hopefully, taken together the two sections will reinforce each other and provide you

with a greater understanding of all the aspects of speaking we have covered. We will

briefly revise features of written discourse and compare written and spoken

discourse. We will be putting it into a historical perspective. We will be looking at

features specific to spoken discourse and problems that students are likely to face.

We will be discussing the use of authentic texts in class as teaching material, and

further activities to increase students’ communicative competence.

Please continue to link what you learn here with what you covered in Section Two. It

is somewhat artificial to separate speaking skills from spoken discourse.

Objectives

By the end of this section, you will have:

Refocused on what discourse is and briefly revised the characteristics of written

discourse.

Compared spoken and written discourse.

Identified features particular to spoken discourse.

Read a very brief historical overview of the development of discourse analysis.

Identified problems that students have with features of spoken discourse.

Considered (further) ways to enable students to become more confident

speakers of English.

Discussed the use of authentic transcripts as teaching material.

Focused on terminology particularly relevant to spoken discourse.
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1. Discourse Revisited

There has already been a focus on discourse in the course material. Think back now

to Unit 3 and the reading you did regarding written discourse.

Task 1: Remembering – Defining Discourse (5 mins)

1. What is ‘discourse’? Write your own definition here:

2. ‘Coherence’ is a key feature of all discourse. What is it?

3. Make a list of features of written discourse you remember below:

See Appendix 1.

Spoken discourse features similar characteristics but also ones that are specific to

speaking, and it is these features that we are primarily interested in here.
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Task 2: Differences (25 mins)

Look at the conversation below.

Compare it to any stretch of writing (or use the part of the second one, below it).

Summarise the differences you feel exist between conversation and writing.

From Text 3.3 Spoken text - asking and giving directions

A: Um … give me an idea how I get to your place … I don’t … ’cos, I don’t, um, …

know it too well round there. I’ll, uh … probably be coming by bus …so

B: Right, well, going towards French Street, stay on the bus for, oh … about …the

trip takes about twenty minutes by bus.

A: Right.

B: Now, you go … the bus’ll go out along St Katherine’s Road. Well, you … [just keep

on the bus …

A: [Mmm …

hm …

B: And it’ll cross over Peters Road which is fairly [major …

A: [Yeah … I know Peters

B: … Hm … now, you watch out for Minter Street. … It’s about … oooh, fifteen

minutes by bus from the corner of Peters. [Maybe …

A: [Right … uh

B: … a bit longer, maybe twenty depending on the traffic. …Um, now get off at the …

um, South Weston post office, which I think is two stops … two stops past Minter

Street.

A: Right … that’s fine …

Text 3.4 Written text – giving directions

Go through the glass entrance doors and turn right. Walk to the corner and turn right

again into Walker St. Walk along Walker St for four blocks until you come to Light St

with the ANZ Bank on the corner. Turn left into Light St and continue to Francis St

with the fruit shop on the corner. Cross to the other side of Light St and then cross

over Francis St. Continue along Light St until you come to the Light Arcade. Go to the

stairs at the back of the arcade and you’ll find the Medical Centre on the first floor

above the coffee lounge.

Burns et al 1996 ‘I see what you mean’ Using Spoken Discourse in the Classroom: A

Handbook for Teachers Macquarie University (p53 & 54)

You may have commented on the fact that we often use shorter sentences in

speaking; that we tend to use simpler vocabulary and conjunctions; and that a
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conversation is essentially a dialogue while writing is essentially a monologue; that

we tend to adjust our message according to the immediate feedback we are

receiving; that we have little or no planning time; that what we say may not in fact

be absolutely grammatically correct; and that others in the conversation may well

interrupt us or may finish our thoughts for us. There are other features as well: we

use sentence stress and intonation to convey meaning and we can use paralinguistic

features such as gesture, facial expression and other body language if we are not on

the phone.

For a more thorough discussion of this, see the following:

Burns et al, ‘I see what you mean’ – Using Spoken Discourse in the Classroom:

A Handbook for Teachers Chapter 3, pp. 49-52

Cook, Discourse Unit 10, 10.2, pp 115-116

McCarthy, Discourse Analysis for Language Teachers Unit 6, 6.3, pp. 149-152

2. A Brief Historical Overview

Task 3: A Potted History (30 mins)

Read the following histories of the field of discourse analysis and the different

schools of thought associated with it. The first is very brief and the second goes

into more depth.

McCarthy, Unit 1, 1.1, pp. 5-7 and Cook, Chapter 4, 4.1-4.6, pp.43-52.

If you would like an interesting and more in-depth discussion of the different

strands that inform discourse analysis, please see Burns et al, Chapter 1, pp.

1-28.

One of the most important things to come out of discourse analysis is the recognition

that speaking is not simply oral writing:

“Writing and speaking are not just alternative ways of doing the same

things; rather, they are ways of doing different things.”

Halliday 1985, from Burns et al, p. 49

The fact that much of our teaching is still done using “dialogues and spoken

interactions [that] have been based on grammars of written English” (Burns p49)

highlights how little impact discourse analysis has had historically on classroom

practice. It has also resulted in students and teachers having little understanding of

the reality of spoken discourse.

Regardless of the particular school of thought regarding discourse, certain common

principles emerge. These are summarised by Burns et al as follows:

Spoken language occurs within cultural and social contexts.

Spoken language is used to achieve different cultural and social purposes.
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There is a systematic relationship between spoken language and the context in

which it is used.

Spoken language is used to construct and maintain interpersonal and pragmatic

social relationships.

Spoken texts are dynamic and are sites for the negotiation of meaning and

power.

Spoken discourse needs to be analysed from the socio-cultural perspective and

the analysis needs to give a socially situated account of the text.

Spoken language needs to be taught as connected text and not as sequences of

single utterances, phrases or words.

(Burns et al, p. 28)

It is these common principles that underlie current thinking about spoken discourse

and ideas for addressing it in the classroom.

3. What are Significant Discourse Features of Conversation?

The characteristics of speaking generally and conversation specifically were

addressed in the previous section; if you feel you do not remember them, please

have a look back to remind yourself of what they are and then do the following task.
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Task 4: Purposes and Functions of Conversation (10 mins)

1. Conversation can be defined as purposeful spoken interaction between two or

more people. Think about conversations you had yesterday; identify the

purpose(s) of three of them.

Thinking about my own conversations yesterday, the main purpose of one of

them was transactional as I needed information about flights to Amsterdam;

the main purpose of another was strictly maintenance of a friendship and so

can be called interactional; and a third was quite specialised as I was

interviewing someone for a place on a course. The purpose of the first part of

our conversation was to establish a social relationship and from then on the

purpose was a hard-to-define mix of negotiation, testing and transaction.

Have you found that your conversations can be described as having one

purpose or are they multi-purpose? Are the purposes easy to categorise or

difficult?

2. Look at the following parts of conversations. What is the function of each? If

there is more than one function possible, list the alternatives.

a) Try harder.

b) Could you get that?

c) I wonder where he is.

d) Yes.

What does this highlight about meaning in conversation? What affects or

defines meaning?

See Appendix 2.

Let’s take this one step further:

The purpose of conversation, in other words whether its purpose is mainly to ‘get

business done’ (transactional) or primarily to facilitate social relationships

(interactional), is only one facet of what is in reality a very complex activity, and as

you have seen purpose can be quite difficult to describe clearly and simply.

Meaning is another incredibly complex facet: meaning is defined by context.

Sentence (a) above could be an order; it could be encouragement; it could be advice;

the only way to know definitively the speaker’s intended meaning is to know the

context of the conversation, what effect the utterance had on the listener or how the

listener responded and what the relationship of the speakers is.

A further factor to consider has to do with cultural appropriacy. Sentence (d) might

signal agreement or acceptance, it might also indicate doubt or it might mean ‘no’ in

a culture where ‘no’ is an unacceptable response to certain requests.

The intended, context-defined and culture sensitive meaning of an utterance is called

its illocutionary force and each individual “move” in a conversation is called a

speech act; the meaning of the words out of context is called locutionary or literal

meaning.
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Task 5: Implications for the Classroom (5 mins)

What are the implications for the classroom of what has been discussed so far

regarding conversation? Think about context and illocutionary force in particular.

It is clear that context is crucial in establishing meaning, and so both language focus

or practice and skills development should be contextualised; and that students need

to be encouraged to think beyond the literal meaning embodied in individual words to

interpret the speaker’s actual intended meaning.

One final feature to be considered here is conversational style. It can vary in the

same way as written style and depends on the relationship between the speakers,

their office (job or rank) and status (social standing). Gender and age are also factors

which change the way in which we speak to different people. The way we address

someone can vary markedly depending on the context of the conversation: we may

talk to some differently at a party from the way we might talk to them in a business

meeting - or not, depending on our cultural background - and it is generally accepted

that we have more casual conversations with people who we perceive to be of a

similar status to ourselves.
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Task 6: Styles of Speaking (10 mins)

Styles of speaking indicate perceived equality or differences in role, status, etc.

between conversational participants; further, styles of speaking may vary in terms

of phonology, lexis and grammar. Look at the two exercises below adapted from

Richards (1990) and answer the questions.

1. What is the probable relationship between the speakers communicated by the

following different ways of asking for the time?

a) Got the time?

b) I guess it must be quite late now – is it?

c) What’s the time?

d) Do you have the time?

e) Would you know what time it is?

f) Could I trouble you for the time?

What are the implications of this for the classroom?

2. What changes – lexical, phonological or grammatical – have taken place in

these exchanges, and what does the change tell us?

a) Have you seen the manager? vs Have you seen the boss?

b) Whachadoin’? vs What are you doing?

c) Shove over mate. vs Could you let me through please?

d) Seen Joe lately? vs Have you seen Joe lately?

e) Could you lend me a fiver? vs Could you lend me £5?

f) We were out at the cinema, innit? vs We were out at the cinema, weren’t

we?

g) What do you mean? Vs Whaddaya mean?

Again, what are the implications for the classroom?

See Appendix 3.

For further reading on the issues focused on above, please see Richards Chapter 4,

Cook, Chapter 3 and Burns et al, Chapter 1 pp. 1-14 particularly.

There are features of spoken discourse which are shared with written discourse. You

have already read about cohesion (both grammatical and lexical), reference,

conjunction, ellipsis, and substitution in written discourse. They exist in spoken

discourse too, and are crucial both in conveying meaning in speaking and also in

understanding what is being said; while students may have little problem with these

features of discourse in written text, they may not transfer their knowledge to

speaking and listening. There are other features, however, which are specific to

spoken discourse.
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Task 7: More Features of Spoken Discourse (5 mins)

Look at the following conversation. Identify the function of each of the parts in bold.

A. We had hired this car because it was cheaper than all of us trying to take the train

to the wedding…

B. uhuh

A. And we were no sooner on the M4 when suddenly the engine just stopped and

we drifted onto the hard shoulder with all the traffic whizzing past and then we

had to wait forever for AA to come.........

B. I know

A. Can you believe no one had filled the tank before we left the car rental place?

The tank was completely empty and we’d been driving on fumes! So in the

end we missed the ceremony itself and just made it to the reception.

B. That sounds awful but at least you made it, eventually. Look would you guys be

interested in seeing the film at the Odeon Friday night?

The first two elements in bold are back-channel responses and are used by a

listener to reassure the speaker that they are listening and following the story, often

sympathetically. The second two elements are theme and rheme. In A’s question,

the theme is “no one” and the rheme is the rest of the sentence; in the next sentence

“the tank” is the theme and “was completely empty” is the rheme. The theme is “the

‘point of departure’ of the message” (Halliday quoted in McCarthy p. 52) and the

rheme “can then be seen as transmitting ‘what we want to say’” (McCarthy, p. 52)

about the theme or in the context of the theme. Thus we can have sentences in

which we establish the focus of what we want to say, the theme, “Sitting next to me

on the tube” and within this framework we can then say what we want to

communicate –“was an office worker carrying the biggest and nicest bunch of flowers

I’ve ever see” – the rheme. The final underlined element of the conversation above is

functioning as a transaction marker a feature that indicates a shift in topic or

conversational focus.

For more reading, particularly on theme and rheme, see McCarthy, Chapter 2. 2.3.

4. Units of Conversation

Think about a conversation you participated in recently with friends. Was it a fully

coherent event? In other words, did it start and then progress logically, grammatically

and phonologically correctly to its completion? It is unlikely. Conversation is often a

chaotic affair. You have only to think about false starts or unfinished utterances,

ellipsis, interruptions and unexpected changes in direction to see just how chaotic it

can be.

There is order within the chaos, however. In fact conversation is rule-governed and

contains a large number of fixed expressions. Conversation Analysis has contributed

a lot to our understanding of how real conversations are structured/patterned and

The Distance DELTA

Unit 6 Section 3 73

how they unfold in real time, and we will look now at the units of conversation that

ethnomethodologists’ research has identified. Some of these terms were defined in

Section 2 of this Unit (Speaking), and you might like to look back at 5.3 on increasing

conversational fluency specifically to see what was said.

4.1. Turn Types

Task 9: Units of Conversation Revised (10 mins)

1. Take the part of ‘B’ in each of the following speech acts

a) (A telephonist for a small company): Good morning, Waters Plumbing. Can I

help you?

b) (Calling re a drain problem)

a) Can I come in?

b)

a) It’s just gorgeous today, isn’t it?

b)

a) Thank you very much.

b)

a) How are you?

b)

Check with someone in your Discussion Group. Did you have more-or-less the

same responses?

2. What are these utterance-response speech acts called?

The utterances made by A all require an immediate and, to a greater or lesser extent,

standard response from B; they are called adjacency pairs. You are likely to have

written something along the lines of “Yes, I’m calling because…and I wonder if…” for

the first one; “Yes, of course” for the second; “It certainly is” for the third and “You’re

welcome” for the fourth. In the case of the fifth, the response we expect is something

more-or-less positive or neutral. What affect does it have on A when B answers

“Dreadful. My partner’s just gone into hospital, the canary died and I lost my pass on

the way in to work today”? Thus turn types include things like request-(non)

compliance, greeting-greeting, offer-acceptance/refusal, blame-denial/admission,

question-(un)expected answer etc.
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While coursebooks and teachers are quite good are introducing adjacency pairs and

providing students with practice, they are less good at preparing learners to cope

with or to produce an unexpected response. This results in students sticking to the

‘safe’ formula rather than saying what they may really feel/think; it also results in

students potentially responding inappropriately to the unexpected response.

4.2. Turn-Taking

A conversation is constructed fundamentally of people taking a series of turns to

speak and then listen; turn-taking is concerned with how and when speakers take

turns. It is an area that poses difficulty for students as the rules are complex and not

always observed, and they are not necessarily transferable from one culture to

another. Two of the basic rules of English turn-taking are, for example, not to

interrupt and not to dominate the conversation; however, in many cases we are

forced to interrupt if we want to take a turn, particularly in a large group discussion.

We may also interrupt to mark anger, urgency, a need to correct something or

disagreement. A further example has to do with long pauses and silence. These are

considered inappropriate or ‘dispreferred’ in English, but silence is an acceptable

aspect of conversation in Finland.

Evidence collected regarding turn-taking indicates that participants know when one

person is finishing a turn and signals to others that s/he is giving up the turn. This

may happen by use of a fixed phrase, a facial expression or gesture, eye contact and

intonation. A lack of focus on this results in learners who may well have the linguistic

ability to participate effectively in a conversation, but who are unclear about the

conventions, and so they are reluctant to take part.

Turns may be long or as short (as an adjacency pair), and learners need help

identifying appropriate length. If someone takes too short a turn, they may appear to

be bored by the topic; conversely, if they take too long a turn, they will appear rude,

overbearing and boring. The issue of length is of course relative and the status of the

speakers will affect the length of the turn which is considered acceptable.

Task 10: Observing Others (15 mins + data gathering)

Informally observe native-speakers having a discussion. You may do this

anywhere (in the staff room or at a social gathering, for example). Try to identify

how turns start, how they end, how long they last (approximately), and how a

person loses their turn.

Describe what you noticed to others in your Discussion Group.

4.3. Opening and Closing

It is a common complaint of learners of English that it is not easy to open

conversations with native speakers and, compared to some other cultures, this is

possibly true. In British English, we generally only open conversations with strangers

using set topics: shared adversity on public transportation, the weather, complaints

about waiting or asking for something. When we open a conversation with someone

we know, we tend to use general questions such as “How was your holiday?” or “

How’s it going?”
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Likewise, closing can present learners with difficulties. In British English we tend to

negotiate the end of a conversation with phrases such as “Well it’s been nice…”,

“Sorry, but I’ve got to run”, “Well, I’ve got to go now”, “We’ll let you know in writing”,

etc. Problems arise when students are inappropriately formal or abrupt/direct in

closing the conversation. Simply saying “Goodbye” rather than “I know there’s plenty

more to say, but... ” creates an impression of rudeness.

4.4. Topic

The topic of a conversation raises issues for us when we investigate spoken

discourse. We will now look at the issues of the cultural appropriacy of certain topics

and at topic shift within a conversation.

The issue of topic appropriacy is to a certain extent self-explanatory. As Nolasco and

Arthur say:

“Different cultures talk about different things in their everyday lives.

Native speakers are very aware of what they should and should not talk

about with specific categories of people in their own language, but the

rules may be different in a foreign language. Both teachers and students

need to develop a sense of ‘taboo’ subjects if they are to avoid offence”.

Conversation, p. 11

Topic appropriacy also includes, however, issues that you will not be able to raise in

your classroom because even though they are appropriate talking points in your

culture, they may well not be appropriate for your students. Awareness-raising

activities can provide a useful platform for discussion as to what constitutes a safe

topic in different cultures. Introducing students to strategies for changing a topic they

are uncomfortable with or not reacting in a negative or hostile way to something they

find objectionable can be extremely important.

Topic shift has to do with the changes of direction that occur in conversation, often

unexpectedly but sometimes clearly signalled.
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Task 11: Topic (25 mins)

1. What topics are taboo in your students’ culture? Are they taboo for all speakers

or are there restricted contexts in which they can safely be discussed? Does the

gender of the speakers have a significant effect on whether a topic is taboo or

not?

2. Read through the following conversation about Christmas. The speakers have

been talking about one person’s luggage ending up at the wrong airport when

he flew out for a skiing holiday and now the conversation has shifted to what it

was like while the person was away.

How many shifts do you notice?

Is there anything to indicate the shift at the boundaries of topics?

(This activity is adapted from McCarthy, 1991, Chapter 5, 5.5, pp. 133-135.)

See Appendix 4

Look at this extract. The talk has drifted to Christmas in the village where the

speakers live, which was the period that A was away on his skiing holiday.

B: No .. it was generally very quiet and the weather was .. what did it do, it just [it was

quite sunny actually.

D: [It was

quite sunny a couple of the days.

B: Christmas Day was quite sunny [we went for a walk, had a splendid walk.

D: [In the morning, it rained in the afternoon

A: British Christmases rarely change, it’s a time for gorging yourself and going for

walks.

B: Yeah, that’s right, and you never get any snow.

C: Yes, it was very sunny Christmas Day.

B: Mm.

A: Mm.

B: Mm … when are you heading off again, Bob?

A: A week today … I shall be off to Munich this time … so I’m just wondering where

the luggage is going to go, and at looking at my case now, I find that it’s burst open,

and whether it’s fair wear and tear I don’t know, because last time I saw it it was in

perfect nick.

B: You reckon it might have suffered from its journey.

A: Oh, they get slung about you know, I never used to get a decent case, I buy a

cheap one.
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B: Mm.

A: Because they just get scratched.

B: Mm.

McCarthy, M. 1991 Discourse Analysis for Language Teachers Cambridge University

Press (p134 & 135)

Being able to identify changes in topic and being able to initiate those changes are

important skills in a speaker’s effectiveness in conversation; this is no less true for

our learners than it is for us.

4.5. Conversational Repair

The need for repair arises frequently in conversation: perhaps we haven’t heard or

understood what someone has said; perhaps someone has misunderstood or

misheard what we’ve said or we are not certain our listener(s) has understood what

we’ve said; or, perhaps we’ve made a mistake in speaking and have to correct

ourselves. Repair, then, is concerned with participants attempting to correct or deal

with problems that arise in the course of a conversation. Van Lier (as quoted in

Richards) emphasises that discourse involves:

“ .....continuous adjustment between speakers and hearers obliged to

operate in a code which gives them problems. This adjustment-ininteraction

may be crucial to language development, for it leads to

noticing discrepancies between what is said and what is heard, and to

a resolution of these discrepancies ..... Repairing as one of the

mechanisms of feedback ......is likely to be an important variable in

language learning. Although it is not a sufficient condition, we may

safely assume that it is a necessary condition.”

Richards, op cit p71-71

What conclusion should we draw from this? Students will benefit from a focus on

strategies both to repair a conversation and to recognise when someone is

attempting a repair.
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Task 12: Repairing Conversation (10 mins)

Look at the following expressions. What is each used to clarify?

For example, are they used to:

clarify what someone else has said?

clarify what we have said?

check someone is following us?

flag up the fact that we are lost?

a) What I’m saying is.........

b) Let me rephrase that.....

c) Did you mean to say .....?

d) So you mean that..........?

e) Are you with me?

f) Do you see what I’m getting at?

g) Am I making sense?

h) More or less, yes.

i) Well, not really ..............

j) Are you saying ..............?

k) So the basic/general idea is that ............

l) Let me put it another way.

See Appendix 5 for suggested answers.

These expressions are taken from both Conversation Gambits and Conversation

and Dialogues in action.

4.6. Intonation and Stress

Intonation and stress have both an attitudinal and a discoursal role in speaking.

Speakers show their feelings about a topic or toward another conversational

participant by varying their intonation: speakers can indicate interest or a lack of it;

they can show surprise, excitement or boredom. In terms of discourse, intonation

(and stress) can be used to keep a conversation going or they can be used to

terminate the interaction; they can indicate the end of a speaking turn or show a shift

in topic. Similarly, sentence stress – prominence – indicates what the speaker

considers important. There is a neutral pattern:

Your sandwich’s on the table next to your glasses.

Where’re you going on holiday?
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But the speaker can choose to highlight as significant words or syllables which are

normally (neutrally) understood. As McCarthy says:

“When we are considering prominence in discourse we are considering

the extent to which speakers’ and listeners’ worlds converge, and what is

signalled as prominent (i.e. selected by the speaker from a list of

possible alternatives and projected as a significant element of the

message), as against that which can be assumed as part of the takenfor-

granted elements of the passage.”

McCarthy, Chapter 4, 4.5, pp. 96-7

In other words, the speaker can convey meaning through his/her selection of

prominence.

You will find a discussion of tone and its importance in discourse in Unit 7; however,

we will spend a bit of time on it here.

Task 13: Tone: Referring and Proclaiming (30 mins)

Read McCarthy, Chapter 4, 4.7, pp. 105-111 and answer the following questions:

1. What conclusion does McCarthy reach about the correspondence between

grammar and intonation?

2. What does emotional intensification lead to in terms of intonation?

3. Match ‘referring’ and ‘proclaiming’ to the following definitions:

Indicates known and/or shared information and so involves rising intonation

Indicates new or information which is not shared and involves falling intonation

See Appendix 6

So, what are the practical implications of this? Because of the crucial role intonation

and stress play in terms of conveying meaning and in the structuring of discourse,

and because of student difficulties in both hearing and manipulating these two key

pronunciation features, it is imperative that they are addressed systematically.

4.7. Gesture and Body Language

Finally, we will look very briefly at gesture and body language as aspects of

conversation and their influence on conversational discourse. They are both very

culture specific and until they are highlighted for students are potentially problematic.

British speakers of English, for example, are not as well known for their use of

gesture but certainly we use it to emphasise a point, to help others understand

something we are trying to say or to increase the inclusion of others in the

conversation. Body language, including distance, is important in showing interest or

lack of interest, willingness to co-operate or participate, aggression and hostility or

calmness. Eye contact is particularly communicative, with British speakers of English

aware that in conversation it is important to maintain eye contact as breaking it can

signal shiftiness, guilt, lack of interest or knowledge. Any of the above will influence

conversation. Inappropriate body language or gesture may prematurely end a
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conversation or cause an unexpected topic shift. It can also cause an unwanted

emotion or physical reaction in a participant, or cause inattention as one participant

struggles to set the interaction right. This is a complicated area, but it is one that is

readily observable and easy to make students aware of.

Task 14: Comparing Differences in Gesture and Body Language

Conventions (15 mins)

Consider three differences you have found between the gesture and body language

conventions of your students’ culture and those of your culture. Post your findingd in

your Discussion Forum.

5. Implementing a Focus on Discourse in the Classroom

Task 15: Potential Student Problems (20 mins)

Go back through the preceding sections and make a list of potential problem areas

students have with spoken discourse. Do not include grammatical features such as

reference, conjunctions, etc. Once you have made the list, decide which are the

most important to address with your students.

See Appendix 7.

We shall look at two main ways of developing student awareness of spoken

discourse, and so ultimately improving students’ effectiveness in speaking. There are

course books which provide materials and activities for both awareness-raising and

practice, and we shall look at some material below in 5.2; there is a very strong

argument for using authentic material as well or instead.

5.1. Using Authentic Texts/Materials

“As teachers, we strive to create authentic situations inside the language

classroom which reflect contexts in other language domains. However,

outside the classroom the language which students encounter is often

much more challenging, and they often find themselves in spoken

interactions very different from those which they have rehearsed in

classroom situations”.

Burns et al, 1996, p. 43

Unfortunately most teaching material is based on scripted or semi-scripted dialogues

and texts. These present language in an unnaturally problem-free, neat, clear,

grammatically correct and predictable form. It is obvious that this is not a realistic

portrayal of real language in use: coursebook material is almost always based on the

traditional grammar of written English and takes this grammar as the starting point for

the text, resulting in a text which exists to exemplify or reinforce the language. It does
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not prepare the students for either the discourse strategies we use in conversation or

its crucial grammatical features. Thus we have students who

“are faced with linguistic and strategic difficulties which are not

anticipated in the spoken texts presented in the classroom”.

Burns et al., p44

They struggle to participate effectively in a conversation.

Authentic materials can come from a variety of sources, and in the world of the global

village are readily available to almost everyone. Colleagues, friends and partners can

be recorded, and material can be recorded off radio or TV, and cassettes of English

language films are increasingly easy to come by.

Task 16: Authentic Materials – Potential Problems (15 mins)

Brainstorm a list of 4-5 problems with finding and using authentic texts.

Post your thoughts on the Discussion Forum and compare your ideas with other

people’s. Have they thought of any that are particularly applicable to you?

You probably thought of the time involved in finding and analysing text suitable for

your students as the number one drawback of using authentic materials. There is no

denying the fact that it does take time: you will need to record or video a good chunk

of material (3-4 minutes); actually locate the bit of material you actually want to use

(and if you are using a film this could take some time); then you will need to

transcribe the text so that students not only have the opportunity to hear (and see) it,

but also to read and exploit it in the analysis; and you will have to analyse it yourself

so that it is effectively exploitable with students.

It is not all doom and gloom, however: you can use the material more than once; you

can share with other colleagues and borrow materials from them and in the end

going through the process will be advantageous both for your classroom and for you

professionally.

Please see Burns et al, Chapters 4, 5 and 6 for a detailed and very practical

discussion of analysing and integrating authentic texts into the classroom. You might

also like to see Carter and McCarthy, Exploring Spoken English. The book

includes transcripts of authentic conversation and comes with a cassette so that

students can hear as well as analyse the discourse.

5.2. Coursebook Materials

The problem is not that coursebooks don’t address issues of spoken discourse; some

do, but often inconsistently and discourse issues are often combined with functional

English expressions. This lack of a clear and systematic focus on features of spoken

discourse is unsatisfactory, particularly for the student: the result is most often that

students in fact get no overt focus on the discourse aspects of conversation – the

very features that would improve their conversational fluency. A range of

course/activity books do, however, include activities designed to raise student

awareness and give practice of aspects of spoken discourse.
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6. Conclusion

Discourse is the study of language in use, either written or spoken; it is concerned

with extended text, how meaning is communicated and how information or the

interaction is structured, and the links between the text/interaction and the social

context and other cultural influences affect language in use. It is a complex and

evolving area, and one which has seemingly had an overly academic face, rather

than a practical classroom one. This has slowed its emergence into and influence on

the classroom. However, it is essential to address discourse in teaching, particularly

in the case of conversation. While spoken discourse may seem chaotic and lack

form, it is rule-driven; raising student awareness of the patterns and providing

opportunity for practice implementing them is a crucial way that we can help students

achieve the fluency in conversation that so many of them seek.

M. McCarthy will have the last word here:

“Discourse analysis has presented us with a fundamentally different way

of looking at language compared with sentence-dominated models, one

in which the traditional elements of grammar, lexis and phonology still

have a fundamental part to play, but one which is bigger and more

immediately relevant. What is more, we now know more about what

people actually do with language when they speak and write ...We know

more about the delicate relationship between language forms and

particular contexts and users; such knowledge can only be immensely

valuable”.

McCarthy, 1991, pp. 160-1

It is up to us to use the information.
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Appendix

Appendix 1: Remembering - Defining Discourse

1. Your definition of discourse needs to have included the following as a minimum:

the real language of written and/or spoken interaction or communication beyond

the single ‘sentence’ level by real people, in context.

2. Coherence is the quality of being meaningful and unified.

3. Your list of the features of written discourse may have included:

Cohesive devices including reference, verb form, parallel structuring, repetition,

ellipsis, substitution, conjunction

Lexis, including modality and register

Theme and rheme

Appendix 2: Purposes and Functions of Conversation

1. The possible functions are:

a) An order, encouragement, advice

b) A request, an indirect order

c) A request for information, an attempt to conceal the fact you know something,

speculation, talking to one’s self looking for him

d) Agreement, acknowledgement, acquiescence, ‘no’

This highlights the imperative of context. Without context we cannot be certain what

the utterances really mean or the message the speaker intended to convey.

Appendix 3: Styles of Speaking

1. The relationships may be as follows:

a) Strangers of a similar status and age, probably youngish, on the street; the

speaker is probably male.

b) Friends or partners. The abruptness or directness of the final question indicates

some familiarity between speakers.

c) Similar to the first one: the speakers may not know each other but are not overly

polite and so appear to be similar status and age. Equally the speakers know

each other well and do not feel the need to be overly polite.

d) Strangers or people who know each other but maintain a degree of politeness.

Status of the speakers is still similar although there may be some difference in

age.
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e) Greater formality here and so there is greater difference in perceived status and

age. The speakers are likely to be strangers or belong to a class where emotional

distance is encouraged through politeness.

f) Strangers where there is a disparity in status and/or age. This is very formal.

The implication for the classroom is that we need to alert our students to how people

react to differences in status, age and familiarity and the appropriate language

associated with a range of situations.

2. The changes are:

a) A lexical change

b) A phonological change

c) A lexical change

d) A grammatical change

e) A lexical change

f) A grammatical change

g) A phonological change

In each pair, one of the utterances is more informal, or even very colloquial. This

indicates a perception of similar status, age or that the other person is well known to

the speaker. It may also be in the case in the third example that the speaker is

deliberately breaking convention and being rude to indicate their frustration or disdain

for the listener.

The other utterance is more formal. This may indicate difference in status, age or it

may mean the speaker doesn’t know the listener well. It may also be the speaker

feels the listener won’t understand a more informal utterance and so makes a

decision to use a full form.

Students need to be aware of differences in formality in how we express ourselves,

and they need exposure to more informal forms in order to ensure they understand

when confronted with them.

Appendix 4: Topic Shifting

There are five shifts in the conversation:

The first is the change from speaking about Christmas in the village to speaking

about Christmas generally. The shift is indicated by a change in verb tense, to the

present simple and to a sentence structure (theme) that is general (British

Christmases). The conversation returns briefly to the original topic without any

specific indicator.

The second is the shift to where Bob is going next. The shift is indicated by “Mm”

and a short silence (“…”).
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The third is Bob’s talking about the present state of his luggage. There is no overt

marker of the change but it is related to the earlier part of the conversation in

which he described arriving for his holiday and finding his luggage had been lost.

The fourth shift is a move to a more general discussion of luggage. Again there is

a tense change to the present.

Appendix 5: Repairing Conversation

Clarify what someone else said:

Did you mean to say ...................?

So you mean that........................

Are you saying............................?

So the basic/general idea is........

Clarify what we said:

What I’m saying is.......................

Let me rephrase that.

Let me put it another way............

Check someone is following the conversation:

Are you with me?

Do you see what I’m getting at?

Am I making sense?

Indicate you’re lost in the conversation:

More or less, yes ............

Well, not really.

Appendix 6: Tone: Referring and Proclaiming

The answers to the first two can be found in these quotes taken directly from

McCarthy (1991).

1. “The more we look at intonation and grammar, the more we are forced to

conclude that they are separate systems which work independently, but in

harmony, to contribute to discourse meaning.”

p. 106

2. “The most we can say is that emotional intensification tends to be accompanied

by wider pitch contrasts, but that is far from attributing particular emotions and

attitudes to particular tone contours.”

p. 107
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3. A “referring” tone indicates known and/or shared information and so involves

rising intonation.

A “proclaiming” tone indicates new or information which is not shared and

involves falling intonation.

Appendix 7: Potential Student Problems

Students are likely to have problems with a huge range of issues related to discourse

generally and to spoken discourse specifically.

The issues that relate to both spoken and written discourse are:

Cohesion and coherence

Reference

Conjunction

Ellipsis

Substitution

Formality and informality depending on the social context and participants

The issues specifically related to spoken discourse include:

Identifying the illocutionary force of an utterance accurately

Conventions related to turns and turn-taking

Ways of opening and closing a conversation

Appropriacy of specific topics

Knowing how to repair conversational problems

Understanding and conveying affective and attitudinal meaning through stress

and intonation

Using cultural appropriate gesture and body language

Familiarity with fixed phrases and common adjacency pairs

Knowing how to keep a conversation going (using back-channel responses, for

example)

Conventions related to shifting conversation topics
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Lexis 2

Summary

We looked at lexis in Unit 4 and this section builds on what we covered there. We will

begin by briefly considering the size of the English lexicon and how much native

speakers know of it. We will then look at what we know about how vocabulary is

stored in our minds, and what suggestions this seems to offer about teaching. Then

we will consider what it means to ‘know’ a word. We will then go on to consider the

different criteria we can use in selecting lexis for a teaching programme. We will be

looking at different ways of introducing lexis and what the important elements to

cover are. However, as well as the direct teaching of lexis we need to consider how

we can offer incidental learning opportunities and finally how we can equip learners

with the right kind of strategies to become independent learners of lexis.

Objectives

By the end of this unit you will be able to:

Demonstrate awareness of the basis on which lexical items may be selected for

inclusion in the syllabus, scheme of work or lesson plan.

Display awareness of what is involved in knowing a lexical item.

Describe and select appropriate procedures for helping learners acquire and

learn lexis in and outside the classroom.

Demonstrate familiarity with a range of classroom procedures and techniques for

the teaching of lexis.

Demonstrate awareness of the rationale underlying these procedures and

techniques.

Demonstrate awareness of how learners can be encouraged to become more

autonomous in their learning of lexis.
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1. Vocabulary Size: The Language and What We Know

Estimates of the size of the English language have varied tremendously. Schmitt

quotes estimates ranging from 400,000 to millions of words. The Cobuild website

says there are ‘well over half a million different words’. There is an obvious problem

in what counts as a word (are loved and loving the same, are the different meanings

of ‘bear’ the same, and what about chunks e.g. to kick the bucket? One lexical item

or two or four?)

Various attempts have also been made to estimate the number of words that a native

speaker knows. Wallace says:

‘Estimates of the vocabulary of educated native speakers vary very

widely: many estimates of recognition (i.e. passive) vocabulary come out

at between 100,000 and 200,000 words, including words derived from the

same root (like glad and gladly). Even very conservative estimates put the

number at 40,000 words’

Wallace, Teaching Vocabulary, page 31

Gairns and Redman state:

‘An educated speaker is able to understand between 45,000 and 60,000

items, although no native speaker would pretend that his productive

vocabulary would approach this figure’

Gairns & Redman, Working with Words page 65

More recently, Schmitt, N quotes estimates in terms of word families (i.e. the base

word, all of its inflections and its common derivatives). He reports that researchers

identified a total of about 54,000 word families in the English language (based on a

count of Webster’s 1963 dictionary). A child of five has a vocabulary of about 4,000

to 5,000 word families and this is added to by about 1000 per year, meaning that an

English native speaking university graduate would have a vocabulary size of about

20,000 word families.

‘In contrast to the impossibility of learning every word in English, these

figures indicate that building a native-sized vocabulary might be a

feasible, although ambitious, undertaking for a second language learner’

Schmitt, Vocabulary in Language Teaching, page 6

Some words are far more used than others. If we distinguish between different

genres and spoken and written language we find that a core vocabulary of very

frequent items exists. Many of the words that make up the 54,000 word families are

not encountered that often (although educated native speakers still have some

knowledge of many of them, unless they are from very particular specialised areas).

2. The Mental Lexicon

As we have already seen, a native speaker has an impressively sized vocabulary.

This, along with the fact that we manage to access words so rapidly, whether hearing

or seeing (understanding) them, or saying or writing (producing) them, means that

they must be organised in a systematic way in our minds. Insights into how we

organise our knowledge of lexis may help us decide on appropriate teaching

strategies and techniques for our students. Bear in mind that knowledge about this
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area is limited and also much research relates to first language rather than second

language learners.

2.1. Words in the Mind

Based on research including word association experiments (I say a word and you say

a word that comes to mind) and looking at native speaker slips of the tongue, certain

assumptions can be made about how our knowledge of lexis is organised in our

minds.

Words seem to be organised in semantic fields and there are all sorts of links, not

only between words, but whole schemata or areas of ‘encyclopaedic’ knowledge. In

other words one lexical item sets off many associations and many links. Words seem

to be stored in complex webs or nets.

‘Somewhere the word is related by an intricate series of links to an

encyclopaedia of world knowledge gathered over many years.

Encyclopaedic information is also organised and may often provide links

between words ....... This kind of knowledge produces a web-like set of

associations’.

McCarthy, Vocabulary page 41

The web or net is clearly not static since we add new ideas, pieces of knowledge,

experience to it all the time.

In terms of links between lexical items, co-ordination is the strongest feature (i.e.

words on the same level of detail; this includes opposites).

e.g. bread - butter, yellow - green, left - right, good - bad

Words which collocate are strongly associated (A friend of mine used to say: let’s

play word association football):

e.g. bright - red, fish - finger,

Other apparently slightly weaker associations include superordination, hyponymy

and synonymy.

Beginnings and ends of words, (the bathtub effect - head and toes showing!), the

number of syllables, the stress and the general rhythmic pattern are prominent.

Rhythmic patterns and stressed vowel sounds are particularly prominent for

children. Thus words with similar phonological patterns are associated.

Words within the three major classes of words - verbs, nouns, adjectives are

closely bonded together.

Words with similar spelling patterns are connected.

It is also evident that we do not store items individually but sometimes in chunks.

It also seems that derived words are also stored whole and we don’t have to

assemble them before producing them.

McCarthy points out that these are aspects of knowing a language well:

‘If the L1 lexicon seems to associate words according to clearly definable types

of relation, it may not necessarily be so for L2. Learners may for a long time

lack the ability to make instantaneous collocational associations and may be

more inclined to associate L2 words by sound similarities’.

The Distance DELTA

Unit 6 Section 4 93

McCarthy, Vocabulary p40

Task 1: (Optional) Classroom Experiment: Word Association (30 mins)

1. Choose some lexical items that your students should know reasonably well.

2. Using these items, carry out a word association experiment with a few native

speakers.

3. Carry out the same word association experiment with a few learners (provides

revision opportunities!).

4. What patterns of association are evident? Are there clear differences between

the native speakers and the learners?

The Distance DELTA

Unit 6 Section 4 94

Task 2: (Optional) Classroom Experiment: Drawing a Net (40 mins)

1. Look at the diagram by McCarthy, in Vocabulary on page 42. It shows a small

part of the 3 dimensional net or web he sees as existing around the word

television.

Do your own for the

word ‘summer’ (or preferably another lexical item of your choice which links into a

lesson topic). You could ask another native speaker to do the same.

2. Get your learners to produce similar webs.

3. Are their webs similar to or different from yours? In what ways? Do they reveal

cultural differences or different language associations?
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Native speakers are able to retrieve words extremely quickly, the more frequent and

used they are the quicker perhaps. This can be done either by hearing or seeing the

words or, if we need to produce them in speech or writing, we are able to access the

appropriate semantic fields. In writing it may take longer since we are usually more

careful in our choice of words or expressions. In listening or reading we don’t pay

attention to every part of the word: the general shape, orthographical or phonological

shape may be enough for comprehension to take place since relevant schemata are

already in place to aid comprehension.

If you are interested in reading more, see McCarthy, M Vocabulary OUP Chapter 3.

Jean Aitchison’s book Words in the Mind (Blackwell 1987), subtitled An Introduction

to the Mental Lexicon, is fascinating and generally accessible. It isn’t essential

reading for the DELTA but makes quite pleasant bedtime reading. The content of her

book, however, relates to English and to native speakers. She suggests that further

research needs to be carried out on other languages and on bilingual or multilingual

speakers.

2.2. Teaching Implications

Although most research on the mental lexicon relates to native speakers, it seems

logical that we should be helping our learners build up a similar mental lexicon for

English. Theirs will fit in some way with their existing L1 lexicon of course.

‘There is no general agreement as to how the various lexicons are

organised in the minds of bilingual and multilingual speakers - though

there is increasing evidence in favour of a single integrated network‘.

Aitchison, J. Words in the Mind p205

Task 3: Thinking about Teaching (20 mins)

Thinking back to what you have read about the mental lexicon, can you see any links

with how you teach vocabulary? Brainstorm a list of things that you do that can be

justified in terms of ‘the mental lexicon’.

Example:

Modelling and drilling new lexical items, pointing out stress or similarities to other

words in terms of sounds is useful because these feature quite strongly in the way

we store lexis. May be stronger for some types of learner than others.

See Appendix 1 for suggested answers.

3. Knowing a Word

There is a big difference in the degree to which we ‘know’ different words. Some we

may have a very vague idea of, others we may be fully confident with and be able to

use completely accurately and appropriately. For example, I know ‘isobars’ are some

kind of lines on weather maps but I admit my knowledge doesn’t go much beyond

that. I know how to spell the word and what it sounds like. I had to ask someone the
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other day how to spell ‘lurgy’ (and then went to a dictionary because they didn’t know

either).

A distinction is often made between receptive (passive) and productive (active)

vocabulary. Receptive means that we understand it, productive means that we can

also use it. However, this distinction does not tell the whole story (as we see from the

examples given above). As McCarthy points out:

‘The active/passive distinction has been under attack for some time..... It

is rejected on the grounds that it takes a simplistic view of the way in

which the lexicon is stored in the mind i.e. as a static thing kept in two

separate compartments’.

McCarthy, Vocabulary p45

What is important though is that there are different elements involved in knowing a

word. We may start off with just one or two of these bits of knowledge and, as we

meet the word again, each time we learn something else about it. We may learn of

new contexts in which it occurs and refine our grasp of its meaning, we may find new

collocates, we may learn the pronunciation, or how to spell it and so on.
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Knowing a word

Task 4: Knowing a Word (5 mins)

1. What’s involved in fully knowing a word? Can you complete the spidergram with

all the different aspects of knowledge involved?

2. If you are interested, read Schmitt, N. Vocabulary in Language Teaching

chapters 3 and 4.

3. Compare your ideas with the following. Did you include them all?

3.1. Meaning

Referential meaning, denotative meaning, denotation, concept, cognitive

meaning, core meaning.

These different terms are used to refer to meaning that is intrinsic to a lexical item. It

is the meaning that you find in a dictionary. For example:

A spinster is ‘a woman who has not been married, especially an older woman’.

A suburb is ‘a district away from the centre of a town or city, especially one where

people live’.

An anorak is ‘a short coat with a hood that is worn as protection against rain,

wind and cold’.

A shell suit is ‘a loose casual suit or single garment worn by men or women. Shell

suits are made of a light, slightly shiny material and are often brightly coloured’.

Stress
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A thatched cottage is ‘a small simple house especially in the country in Britain

with a roof made of dried straw, reeds or similar material’.

One word may of course have several different (polysemy) or several related

(homonymy) meanings.

We should also mention here the use of metaphor. If we fully know the meaning of a

word that includes certain institutionalised metaphorical uses. If we come across it

used in an unusual metaphorical way we still try to make sense of it.

3.2. Connotation

Connotative meaning, affective meaning, emotive meaning, encyclopaedic

meaning.

These terms refer to meaning that is ‘additional’, and which shows people’s attitudes

towards things. Connotation may be shared by a group of people of the same cultural

or social background, gender, or age; others may be restricted to one or several

individuals and depend on their personal experience.

Connotation may be simply positive or negative but it is often more complex than

that. (For example, the dictionary tells us that spinster is ‘sometimes derog’).

Summer afternoon brings for me a whole range of associations such as sunshine,

lawns, wasps, laziness, i.e. part of my schemata. In a different culture especially the

schemata called up by one lexical item may be entirely different. I have bought a flat

in an old building: the fact that it is old is to me a desirable quality (it has character,

original features, high ceilings etc.), but the term ‘old building’ does not necessarily

have the same connotations for people of a different culture. Their associations may

more be of the ‘damp, draughty, falling down’ type and their reaction ‘poor thing she

couldn’t afford a modern one’.

Task 5: Connotation (10 mins)

Look again at the examples above in section 3.1. Is there anything ‘missing’ in the

definitions? What additional meaning would you need to give learners?

See Appendix 2.

3.3. Register

Another aspect of word knowledge is knowing whether the word is a ‘neutral’ word,

that is, used in general contexts, or if it is technical or used only by specialists. This is

linked to the idea of native speaker intuition about frequency: we generally know or

have an idea about how common a lexical item is.

Students sometimes produce lexis in their written work which sounds strange

because it is of the wrong register, and therefore frequency.

Register refers to a speech variety used by a particular group of people, usually

sharing the same occupation (e.g. doctors, lawyers, EFL teachers) or the same

interests (e.g. tennis, football, stamp collecting).
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A particular register often distinguishes itself from other registers by having a number

of distinctive words, by using words or phrases in a particular way and sometimes by

special grammatical constructions.

A less polite way of referring to register would be jargon.

(Schmitt uses register as an umbrella term for the factors that we discuss under

register, variety and style).

Task 6: EFL Teachers’ Register (10 mins)

Can you think of any lexical items that are EFL teachers’ register?

See Appendix 3 for suggestions.

3.4. Variety

Variety usually refers to varieties within a language due to geographical or social

differences. Thus we talk about British English, Australian English, Scots dialect, RP,

Estuary English. Lexical differences may be quite marked.

Task 7: American and British Varieties (4 mins)

What is the British English for these American items?

Hood, stroller, jelly, soda, suspenders

See Appendix 4 for answers.

3.5. Style

By style we refer to the type of language used in a particular genre or because of the

level of formality of the discourse. Structural differences play a part but there are also

distinct lexical differences. In English, for example, words of Latin origin often tend to

be more formal.

For a useful summary, and some tasks, on formal and informal features, see:

Cory, H Advanced Writing with English in Use CAE (OUP) 1999

3.6. Word Association

Another aspect of knowing a word is that we are able to associate it with other words.

We know where it fits in with other words. Word association experiments, as we saw,

display certain patterns which reflect this kind of knowledge. Likely types of

associations are words that sound similar (children particularly go for this), words that

tend to co-occur (e.g. abandon – ship, spend – money), words that collocate, and

words that are related in meaning through, for example, co-ordination, synonymy,

antonymy, or other kinds of sense relations.
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All of the above aspects of knowing a word are more to do with meaning and context.

Let’s look now at what aspects of form we also know when we know a lexical item.

3.7. Written Form-Spelling

We recognise a word written down and we can also spell it correctly ourselves. Some

people have more difficulty with this than others. It is a learnt skill.

Task 8: Spelling (10 mins)

Can you spell the following words written in phonemic script?

/defˆnWtli…/ ˝ræmW

prWn√nsˆeˆßWnpræktˆs(verb)

/sepWrWt/ ˆndˆpendWnt

See Appendix 5.

3.8. Phonological Form – Syllables, Sounds, Stress

We know what a word sounds like and we know how to say it. We know if it sounds

like other words in terms of sounds, number of syllables and stress.

Task 9: Grouping Words (10 mins)

Can you put the following items into two groups according to similarities in stress

and number of syllables?

Comfortable, probable, incredible, reliable, portable, fashionable, reversible,

impossible.

See Appendix 6.

3.9. Word Class (part of speech)

We know if a word is a noun, verb or adjective. Even if native speakers are unaware

of these labels they will still use the words in a grammatically appropriate way in a

sentence.
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Task 10: Identifying Parts of Speech (Optional) (45 mins)

Look at chapter 11 Word Classes and Phrases in Thorrnbury, S. About Language

and do the tasks.

3.10. Collocation

Collocation, as we saw before in Unit 4, can be divided into lexical collocation and

grammatical collocation. Lexical collocation covers items like ‘make a mistake’

whereas grammatical collocation covers things like dependent prepositions, for

example, ‘to apologise for doing something’ or ‘to be good at something’. Another

aspect of collocation is word order. There are fixed patterns in bi-nominals and trinominals

(which are sometimes viewed as collocation) such as ‘a black and white

television’, (not white and black), ‘when I’m old and grey’ (not grey and old), ‘every

Tom, Dick and Harry’ (not Harry, Dick and Tom).

3.11. Retrieval

This is a slightly different aspect of knowing a word. We all know the feeling of not

being able to remember a word. Sometimes a word seems to get lost or we are

searching around for it. Then we suddenly remember it later! This seems to be a

temporary hiccup, though, and doesn’t happen that often. We can say that the ability

to perceive and produce (i.e. receptive or productive retrieval) is another basic

element in knowing a word.

4. Lexis in Language Learning

The sheer size of the lexicon, its importance and the fact that ‘knowing a word’ is a

matter of degree has implications for the teaching and learning of lexis. The main

implications are:

Some lexis must be dealt with explicitly. We need to select which lexical items to

teach to our learners. We need therefore to think about the criteria for selection of

vocabulary for different learners. We also need to think about how to group

lexical items in our teaching. However, since knowing a word is not a black and

white thing we need to consider vocabulary acquisition as a process that will take

place over time. It may or may not be important for learners to learn ‘everything’

about a word the first time they meet it. We need to have appropriate teaching

techniques for dealing with lexis.

Activities in which incidental learning of vocabulary can occur (maybe first or

subsequent exposure to a lexical item) need to be included in a teaching

programme as well as explicit teaching activities.

Since there is so much lexis in a language, learners will also need to acquire or

learn and develop their vocabulary on their own. Teachers can help them do this

by training them in strategies for dealing with unknown items. We also need to

bear in mind that words can be forgotten (i.e. knowing a word can become not

knowing) and take this into consideration in our teaching and in our strategy

training. We need to provide learners with strategies for remembering vocabulary.

In the following sections, we explore some of these areas in more detail.
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5. Explicit or Direct Teaching of Lexis

The explicit teaching of lexis is now considered an important part of what we do in

the classroom. It is particularly important at lower levels since until the learners have

some knowledge of the most frequent and useful items they are unlikely to be able to

take advantage of incidental learning opportunities.

5.1. Selecting Lexis for Teaching Purposes

Task 11: Reflecting on your own Practice (25 mins)

1. How do you go about selecting lexis for teaching purposes? Think about

different levels. Is your approach the same?

2. Look at the first unit of a beginners coursebook which you are familiar with.

What items come up? What do you think is the rationale behind this selection?

McCarthy writes:

‘For many language teachers the broader questions of what vocabulary to

teach will be in someone else’s hands (syllabus designers, for example)

or will have already been determined by the coursebook or other factors.

Even so, it should be a matter of great concern to teachers how their

syllabuses and materials have been designed, what criteria (if any) have

been followed in making decisions about vocabulary content in language

courses, and what the goals of particular decisions are. Without

addressing such questions it becomes difficult to evaluate syllabuses and

materials, difficult to understand oneself why particular vocabulary is to be

taught, and, often, difficult to explain to learners why they are being asked

to learn particular words’.

McCarthy op cit p79

Now let’s consider some of the different ways in which vocabulary can be and is

selected for teaching purposes.

5.2. Frequency

Frequency refers to the number of times a word occurs in the language.

You may remember that we referred to Michael West’s General Service List of

English Words as one of the best-known early word lists (published 1953). It was

based on a sample of about five million words (taken from written text) and listed the

most frequent two thousand words. It also took into account different parts of speech

and different meanings of items.

Nowadays, with computer technology, it has been possible to scan and record vast

amounts of text to build up corpora or corpuses, that is large collections or databases

of language. One of the best known is the COBUILD Bank of English corpus which

has more than 415 million words in it (not different words!). You looked at their

website in Unit 4. (If you are interested you can also find out about the British

National Corpus on sara.natcorp.ox.ac.uk/lookup.html).
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One of the simplest uses of such a corpus is to see which words occur most

frequently in the language.

Task 12: Guessing Frequent Words (20 mins)

What do you think are the 20 most frequent words in:

General English (i.e. written and spoken text of varying types)

Spoken English

The specialised genre of car repair manuals

Compare your ideas with Appendix 7.

Are you surprised by anything?

‘The often repeated finding of frequency counts has been that the most

frequent 2,000 headwords account for at least 85% of the words on any

page of any book no matter what the subject matter. The same words

give an even greater coverage of spoken language. Focussing learners’

attention on the high-frequency words of the language gives a very good

return for learning effort’.

Nation, P. & Newton, J. Teaching Vocabulary in Coady, J. and Huckin,

T. (eds) Second Language Vocabulary Acquisition (CUP1997) p238

If you want to see what Cobuild’s top 2000 words are you have to become a

subscriber and pay! (You can find the top 200 in Sinclair, J. & Renouf, A lexical

syllabus for language learning in Carter, R. and McCarthy M. (eds) Vocabulary

and Language Teaching (Longman) and the top 100 from the LOB corpus in

McCarthy, M. Vocabulary chapter 6).

However, it seems that educated native speaker intuition often works as well as

counting and words that we think occur frequently, in fact, do.

Nation suggests that the 2000 most common words should be the initial teaching

goal and then teaching can focus on low frequency items or specialised items such

as technical or academic language depending on what they are going to use English

for.
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Task 14: Frequency as a Criterion for Selecting Lexis for Teaching (30

mins)

1. Read Schmitt, Vocabulary in Language Teaching, chapter 5 The Use of

Corpora in Vocabulary Studies, the section on Applications of Corpora

Frequency (p71- 76).

2. For more about the problems of frequency counts, read McCarthy Vocabulary

chapter 5 section 5.1 and chapter 6, section 6.1.

3. Can you summarise the uses and limitations of using frequency counts as a

basis for the selection of vocabulary in teaching?

See Appendix 8.

5.3. Range

Range refers to the number of different texts in which a word occurs. In selecting

vocabulary it is useful to consider this in addition to frequency. A word could be

frequent in one genre (we saw this in the car manuals word list, where the word valve

came in at number 15) but not frequent in a range of different genres.

If you are teaching general English, range is important. You can often use your

intuition, or you can consult a corpus where the number of occurrences of the word,

the number of text types and text samples used is also shown. A dictionary may also

indicate if the word is restricted to certain text types by telling you that it is legal,

slang and so on.

Once again your intuition will usually tell you if the word has a wide range (this is part

of ‘knowing a word’).

If interested, read McCarthy, M. Vocabulary, chapter 5, section 5.2

5.4. Availability

Availability refers to how readily a word comes to mind. For example, a lexical item

like ‘washing up liquid’ comes quite easily although it may not be terribly frequent.

McCarthy points out that a word may be more available because it represents a

concrete object rather than something abstract. It is certainly true that if you are

brainstorming vocabulary to teach on a certain topic that the first words you come up

with are often concrete nouns.

Words like issue, problem, solution, and approach, which do a lot of work in English

and are frequently occurring, may not be very available.

From the foreign language learner’s point of view is availability an important

consideration? Just because a word is available to you as a native speaker it is not

necessarily useful to a learner. And conversely some words that are not available

may actually be very useful.

5.5. Teachability and Learnability

The Distance DELTA

Unit 6 Section 4 105

Task 15: What makes something teachable or learnable? (20 mins)

Make a list of the factors that may make a lexical item teachable and a list of those

factors that may make it learnable. There may be some overlap (hopefully!).

Then compare with the points below.

Teachable

Easy to illustrate meaning

Concrete easier than abstract, especially at low levels

Related to other words e.g. part of a lexical set

Similar in concept to L1 i.e. covers same semantic field (for example, ser/estar is

classically difficult for learners of Spanish or Portuguese because they both mean

‘to be’ whereas in English there is only one verb for both)

Sound/spelling relationship is straightforward

Learnable

No particular phonological/spelling difficulties (vegetable, comfortable are difficult

phonologically, depending on L1; some words may be difficult to spell correctly -

even intermediate Portuguese students misspell which as wich)

Very similar to L1, or similar to other known L2 words

No grammatical problems (he suggested we went, not he suggested us to go)

Meaningful to the student (i.e. fits in with their schemata, encyclopaedic

knowledge)

Useful to the student, needs the word

Not culturally alien (e.g. estate agent, pint of bitter depending on who you are

teaching)

However just because something is difficult to teach (or learn) does not mean that we

can avoid it! It indicates rather that the teacher needs to anticipate difficulties of this

kind and plan teaching accordingly.

‘Difficulty and learnability cut right across the notions of frequency and

range. We cannot predict that just because a word is frequent it will be

learnt quickly and thoroughly or conversely that because a word is

infrequent will not be easily learnt’.

McCarthy, Vocabulary p87

Looking at the 100 most frequent words it is easy to see why they cause problems. A

lot are delexicalised (they carry little meaning by themselves) and have a very wide

range of uses. They are not easy to teach in a direct way; many may be words that

learners need to learn gradually after frequent exposure in context.
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5.6. Learners’ Needs

This criteria pulls together many of the others we have just considered and perhaps

ends up being the one thing that should determine selection of vocabulary.

Learners need frequently occurring words because they will meet them often and

need to use them often.

Learners need other words that are relevant to themselves, their learning situation

and their reasons for learning English.

Learning situation could include classroom language, metalanguage used (e.g. the

words verb, tense, subject may not be very frequent but are undoubtedly useful for a

language learner). Similarly lexical phrases like: ‘Did you do your homework?’, ‘Fill in

the gaps’ and ‘work in pairs’ may be taught early on because they are particularly

relevant to the classroom situation.

Things that you need to know or want to know may be more easily learnt than others.

If a learner asks you how to say a non-frequent word in English it would be perverse

not to tell them just because it was not a frequently occurring word.

Some aspects of native speaker language (common phrases or expressions) may

not be what learners need: it depends on the context in which they are going to use

their English.

See Prodromou, L Corpora: the real thing? ETP October 1997, Issue 5

Task 16 Selecting Lexis in Different Contexts (15 mins)

Think about learners learning English in Britain as opposed to learners in their own

country. How might your selection of vocabulary differ? Can you think of any things

that you might focus on when teaching in one country as compared to another?

For example, in Lisbon I’ve taught words like dried salted cod (the national dish!)

and tram (they have them here) to beginners.

See appendix 9 for comments.

You can find out from your learners what vocabulary areas they are interested in by

linking it to topics they are interested in. This will no doubt bring up lots of content

words but a lot of language consists of more abstract words like problem, solution,

issues, approach etc., which play an organising function in discourse. They are used

a lot and may be misunderstood. Learners would not be able to identify these kinds

of words from analysis of their own needs.
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6. Teaching Lexis

Task 17: Your Teaching of Vocabulary (25 mins)

Think about your teaching and make notes in answer to the following questions:

1. How do you order lexis for teaching purposes?

2. How do you group lexical items for teaching purposes?

3. How many items do you teach at a time?

4. What techniques and procedures do you use when you are focussing explicitly

on teaching lexis?

Now read on and compare your ideas.

6.1. Ordering Lexis

One of Thornbury’s criticisms of the Lexical Approach is that it does not offer any

kind of guidance to designing a lexically based syllabus.

Traditionally various criteria have been used to select then order vocabulary for

teaching purposes. These have included:

Frequency; fit with a structural syllabus; teachability; as it comes up (in reading texts,

writing tasks etc.); students’ needs (survival English, special purposes etc.); topic

related.

6.2. Grouping Lexical Items for Teaching Purposes

It is common practice now to group items in lexical sets. This is in line with how it is

thought we store lexical items in our minds.

‘Since vocabulary consists of a series of interrelating systems and is not

just a random collection of items, there seems to be a clear case for

presenting items to a student in a systematised manner which will both

illustrate the organised nature of vocabulary and at the same time enable

him to internalise the items in a coherent way’.

Gairns, R. & Redman, S. Working with Words p69

They suggest ways of grouping items (see Working with Words pages 69 to 71).

Other writers, however, warn against teaching words in this way, (that is, words that

are associated) saying that research has shown that they are more likely to be

confused.

Hunt and Beglar advise ‘Start by learning semantically unrelated words’.

You may like to think about - or carry out a classroom experiment on - this. (I remain

unconvinced by all their warnings although some, such as not learning from

alphabetical word lists or teaching ‘commonly confused words’ - affect/effect for the

first time together, or teaching a set of words with very closely related meanings
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when they are all new to the learners, make obvious sense.) In my experience

learners are more likely to confuse words that are phonologically similar (chicken and

kitchen, or false cognates). Think about your own experience of this.

Lewis also suggests ways of organising lexis for teaching purposes, some of which

are familiar (topic, situation etc.), and some which may be less so (metaphor,

phonological chunking etc.).

See Lewis, M Implementing the Lexical Approach chapter 5 p67-75

6.3. How many items?

This is another disputed area.

‘It is impossible to be dogmatic about the number of new lexical items that

should be presented in a sixty-minute lesson. We would suggest an

average of eight to twelve productive items as representing a reasonable

input’.

Gairns and Redman Working with Words p66

They also point out, however, that it is unlikely that all of these would be retained by

the learners.

Conversely we should remember that learners will also be exposed to many other

lexical items during their learning of English, through reading, listening or

communicative activities.

Lewis pooh-poohs this suggestion of a fixed number of items for ‘presentation. See

The Lexical Approach page 122-3.

6.4. Introducing Lexis

It is generally considered useful to contextualise new lexical items to help clarify

meaning, use collocation and also to make the lexical items more memorable. It is an

obvious way of linking new to known, and that is a prerequisite for learning to take

place.

‘The more words are analysed or are enriched by imagistic and other

associations, the more likely it is that they will be retained’.

Carter, R. & McCarthy, M. Vocabulary and Language Teaching p12

However Lewis claims:

‘De-contextualised vocabulary learning is a fully legitimate strategy’.

The Lexical Approach, p194

And

‘Vocabulary lists can be an effective way to quickly learn word-pair

translations’

Nation, 1990, quoted in Hunt, A. & Beglar, D. Current Research and

Practice in Teaching Vocabulary

McCarthy points out:

‘Research is frustratingly inconclusive as to whether presenting and

learning words in context is superior to learning words by pairs of
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translation equivalents ..... but most teachers feel that contextualised

input is vital even from the earliest stages; arguably learners do not get

any real grasp of a word anyway until they have performed some sort of

mental contextualisation upon it’.

McCarthy,M Vocabulary p36

If you think back to what we looked at in terms of the mental lexicon, with the web of

associations for every word, this would seem to support this view.

Task 18: Brainstorming Teaching Ideas (15 mins)

Brainstorm ideas for introducing vocabulary at different levels.

Then compare your ideas with the list below.

Lexis can be introduced through:

Visuals, (drawings, photos, board drawings, OHT drawings) realia, mime, video,

the classroom, the students, the teacher

Reading texts, listening texts

Concordances, dictionaries, lists

Anecdote, situation, story

Explanation, translation

Also testing/practice techniques (which assume some knowledge on the part of

the learners or require them to use dictionaries), for example: brainstorming,

matching word and definition, matching word and picture, matching L2 and L1

word, grouping items according to given criteria, labelling a picture, crosswords,

gapfills, putting words on a cline, role-play, completing spidergrams.

The introduction can be teacher led, or student centred if they are given a task to

carry out. Visuals are more likely to be exploitable at lower levels. At upper levels

testing/practice techniques are more likely to be used because the learners have

differing degrees of knowledge about the items and can therefore help each other.

6.5. What do we need to teach?

Looking back at what knowing a word means, we need to cover various aspects

when dealing with new lexis. How much you focus on each element depends of

course on how well the students need to know the item at that point.

6.5.1. Collocation

Collocation is, as we have seen, a strong aspect of word knowledge so this would

suggest that it is a good idea not to teach words in isolation but within a phrase. If a

word is presented in isolation, some time could then be spent looking at common

collocates. Remember, ‘lexical item’ does include more than individual words and

pre-fabricated chunks are an essential part of fluency.
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Task 19: Elementary Collocations (10 mins)

What collocations could you teach at elementary level with the following lexical

items?

Hair, salad, wine, school.

See Appendix 10 for suggestions.

6.5.2. Checking Meaning

This means checking that the students really understand what the word is (and is

not). Although it may seem obvious to you, it may not be to the students. I was once

watching a lesson in which a teacher was presenting a lexical set of household

electrical appliances such as vacuum cleaner, microwave, hi-fi, kettle, and toaster to

an intermediate, multilingual group. He was doing this using some rather nice visuals.

We came to toaster and he held up his (very good) drawing of a toaster. He modelled

and drilled the word then moved onto the next one. At this point one student sitting in

front of me leaned over to another and whispered ‘What is toaster?’ The other

student hesitated and then whispered back ‘handbag’!

We Have seen that meaning, including connotation, and the way a word is used

(register, style, variety) is an important part of knowing a word so these elements

need also to be highlighted for students.

An additional problem of meaning may arise when the word looks very similar to a

word in L1. In this case the learner may jump to conclusions that the word is the

same and not pay attention to the meaning that has been presented. Examples of

these false cognates or ‘faux amis’ as far as Latin based languages are concerned

are, for example, ‘sympathetic’, ‘actually’, ‘nervous’ and ‘sensible’.

When dealing with meaning it is often useful to draw upon the sense relations that we

looked at in Unit 4. For example: you might refer to superordinates and hyponyms

(car, bus, van, are types of vehicle), or you may offer an antonym (bland is the

opposite of tasty) or offer a synonym as an explanation (wealthy means rich). This

kind of technique will not be sufficient on its own but helps to build up the picture of

the word meaning. Relating new to known is an important part of learning and it

should help the learners begin building their own web of associations for lexical

items.
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Task 20: Teaching Meaning (20 mins)

You’re teaching the following lexical items to your class. What are the important

features relating to meaning and use that you would need to point out? What

techniques might be useful in establishing and checking meaning?

1. Vegetable

2. To be on top of the world

3. To cry

4. To stagger

5. A sheet

6. A mess

See Appendix 11 for suggestions.

6.5.3. Pronunciation

As we have seen, pronunciation is another important feature of word knowledge. It is

therefore important that the learners know what the word sounds like, how many

syllables there are and where the stress falls. This can be done by modelling and

drilling and through listening activities such as dictation, grammar dictation

(dictogloss), and listening comprehension activities such as getting students to group

words according to phonological aspects (sounds, stress patterns, syllables).

Students can also practise producing the words in roleplays, storytelling, or

describing pictures to recycle the lexis. They should also be encouraged to record

phonological aspects in their written records i.e. marking stress, using phonemic

script or their own form of it e.g. writing another English word that sounds the same.

You may pick up on relationships such as homophony (heir is pronounced the same

as air, aunt is the same as aren’t) or synophony (honey sounds like money) when

you are introducing lexis.

6.5.4. Spelling

At some point the learners need to see the written form of the word. If you present

the items orally, this stage may be left until after they have practised the lexis orally

(particularly at low levels since spelling patterns are not always consistent with

pronunciation in English). However, bear in mind different learning styles and some

learners may find it difficult to grasp new items simply from hearing them. Vary your

approach so that sometimes they see the words first. Making links with other words

(tough, rough) may help students memorise spelling.

6.6. Practising Lexis

It is important to have a stock of ideas for practising lexis in different ways.

‘More meaningful tasks require learners to analyse and process language

more deeply, which helps them to commit information to long term

memory’.
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Gairns, R. & Redman, S. Working with Words

You can probably add to this list:

Gapfills, crosswords, hangman, information gaps, odd one out, pelmanism, labelling

pictures or diagrams, ordering words, matching exercises, video (e.g. which things do

you see?), word association, storytelling, discussions, etc.

For practical teaching ideas and exercises see:

Gairns, R. & Redman, S. 1986 Working with words Cambridge University Press,

Part C Classroom Activities

Morgan, J. & Rinvolucri, M. 1986 Vocabulary Oxford University Press

Lewis, M. 1997 Implementing the Lexical Approach LTP Chapters 6,7,8

Hadfield, J. 1998 Elementary Vocabulary Games Longman

Hadfield, J. 1999 Intermediate Vocabulary Games Longman

Watcyn-Jones, P. 1993 Vocabulary Games and activities for Teachers Longman

Redman, S. & Ellis, R. et al 1997 A Way with Words Resource Packs 1 & 2

Cambridge University Press

McCarthy, M. & O’Dell, F. 1999 English Vocabulary in Use (Elementary)

Cambridge University Press

Redman, S. 1997 English Vocabulary in Use (Pre-intermediate & intermediate)

Cambridge University Press

McCarthy, M. & O’Dell, F.1994 English Vocabulary in Use (Upper intermediate &

Advanced) Cambridge University Press

7. Incidental Learning

As well as explicit teaching of lexis in class it is important that we provide

opportunities for incidental learning of vocabulary. If you think of the size of the

lexicon, and the need for repeated exposure in learning lexis, it is clear that incidental

learning is a crucial feature of vocabulary acquisition. Learners who don’t take

advantage of opportunities to learn incidentally (i.e. they rely on the teacher and

expect everything they need to learn to be dealt with in the classroom) are unlikely to

progress very far in their learning of the language.

At beginner level there is likely to be a lot of explicit or direct teaching of lexis. At

higher levels there is likely to be a much greater proportion of incidental learning of

lexis.

Incidental learning may then relate to new lexis or items which learners have already

met explicitly in class. Further exposure is of course necessary to extend knowledge

of that word in terms of register, collocation, frequency etc. and to remember the

item. There are various ways in which we can promote incidental learning:

Extensive reading using graded readers (at lower levels)

Extensive reading using authentic materials (newspapers, articles, leaflets,

poems, short stories, novels, etc.)

The Distance DELTA

Unit 6 Section 4 113

Read Coady,J. L2 vocabulary acquisition through extensive reading, chapter

11 Second Language Vocabulary Acquisition

Authentic listening material - pop songs, TV news, radio news, soap operas,

comedy shows, chat shows, documentaries, films etc.

Communicative tasks where the emphasis is on meaning rather than form e.g.

story telling, TPR activities, role-play

Computer based activities (e.g. research on the Internet or CALL)

Project work

Student presentations on a topic of their choice

Read Nation, P. & Newton, J. Teaching Vocabulary chapter 12 Second Language

Vocabulary Acquisition

8. Vocabulary Learning Strategies

Given the size of the lexicon and the usually fairly limited time that we have available

in our classes it would be absurd to think that we could teach our learners all the

vocabulary they wanted to know.

As well as overt teaching and opportunities for the incidental learning of vocabulary,

learners need to be given tools to help themselves acquire or learn vocabulary.

‘Because low frequency words are many in number, can often be

guessed from context if the high-frequency words are known, and occur

very infrequently, each word does not deserve attention from the teacher,

but strategies for coping with and learning these words do. These

strategies include, in order of importance, guessing from context, using

word parts to help remember word meanings, and using mnemonic and

rote vocabulary learning strategies’.

Nation, P. & Newton, J. Teaching Vocabulary in Second Language

Vocabulary Acquisition p240
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Task 21: Vocabulary Learning Strategies (40 mins)

What vocabulary learning strategies can you teach your students to help them learn

and remember vocabulary?

1. Brainstorm as many ideas as you can.

2. Now read as many of the following as you can:

Schmitt Vocabulary in Language Teaching section Vocabulary Learning Strategies

p 133 - 136

McCarthy Vocabulary chapter 9 section 9.2 Learning strategies, 9.3 Note-taking and

9.4 Learner autonomy p 124- 131)

Smith & Smith Wordflo

Hulstijn, J.H Mnemonic methods in foreign language vocabulary learning in

Coady & Huckin, Second Language Vocabulary Acquisition

Fowle Vocabulary Books

Holden Learning to learn: 15 vocabulary acquisition activities

Add any new ideas to your original list.

See Appendix 12 for a summary.

9. Evaluating Teaching Materials

Task 22: Evaluating Materials (30 mins)

1. Look at the excerpts of material that appear in Appendix 13.

2. Can you anticipate any problems that might arise in using this material? How

could you deal with them?

3. How would you use the material and for what?

See Appendix 14 for some notes.

10. Conclusion

The learning of lexis forms a crucial part of learning a language. Research into how

lexis is stored in our minds has given us useful insights which can feed into our

teaching of lexis. Computer based corpora which are available to us nowadays

provide an invaluable resource, enabling us to select the most frequent lexical items

and common uses, and to identify common collocations. We need to teach lexis
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explicitly, but the classroom, as well as outside, is also the place where incidental

learning of vocabulary can take place. We also need to give our learners tools for

learning and remembering vocabulary by themselves.
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Reading

Essential Reading

Coady, J. & Huckin, T. (eds) 1997 Second Language Vocabulary Acquisition

Cambridge University Press

Gairns, R. & Redman, S. 1986 Working with Words Cambridge University Press

Lewis, M. 1997 Implementing the Lexical Approach LTP

McCarthy, M. 1990 Vocabulary Oxford University Press

Morgan, J. & Rinvolucri, M. 1986 Vocabulary Oxford University Press

Schmitt, N. 2000 Vocabulary in Language Teaching Cambridge University Press

Recommended Additional Reading

Aitchison, J. 1987 Words in the Mind Blackwell

Cory, H. 1999 Advanced Writing with English in Use CAE Oxford University Press

Fowle, C. July 2000 Vocabulary Books ETP Issue 16

Hadfield, J. 1998 Elementary Vocabulary Games Longman

Hadfield, J. 1999 Intermediate Vocabulary Games Longman

Holden, W. R. 1999 Learning to learn: 15 vocabulary acquisition activities MET

8/2

Hunt, A. & Beglar, D. 1998 Current research and Practice in teaching vocabulary

The Language Teacher Online:

http//langue.hyper.chubu.ac.jp/jalt/pub/tlt/98/jan/hunt.html

Lewis, M. (ed) 2000 Teaching Collocation LTP

McCarthy, M. & O’Dell, F. 1994 English Vocabulary in Use (Upper Intermediate &

Advanced) Cambridge University Press

McCarthy, M. & O’Dell, F. 1999 English Vocabulary in Use (Elementary)

Cambridge University Press

Prodromou, L. October 1997 Corpora: the real thing? ETP Issue 5

Redman, S. 1994 English Vocabulary in Use (Pre-intermediate and intermediate)

Cambridge University Press

Redman, S. & Ellis, R. et al 1997 A Way with Words Resource Packs 1 and 2

Cambridge University Press

Smith, S. & Smith, J. 1998 Wordflo Longman

Wallace, M. 1982 Teaching Vocabulary Heinemann

Watcyn-Jones, P. 1993 Vocabulary Games and Activities for Teachers 1 and 2,

Longman

See also subsection 6.6 of this Unit for further references on practical teaching ideas.
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Appendices

Appendix 1: Thinking about Teaching

The teaching of lexical items in lexical sets. The importance of making associations

and connections in as many different ways as possible:

Synonyms, co-ordinates, superordinates, antonyms etc.

Collocates, putting the word in a phrase

Synophones (words that sound similar e.g. wonder/wander, wink/blink) or

homophones

Grouping words according to sounds

Grouping words according to spelling patterns

Pointing out part of speech

Teaching synonyms

Getting students to categorise and group items in a personally meaningful way

Relating lexical items to their personal experience

Appendix 2: Connotation

Spinster: you would need perhaps to point out that spinster is derogatory

compared to single, and has associations of old, unsexy, old-fashioned,

unattractive etc. (Probably not a term you’d often be teaching, actually, it’s also

an old fashioned word).

Suburb has associations of middle class, dull.

Anorak: used when people are out walking in the countryside, skiing etc. Not

considered the height of fashion and is also used as a derogatory term about a

kind of ‘square’ person.

Shell suit: similarly considered uncool clothing, matching ones worn by middle

aged couples.

Thatched cottage: desirable type of house, usually very idyllic and pretty, with

flowers in the garden, twee.

(Remember that connotation may be quite personal or restricted to certain types

of people: maybe my connotations aren’t the same as yours!).

Appendix 3: EFL Teachers’ Register

To ask concept questions, to do the present perfect, a lexical chunk, to skim a text, to

scan a text, lexical item, anticipated problems, we did a graded reader, get into pairs,

(and hundreds more!).
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Appendix 4: American and British Varieties

Hood bonnet (of car)

Stroller pushchair or buggy

Jelly jam (Jell-O is American for jelly)

Soda fizzy drink

Suspenders braces (to hold up trousers) (Americans use a garter for their

stockings!)

Appendix 5: Spelling

Definitely grammar

Pronunciation Practise (verb)

Separate Independent

Appendix 6: Grouping words

Ooo oOoo

Comfortable incredible

Probable reliable

Portable reversible

Fashionable impossible
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Appendix 7: The most frequent general, spoken and automotive words

From Schmitt, N. 2000 Vocabulary in Language Teaching Cambridge University Press

(page 72)
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Appendix 8: Frequency as a Criterion for Selecting Lexis for Teaching

1. Advantages of using frequency counts:

Computerised corpuses can be kept up to date.

Concordances which display the environment in which the word occurs give

information about collocation, meaning and part of speech in terms of most

frequent occurrences.

They give insight into differences between spoken and written English.

Obviously these are words that the learner will encounter in all situations.

Most of the most frequent items also have a wide range.

‘The first 2000 words of a language are so important that Meara (1995) wonders

whether it might not be better to concentrate on teaching them right at the beginning

of a language course. ... If a student could learn fifty words per week (a figure

certainly attainable if students were not concentrating on other language aspects

such as grammar) then in 40 weeks of school this basic vocabulary could be

introduced. Although the students would not know a lot about grammar at the end of

this vocabulary based period I suspect that they would quickly make up this shortfall

and would soon overtake students who were taught by more traditional

methodologies.

The main reason for believing that vocabulary knowledge can help grammar

acquisition is that knowing the words in a text or conversation permits learners to

understand the meaning of the discourse which in turn allows the grammatical

patterning to become more transparent (Ellis 1997). Learners can see for themselves

how certain grammatical structures and sequences of words lead to certain

meanings. In addition knowing the first 2000 words should increase comprehensible

language input as students would be able to understand more of the speech they are

exposed to and also more of the written texts they read’.

Schmitt, N Vocabulary in Language Teaching p143-144

2. Disadvantages of using frequency counts:

Words of the same area (topic) are not necessarily of the same frequency, so are

difficult to teach in lexical sets.

Learners in classrooms do have specific needs e.g. words to do with learning like

homework, or pronunciation, or words to do with themselves, their culture, their

work which are not necessarily frequently occurring.

Words that are frequently occurring in native speaker contexts may not be as

relevant for foreign language learners.

See Prodromou, L. Corpora: the real thing? ETP October 1997 Issue 5

Lewis points out that a lot of strong collocates (e.g. golden handshake, golden

opportunity) are not particularly frequent but their strength alone makes them

extremely useful.
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Appendix 9: Selecting Lexis in Different Contexts

Learners in Britain are more likely to need everyday items such as things to do with

travel (bus pass, tube, platform); things they might need to buy (shampoo, stamps);

names of food (pickle, roll, lettuce); appliances (hairdryer, adaptor, toaster);

entertainment (circle, box office, row); services (dry cleaners, laundrette, a trim, a

cashpoint machine) etc.

If you are teaching in another country, learners will need words to talk about their

country e.g. food, festivals, transport, etc.

Appendix 10: Elementary Collocations

Hair

He/she’s got long/short/blonde/dark/fair/brown/red/black/grey/straight/curly/wavy

hair

A man/woman with . hair

Salad

A mixed/green/tomato/fruit salad

I’d like a salad

Wine

Dry/sweet/ red/white/ sparkling wine

I’d like a glass of... . / I don’t want any more. / Shall we open a bottle of .. ?

School

To go to school, to be at school, a primary/secondary school, a language school

Appendix 11: Teaching Meaning

Some possible suggestions:

1. Vegetable

Visuals to establish meaning (preferably photos but could be drawings)

Elicit examples of types of vegetable

Negative checking is an apple a vegetable? Is pasta a vegetable?

Personalise: What are your favourite vegetables? Any you don’t like? etc.

2. To be on top of the world

Situation/anecdote about a series of happy events, how was the person feeling?

Elicit synonyms - very, very happy etc. mime - happy face, skipping around!
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Describe other situations. Is the expression appropriate? Personalise: when have

you felt on top of the world?

3. To Cry

Mime or visual to establish meaning

When do people cry? (When they’re sad, when they hurt themselves) Who cries a

lot? (Babies, children) Personalise - do you ever cry? (In a sad film etc.)

4. To Stagger

Mime to establish meaning

Explanation - to walk but not in a straight line, looking as if you may fall. When do

people stagger? (when they’re injured, drunk)

Examples: He staggered into the room, he staggered up the stairs, he staggered

across the road

5. A Sheet

Visual, drawing of bed with a sheet. Mime making the bed. What am I putting on it?

What’s it made of? What colour is it? Is it warm? Can you sleep with just this when

it’s cold? Is it thick? Do you wash it a lot?

Point out: a sheet of paper

6. A Mess

Situation when my nephew visits my little boy (they’ re 3 and 4 years old, they take

out all the toys (mime throwing them around). I walk in the room, mime shock, “Oh

my God! What a ......? The room’s a ... !

What do we need to do? (Put the toys away).

What’s the opposite of mess? The room’s (tidy).

Is this classroom a mess? What about your room at home?

Appendix 12: Vocabulary Learning Strategies

These may include:

Choosing which lexis to learn: letting learners choose words and expressions

from a text; choosing a text to read and working on lexis; personalisation; student

presentations.

Dealing with unknown lexis (in texts): ignoring; spotting similarities to L1 or

another known FL; deducing meaning from context; asking someone; using a

dictionary.

Using a dictionary: becoming familiar with information – pronunciation’ grammar,

frequency indications, phrases.

Recording vocabulary on cards; in a notebook; word with definition/picture; in a

phrase; marking stress; phonemic script; synophones.
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Memory strategies: linking new words to known; spidergrams; associations;

keywords; focus on orthographical or phonological form (drawing the word,

rhymes).

Revising: looking at cards with word on one side meaning on other; labelling

things at home; marking words looked up in a dictionary.

Extensive reading.

Learning word formation rules (prefixes, suffixes, typical noun endings,

compounds etc.).
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Appendix 13: Evaluating Materials

Extract 1

Lewis, M. 1997 Implementing the Lexical approach LTP (page 150)
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Extract 2

Morgan, J. & Rinvolucri, M. 1986 Vocabulary Translation game (page 99)
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Extract 3

Morgan, J. & Rinvolucri, M. 1986 Vocabulary Oxford University Press (page 89)
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Extract 4

5

Cunningham, S. & Moor, P. 2001 Cutting Edge Elementary Longman (page 108)
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Appendix 14: Evaluating Materials

Your answer here depends on your learners and your teaching situations but here

are some points you may have thought of.

1. Teacher would need to check understanding of some of them, e.g. through

situations. Some useful lexical phrases here. This would also provide an example

of what they were supposed to do. Story students produce may not be very

natural but the main aim is to provide focussed practice of these expressions.

Would need to check grammar.

2. This activity raises student awareness of the fact that there are no one-to-one

equivalents across languages. It is a way of building up a collection of words but

not necessarily useful ones. Maybe it could be used as a filler with a limited time

set on it (less than the authors suggest). Worth getting feedback from the

students on whether they perceive it to be useful and in what way.

3. Too personal possibly, particularly with some types of learner or cultures. Don’t

push the students to give their own examples if they don’t want to.

Personalisation and the fact that it is ‘odd’ may on the other hand help

memorisation of lexis. (I‘ve actually used this context for doing work on narrative

tenses). It’s likely to raise more lexis than just the suggested area of injuries.

4. Lexis is in phrases, some useful and ‘modern’ expressions. There are quite a few

of them. The mini dictionary can be used or the teacher could do the matching

stage as whole class activity. Likely difficulties in doing the gapfill exercise - get

students to do it or check in pairs. Some of the lexis is recycled in the unit and

there are opportunities for relating to personal experience.
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Portfolio Assignment: Language Skills or Systems

For this assignment you will be choosing an aspect of either Skills or Systems to

research and analyse prior to teaching a lesson which will focus on this aspect. If you

choose a Skills assignment, you can choose one of the three skills you did not do in Unit

3. If you choose a Systems assignment, you can choose from Lexis, Discourse or

Phonology.

You need to make your choice bearing in mind what you wish to do for your

externally assessed lesson in the penultimate month of the course and also thinking

about the overall balance of your Portfolio. So at the same time as you are deciding on

your topic area for this assignment, you should also be looking ahead and choosing the

topic (or at least drawing up a shortlist) for your externally assessed lesson. We strongly

recommend that you have a clear idea regarding what you intend to do for your

externally assessed lesson by the end of Unit 6. You will also need to consider the focus

of your Resources and Materials assignment.

For example, imagine you are teaching an exam class and you will be using this group

for PA5 and your externally assessed lesson. You might decide you want to do your

externally assessed lesson on Lexis and Affixation because it’s a topic which:

you feel more confident in

is relevant to your learners’ needs and interests at this particular time in their course

you’re interested in extending your knowledge about and your practical teaching

repertoire in

suitably complements the other assignments in your portfolio.

To balance this, you decide to focus on Reading Skills for this month’s assignment.

Make sure the assignments don’t overlap. For example, it would not be appropriate to

focus on the cohesion of a reading text for this month’s assignment and do work on

cohesive devices for the external one. You would not focus mainly on reading in this

assignment if your Resources and Materials assignment is about ‘newspapers’

Duplication such as this would seriously limit the evidence of your range of teaching

experience when your portfolio is moderated at Cambridge.

Consult your Course Tutor if you are having difficulty coming to a decision.

Instructions for Listening and Writing assignments are in Unit 3, Section 5.

Instructions for Lexis, Discourse or Phonology are in Unit 8, Section 5

Guideline Instructions

Language Skills: Reading or Speaking

The length is 2,000 – 2,500 words plus optional appendices (these should only include

sample learner materials or other teaching materials used to illustrate your analysis or

practical teaching solutions). The contents page for this assignment should not be
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included in the word count. Please ensure that you do write to the word count i.e. it is not

acceptable to write 1,900 or 2,600 words.

Choosing a topic

You can choose from the following topics:

Reading:

1. Focusing on particular reading subskills needed for a specified context, or level e.g:

a) reading skills needed for specified task types in an examination (e.g. IELTS,

FCE etc.)

b) developing reading skills at very low levels

c) reading skills needed for studying at an English-speaking institute of higher

education

2. Improving learners’ ability with a particular type of written text (genre) e.g:

a) newspaper articles

b) reports

c) academic articles

d) business correspondence

e) short stories

f) technical manuals

g) legal documents

3. Developing learners’ proficiency with a particular reading subskill or strategy, e.g:

a) helping learners use ‘top-down’ and ‘bottom-up’ processing strategies to

understand reading texts

b) deducing the meaning of unfamiliar lexis

c) decoding complex sentences

d) understanding discourse markers

You need to ensure you focus on a different aspect from that of your listening

assignment. For example, if you had dealt with listening at very low levels, it would not

be appropriate to deal with reading at very low levels in this assignment. You also need

to be very careful that the assignment focuses on reading skills and does not turn into a

systems assignment. If in doubt, always check with your Course Tutor.
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Speaking

1. Focusing on particular speaking subskills needed for a specified level or context e.g:

a) speaking skills needed for an examination (e.g. IELTS, FCE, CAE etc.)

b) speaking skills needed for a business/ ESP class

c) speaking skills at very low levels

d) speaking skills needed for studying at an English-speaking institute of higher

education

2. Focusing on one particular text type, eg:

a) spoken narratives

b) telephoning

c) teleconferencing

d) giving presentations

e) different interactional exchanges (e.g. talking about the weather, gossip,

catching up on personal news etc)

f) different transactional exchanges (e.g. buying tickets, changing money at a

bank, enrolling at a language school etc)

g) making speeches

h) participating in discussions

3. Developing learners’ proficiency with a particular speaking subskill eg:

a) improving learners’ conversational strategies

b) working on extended speaking

c) improving learners’ fluency in speaking

d) improving learners’ accuracy in speaking

Suggested Organisation

Read the following guidelines in conjunction with the Cambridge ESOL specifications

and criteria for this assignment in the Cambridge DELTA Syllabus and Assessment

Guidelines (3rd Edition) pages 17 -21. Numbers and letters refer to the criteria.
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What this involves and how this relates to the Cambridge DELTA Syllabus and

Assessment Guidelines.

a) Sample ‘template’ plan. Below is a suggested plan to help you organize your

assignment. Word limits are approximate. This is slightly different from the plan in

Unit 3. In this one, each area of analysis is directly followed by a discussion of

learner problems. You can decide which organizational scheme you prefer.

Cover Page

Give the assignment a clear title e.g. Language Skills: Reading Skills Required for the

First Certificate Examination (2 a, b)

Include a list of contents with page numbers for each section and titles of any essential

appendices

↓
A - Introduction

State clearly the scope of your focus within the chosen skill (2a,b). State briefly your

interest in the topic you have chosen. You can refer to classroom experience,

professional development and / or your reading here (“I was interested by my reading of

…”) (3b, c) You may opt to include this rationale within the final section on solutions.

(A = 100 words)

↓
B – Analysis and Learner Problems

Provide a full analysis of your chosen topic, showing what processes and strategies are

involved (3a). To do this you will need to research several relevant reference books

and/or articles, and refer to sources in the text (3b, 1d). For each section of analysis,

follow this with a full description of the problems that learners experience, both those

inherent in the aspect of the skill you have chosen for all learners and those experienced

by specific learners or in specific contexts (3b, c, d). You should refer to background

reading and your own classroom experience and observation of other languages, of

different cultures, different learning styles and different levels.

(B = 1, 400 – 1, 500 words)

↓
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D - Solutions

Discuss ways of helping learners with your topic. This is the part of the assignment

where you need to show how you deal with the problems you have detailed above and

your ability to evaluate materials in relation to your learners. Your choice needs to relate

to different factors, e.g. level, teaching context, type of learner/course, revision practice

or introduction. (4a, b, c, d)

(D = 800 words)

↓
E - Conclusion

Summarise what you have gained from undertaking this assignment. You may wish to

indicate how your teaching has developed as a result and how you intend to build on the

insights you have gained (Syllabus 6.1 – 4)

(E = 100 words)

↓
Word Count (1f) and Bibliography (3b)

Your bibliography should be arranged in alphabetical order of the authors (e.g. White, G.

1998 Listening Oxford University Press)

b) Make sure you can honestly tick the following checklist relating to Part 1

before you submit the final version of your assignment:

I have read Unit 1, Section 4 which gives advice on writing background

assignments.

I have made sure the assignment is within the word limits of between 2,000 and

2,500 words.

I have proofread the assignment carefully and edited it for spelling, punctuation,

grammatical accuracy and phraseology.

Whenever I have used terminology, I have made sure I have defined it.

I haven’t regurgitated course notes or ‘cut and pasted’ ideas from different

authors with no or scant commentary. I have shown I understand what I have

read and can evaluate it in the light of my professional experience. Whenever I

have made a point, or given an opinion, I have always supported it with a

definition or example. I have demonstrated at all times I fully understand what I

have read and what I am writing, and I have exemplified to show this.
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The only time I have used footnotes has been for referencing or brief definitions

and not as a way of circumventing the word count.

I have used a minimum of six reference books / articles to help me with my

background research, and I haven’t been over-reliant on Distance DELTA

coursework materials.

My solutions relate back clearly to my preceding analysis of the skill / systems

area and learner problems. It’s easy for the reader to see they are not three

unrelated sections.

When describing my practical classroom solutions, I have moved from the

general to the specific i.e. talked more generically at first of the types of

activities available and then supported this by giving one or more specific

examples. Or I have given a specific example to demonstrate a general principle.

I have made sure I have described the activities in sufficient depth. I have

described activities in such a way that they are easily understandable and

reconstructable.

I have given an adequate range of activities.

I have commented on the level(s) and teaching context(s) that each activity is

suitable for or where problems are more apparent.

I have make effective use of headings to help guide the reader through my

writing and used bullet points judiciously

Part 2:

Read Unit 1 Section 5 and Unit 3 Section 5 which give information and advice on

Part 2, the lesson itself, the post-lesson evaluation and action points.
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Exam Thread: Further Work on Question Two: Style

and Genre

Summary

In Question Two you can be asked questions not only about the language but also

the style of a piece of authentic material. You may also be asked about features

which are typical of a certain genre.

This month we will be looking in more detail at this type of question. The study of

genre and style will be of particular interest for those of you working with

examination, EAP or ESP learners, but it is a fascinating study in its own right and

again will sharpen your language analysis skills.

Objectives

By the end of this section you will:

have a clearer idea of how to identify features of genre and style.

have had some exam practice in identifying stylistic devices in an authentic text.

feel more confident about handling this type of question in the exam.

have done some further practice on language analysis and exploitation of a

Question 2 text.
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Contents

1. Genre and Style

1.1. Genre

1.2. Style

2. Training: Question 2 Task 2

3. Practice: Question 2 Tasks 1 and 3

4. Exam Practice/Send-in Question

Appendices

(Material from the DELTA written exam report is reproduced by kind permission of

Cambridge ESOL)
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1. Genre and Style

1.1. Genre

This will relate closely to the work you did on discourse and writing in Unit 3 and

reading in Unit 6. If you haven’t done so already, you are strongly advised to

undertake some research and make notes on the typical features of genres which

are likely to come up in the exam, either in Question 1 or Question 2. You need to

identify the different organisational, stylistic and linguistic features of different

genres.

These could include:

Articles in newspapers or magazines (including student newsletters) or online,

including news stories, factual reports, narratives, advice/tips (Q1, Q2)

Advertisements e.g. for travel, jobs, etc. (Q 2)

'Transactional'/information-giving texts, e.g. Leaflets for tourism, health, political

campaigns or instructions, processes etc. (Q 2)

Emails (Q 1)

Narratives e.g. personal, newspaper, biographical etc. (Q1)

Letters e.g. formal/informal letters of request, complaint, application, invitations

and associated replies (Q 1)

Essays e.g. describing a single topic/place/issue or a 'for and against' essay.

Reports, e.g. information reports or recommendation/comparison reports or eyewitness

reports (Q1)

Reviews, e.g. of a film or book (Q1, Q 2)

Accounts (perhaps for classmates) e.g. of a recent visit, of your neighbourhood,

etc. (Q1)

You can research these in the following:

Written Discourse in Unit 3.

About Language, Thornbury,S. 1997 Cambridge University Press, Unit 27 on

Texts

Exam preparation books, e.g. Advanced Writing with English in Use CAE,

Cory, H. 1999, Oxford University Press

Exploring Grammar in Context, Carter, R., Hughes, R., McCarthy, M., 2000,

Cambridge University Press. The commentaries in this book provide some

excellent insights into the language associated with different genres.

It is also worth looking in ESP and EAP courses if you have access to them.

You might like to ask your Local Tutor to work on aspects of these genres as part of

a seminar or decide to research one and share your findings with other course

participants.
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1.2. Style

Imagine a text written on a sheet of white paper. This will represent a text written in a

completely neutral style, if such a thing is possible. Now imagine a yellow filter over

it; now a green or a blue. In the same way as these filters ‘colour’ the text, so does

style. It can make the writing sound old-fashioned or futuristic, pedantic or

impassioned and in each case is intended to have a different effect upon the

reader.

TASK 1: Style (5 mins)

Think of another ten adjectives to describe different types of style.

See Appendix 1 (but do not read ahead to Appendix 2)

In Question Two you might well be asked to identify linguistic features which make a

text sound formal. Or the question might be more open-ended and just ask you to

comment in general on the style of the extract, in which case you will need to decide

what sort of style it is.

2. Training: Question Two

We will focus first on Question Two, Task 2 of the December 1999 exam.

Read the rubric and underline key words.

Question Two

There is one authentic text for this question: "What is your builder talking about?" - an

article from The Times, Weekend Section (Saturday June 26, 1999)

Question Two Task 2

What are the main stylistic devices the writer uses? Include examples from the text in

your answer.
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Task Two asks you to identify ‘the main stylistic devices the writer uses.’ This is a

very open-ended task and means you have to start by deciding what the style of the

piece is.

TASK 2: Identifying Stylistic Devices (20 mins)

Read the article

Look back through the lists of adjectives (ours in Appendix 1 and yours from

Task 1) and tick any that you think apply to this extract.

Write about two main stylistic devices, with examples.

Advice:

Include the effect of these devices on the reader.

When you give examples, write them out in full , if necessary with line numbers.

It is very difficult for a marker simply to work from line numbers. You only need

a few examples, not an exhaustive list

See Appendix 2 which includes the Specific Assessment Criteria, the guideline

answer and a sample pass answer from the exam.
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3. Practice: Question Two, Tasks 1 and 3

TASK 3: Tasks 1 and 3 (45 mins + 5 mins reading time)

Write answers to Tasks 1 and 3 below. Do this under timed conditions and then

check your answers against the guidelines in Appendix 3.

Question Two

Task 1 (20 mins)

Look at lines 1 - 68. Identify and comment on 3 different ways in which the writer

makes generalisations about builders. Include examples from the text in your

answer.

Comment on the form and meaning of the following sentences:

'Multiply it by three and you will be much nearer the mark.' (Line 22-24)

'Expect them back around 4pm and with any luck, they'll put in a full hour

before tea time.' (Line 42-45)

'Suggest that perhaps there shouldn't be a half-inch gap… and you'll

precipitate.' (Line 54-60)

Task 3 (25 mins)

Say how and for what purposes you might exploit this text, both in class and for

homework, with a group of advanced learners. Briefly outline the class you have in

mind. Give practical examples to support your suggestions.

4. Exam Practice

Download this month’s exam question. Do this under timed conditions and post or

fax it to your Course Tutor. Alternatively, you could type out your timed answer and

upload it to the website. Indicate clearly whether you did it unseen or with some

preparation.
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Appendices

Appendix 1: Styles

(Some suggestions – not an exhaustive list and some are almost synonymous)

Up-to-date, futuristic, dated, literary, biblical, poetic, tragic, humorous, comic, ironic,

dramatic, hyperbolic, impassioned, political, politically correct, formal, informal,

personal, colloquial, slang, casual, chatty, commercial, factual, didactic, pedantic,

romantic, ‘Mills & Boon’, legalistic, medical, scientific, academic, journalistic, dense.

You could also talk about ‘newspaper style’ or ‘recipe style’ or ‘email style’, relating

back to text types and genres.

Some of these are more accurately termed as registers, i.e. the style/speech variety

used by a particular group of people often sharing the same occupation, e.g. lawyers,

doctors.

In addition to this you may refer to different varieties of English, e.g. British English,

Australian English, Indian English, etc.
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Appendix 2: Identifying Stylistic Devices

1. Some different types of style: humorous / comic, personal, a mix of informal /

colloquial and formal, hyperbolic.

2. You could include:

Establishing a personal tone with the reader by: use of the 2nd person singular;

addressing the reader with the imperative; appealing to the reader’s personal

experience.

A humorous effect achieved by: hyperbole (making exaggerated generalisations

about builders), mixture of formal and informal language; use of colloquial

English, phrasal verbs and idioms; use of direct speech.

Read the following specific assessment criteria, guideline answer and sample pass

from the Cambridge Report on the Exam:

Specific assessment criteria

In order to achieve a PASS candidates must:

Include reference to and examples of stylistic devices used in the text;

Strong candidates show awareness of the purpose / effect of stylistic devices.

In order to reach DISTINCTION standard, candidates must in addition:

provide a good range of features;

make insightful comment on the text.

Guideline answer

Candidates may use different terminology to refer to the features. The numbers

below refer to line numbers of the text.

1. Addressing the reader in the second person:

(There are numerous examples of this)

‘run circles around you’ Line 16;

‘you will be much nearer the mark’ Line 23/24;

‘you can bet your life’ Line 30/31;

‘you’ll invariably be met’ Line 70/71;

‘one morning they’ll call you up and offer you’ Line 120/121;

‘your heart should sink’ Line 126/127;

‘if you’re daft enough’ Line 135/136;.
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2. Addressing the reader directly with imperatives:

the examples given in Task 2 and also:

‘watch out for’ Line 91/92;

‘observe the following rules’ Line 98/99;

‘write it down’ Line 113.

3. Appealing to personal experience:

lines 1 – 8.

4. Generalising about all builders

the examples given in task 1 and also:

‘pinning builders down’ Line 78;

‘bear in mind that builders never’ Line 99/100;

‘builders thrive on the oral tradition’ Line 114/115.

5. Rich use of collocations, colloquial English, phrasal verbs and idioms:

There are numerous examples of this, for example:

‘builders are a law unto themselves’ Line 6/7;

‘you can bet your life’ Line 30/31;

‘we’ll be in on Monday’ Line 46;

‘moaning on about now’ Line 64;

‘it’s going to cost you a packet’ Line 76/77;

‘pinning builders down is like trying to nail mercury’ Line 78/80;

‘we’re waiting on the chippie’ Line 92/93;

‘her indoors’ Line 103/104;

‘adopt the lingo’ Line 108;

your heart should sink’ Line 126/127;

‘paid them upfront’ Line 137/138;

‘you won’t see them again for dust’ Line 141/142;

‘they’ll always let you down’ Line 149/150.
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Examiner’s Comments

Some candidates may comment on the effect on the reader of the features outlined

above. For example in categories 1, 2 & 3 above, the writer is attempting to engage

the reader on a personal level. In 4 & 5 the writer uses exaggeration to create a

humorous / ironic effect by generalising.

Better candidates produced a good range of ideas, including building a relationship

with the reader, contrast of colloquial and formal language, use of irony, sarcasm and

exaggeration, direct quotation and with full examples.

Other candidates just gave line references making their answers difficult to follow,

and did not support their statements with examples.

The following sample answer was awarded a PASS.

The writing is aiming for a humorous style, for which he mixes formal and

informal language. The general effect is similar to that of a stand-up comic’s

routine. ‘You’ (e.g. Line 148) and contractions assist the comic feel.

Much use is made of direct speech to parody the typical excuses / jargon used

by builders, for example: “Something’s come up” (Line 122-3) or “We’ve got to

eat, squire” (Line 140).

Humorous reinterpretations (e.g. “It’s going to cost you a packet” Line 76) and

exaggerated, hyperbolic language throughout (Anyone who has ever undertaken

anything…(Line 1-3), “…you’ll invariably be met…”(line 70,71)) give a comic feel to

the text. The writer also provides interpretations of what the other person is

thinking: “The what?” (Line 26); (What the hell…”) (Line 63-4).

In general: sweeping generalisation, hyperbole, colloquial language and use of

direct speech all contribute to the effect.
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Appendix 3: Guideline Answers

Question Two Task 1

Specific assessment criteria

In order to reach PASS standard, candidates must:

identify and comment on at least two different ways of generalising;

comment on both the form and meaning of the example sentences in part (ii) and

identify hidden conditionals and possible communicative function;

pass both parts of the task;

strong candidates will make clear reference to function in Part 1.

In order to reach DISTINCTION standard, candidates must, in addition:

show insight and perception in their analysis;

provide detailed and accurate description in their language analysis.

Guideline answer (i)

Candidates may use different terminology to refer to the features. The numbers

below refer to line numbers of the text. The following are suggested but any

reasonable suggestions are accepted.

1. Use of zero article:

builders are a law unto themselves (Line 6/7);

builders employ their own obscure vernacular (Line 13/14);

builders’ language (Line 25).

2. Indefinite article:

A builder’s most subtle form of communication (Line 51/52).

3. Emphatic subject:

No builder is averse to (Line 35).

4. Present Simple:

‘builders employ’ (Line 13), ‘veers’ (Line 26), ‘when you hear…you can bet

your life’ (Line 28-31).

5. Adverbs:

‘always’ (Line 25), ‘invariably’ (Line 40).

6. Phrases:

‘Anyone who has ever…knows that’ (Line 1-6), ‘Just as

medics…builders…(Line 9-16), ‘one of their most…is…’ (Line 17-20), ‘of course’

(Line 51).

7. Idioms:
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‘a law unto themselves’ (Line 6).

8. Hidden Conditionals:

See the guideline answer below.

Guideline answer (ii)

Candidates may use different terminology to refer to the features. The numbers

below refer to line numbers of the text.

An imperative followed by ‘and’ can have a similar meaning to an if-clause.

The first sentence functions as a suggestion / advice / instructions:

‘If you multiply it by three, you’ll be much nearer the mark.’

The second sentence is slightly different. It is best interpreted as a negative

imperative followed by an if-clause:

‘Don’t expect them back until 4 p.m. and if you’re lucky, they’ll put in a full hour before

tea-time.’

Alternatively:

‘You shouldn’t expect them back until 4 pm and with any luck, they’ll put in a full hour

before tea-time.’

In this case the function here is giving advice.

The third sentence functions as a warning and with this use it can be quite common

to omit ‘if’ in conversational style:

‘If you suggest that perhaps there shouldn’t be a half-inch gap…, you’ll precipitate….’

Examiner’s Comment

‘Generalisations’ were widely ranged and accepted if reasonable. Better candidates

chose the use or omission of the article, and the use of adverbs. Better candidates

also clearly identified the linguistic means of generalisations used. However, a

number of candidates took this as an invitation to list what the generalisations were

rather than pinpointing the ways (linguistic) the writer used them.

Hidden conditionals were generally identified with a description of their basic

meaning and form. There was some lack of perception about the use of the

imperative so that many candidates missed the functional implication of each model.

Candidates were required to pass both parts of this question.

The following sample answer was awarded a DISTINCTION.

i) The first way in which a generalisation is made is by using the plural with

zero article e.g.: “builders employ…” (line 13). This is the most commonly

taught way.
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The second is by using the singular with the negative determiner ‘no’ e.g.:

“No builder is averse…” (line 35). This is seldom taught, “no” being seen

most commonly followed by an uncountable or plural noun.

The third is the singular with the indefinite article: “a builder’s most

subtle…” (line 51). This, though common in the language, is usually taught

much later and with less conviction than the zero article form.

ii) First example could also be rendered:

“If you multiply it by three you will be…”

Second example could be rendered:

“If you expect…, with any luck they’ll…”

Similarly, the third example could be rendered:

“If you suggest… you’ll precipitate”.

In other words this ‘Imperative + and + clause with “will” ‘ structure is an

alternative conditional form. It is used mainly in informal English and often has

the effect of a warning, threat, promise, etc. It has a slightly dramatic effect.

Question Two Task 3

Specific assessment criteria

In order to reach PASS standard, candidates must:

present a relevant outline of the characteristics of the target learners/class;

identify valid purposes for which the text might be used;

present methodologically sound procedures for using the text in relation to the

purposes identified;

include work for both class and homework and;

a strong candidate would also include reference to phonological features.

In order to reach DISTINCTION standard, candidates must in addition:

demonstrate insight into the characteristics of the target learners and;

identify original purposes for which the text might be used with these learners

and/or procedures for using the text in relation to the identified purposes.

Guideline answer

Candidates should provide a class profile describing the needs of the advanced

learners they have in mind and ways in which this text could be exploited to meet

those needs. Candidates may refer to techniques used before reading the text,

while reading the text and/or exercises done after the text ahs been read. How

candidates exploit the material will depend on the group they specify. They may
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be selective in how much of it they use, and may adapt or supplement it. They

should describe a range of tasks with a variety of aims. The examples below are

not exhaustive.

Points to consider include:

Preparation:

Arousing interest in the subject. This could be done via:

Personalisation:

discussion of learners’ experiences with builders in their own country;

discussion of stereotypes via brainstorm / pair / group cross-cultural comparisons;

Exploitation of the picture in the article (this could lead into one of the above

discussions);

Activating lexis around the topic – learners brainstorm / predict language they expect

to find in the text.

Preparation for reading:

prediction of likely content of the text could follow on from the activities suggested

above.

Reading for gist:

learners skim the text and match sections to four main headings:

introductions;

examples of builders’ language

advice to the reader;

conclusions.

This could be done in groups, with each group dealing with one section only.

They then regroup to assemble the whole text i.e. a jigsaw reading exercise.

Learners classify cut up paragraphs of the text into the four categories above.

They then consider and discuss why the text is organised as it is and the effect of

this on the reader.

Reading for specific information:

(this would probably) be best done after language work of the type described below

as the text is so rich in colloquial English and idioms it may be impenetrable in detail

without such language work first):

To answer set questions e.g. about builder’s habits – this could lead to a nice

rounding off discussion after intensive language work, bringing learners back to

the topic in preparation for some of the follow up activities described below.

Language focus:

Candidates should specify whether they are teaching the following for recognition or

production and why. Arguably, as much of the language in the text is very colloquial

and idiomatic, it may be best taught for recognition only and candidates may question
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the validity of using such a text with learners overseas. If they do decide to work on

production with their learners, strong candidates give examples of the work they

would do on phonological features.

1. Focussing learners on colloquial and idiomatic expressions:

Matching expressions to definitions through group work:

Groups are given different paragraphs to work on and asked to try to

interpret the expression via discussion, with dictionaries (of idioms) to hand.

Feedback, then supply definitions to confirm / inform. Groups then reform and

peer teach, followed by a final matching exercise of all the expressions

focused on, to check understanding, with final concept questions from teacher

to confirm.

The text could be reformulated with regard to the idiomatic expressions,

with learners expressing these in a less colloquial way. This could be

combined with reformulating the text in the third person to make it read more

neutrally

Use of such expression as the negative with ‘to be averse to’ 35 is a

fixed expression that can be highlighted and practised via elicitation of

personal examples e.g. “I’m not averse to a bit of DIY, but I’d rather pay a

builder to do it”.

2. Lexical items:

For connotation, consider e.g. ‘liquid lunch’ 41 / 42, ‘laddish credibility’

106. 107, ‘her indoors’ 103 / 104, ‘squire’ 140;

For collocation, consider ‘bland incomprehension’ 65, ‘a sharp intake of

breath’ 72;

For modification, consider extreme adjectives ‘absurd liberties’ 36,

modifiers ‘sublimely optimistic; 27, quantifiers ‘a bit of’ 125;

The above could be approached via tasks matching expressions to

meanings and practised via the discussions and role-plays suggested as

follow up work.

3. Intensive language work on discourse features:

Learners organise the paragraphs within the section from lines 17 to 95,

necessitating close attention to discourse logic e.g. paragraph 78 to 83

precedes paragraph 84 to 95.

4. Work on stylistic devices:

Highlight use of ‘of course’ 51, 118, 135 to appeal to the reader’s

common sense, familiarity and inevitability;

Transformation of texts to address the reader in the second person to

engage them in a more familiar manner. The use of imperatives could also be

practised in this way (see points in Task 2). The reverse could also be

practised, to make informal texts more formal in style.
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Follow up work:

Further discussion of personal experiences, with learners briefed (via prompt

cards if necessary) to use the colloquial and idiomatic expressions. This would need

to be preceded by controlled work on intonation i.e. highlighting and drilling, as the

intonation will carry much of the meaning when this language is used orally;

Learners could role-play the ‘employer’ and builder discussing the day’s work /

lack of work or two neighbours / friends complaining about irritating builders (perhaps

trying to outdo each other as to who has the worst builder – good for intonation

practice). Appropriate responses would need to be highlighted during preparation for

this e.g. “Yes, hopeless!” or ways of expressing sympathy;

For homework or as class work in pairs / groups, learners could be asked to

produce a short text about, for example, ‘cleaners/employers’ using some of the

expressions where appropriate. This would also give them the opportunity to include

features mentioned above such as stylistic devices and discourse features.

Comparison of their texts in a later lesson could provide an opportunity to recycle

both the language through further discussion and to consider further the discourse

and stylistic features.

Examiner’s Comments

Some of the more successful answers were those that used the text for lexical

development. Better candidates went into sufficient detail for the kind of lexical work

they could have done. Weaker candidates took refuge in such generalities as

‘students note the stylistic devices in the text’ or ‘students note down unfamiliar

vocabulary and look it up for homework’.

Attention to homework was often cursory.

Many lesson plans were well-staged with clear pre-reading phases, reading

activities, language focus and meaningful follow-up activities. Stronger answers gave

convincing ideas for coping with the lexical density in the text.

There were some very good class profiles with students identifying level, context,

interests and needs of the students clearly, and positioning the purposes for using

the text in relation to the class. However, there are still too many candidates who are

not relating the class profile to the materials.

Those who had experience of this level did well and described reading and lexical

activities relevant to this level.

Weaker candidates just used the material as either a basic reading text, with few

ideas outside the routine, or a very limited vocabulary exploitation.

The following sample answer was awarded a PASS.

The class I have in mind for this text is a small, monolingual group of advanced

level adult learners. They are learning as a foreign language in their own country,

either for pleasure or purposes of travel and social relationships. All or most are

house-holders with experience of domestic repairs, and have lexical deficiencies
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for their level, as well as an inadequate appreciation of style. They have recently

worked on reported speech.

I would use this text basically for purposes of appreciation of aspects of formal

and informal style and hyperbole, with work on deduction of meaning from

context.

I would lead in by activating schemata, asking the group to talk of their

experiences with builders, plumbers, etc. We would then activate vocabulary by

doing a mind-map of builders and other such craftsmen, with vocabulary for

what they do, etc. They would then be given a few pre-reading gist questions

such as: “What is the writer’s attitude to builders” for skim reading purposes.

They would read the text a second time for more detailed comprehension with

questions such as “Who should talk to the builders in the writer’s opinion – the

husband or the wife?”

As there is likely to be lexical difficulty, due both to formal (“veers towards the

sublimely optimistic” (L.26) and to informal language (“cock-up” (L.130)), I would

select several expressions / words for practice in contextual deduction. This

could be done in small groups, with subsequent re-grouping for comparison. For

this I would lead in by taking the writer’s own choices of deliberate obscure

lexis (“pellings” (L.86), “the chippie” (L.93) and “gone off” (L.94-95)) inviting

suggestions as to possible interpretations.

Following this, I would lead a short whole-class discussion as to the style of the

text, in order to reach the conclusions mentioned above in Task 2.

Then a list of expressions (expanded from the previous one would be

categorised as to whether it is formal, informal/colloquial, and/or hyperbolic.

This would be done on a venn diagram as follows:

For homework they could write an account of a bad experience they have had

with a builder or with another service.

The Distance DELTA

Unit 6 Section 6 153

Comment:

The profile is adequate but would be strengthened by including the nationality of the

students and more on their strengths, weaknesses and needs. Stage aims are

integrated into the answer but would be clearer if separated out as headings. The

lead-in, gist and detailed reading tasks are adequate and give examples of the

questions. Some examples of the vocabulary in the mind-map would be useful.

The language focus stage is weak: although some phrases are identified, there is

little on HOW the teacher would help learners to guess from context. Here the

candidate could have taken one or two examples and suggested questions which

would have guided the students towards the meaning.

The reference to helping with style is also very slight but does refer back to a fuller

answer in Task 2.

The Venn diagram idea looks good but needs some examples from the text.

Homework is included albeit very briefly.

A narrow pass.

Checklist for assessing your own answer:

Did your class profile:

describe the needs of your advanced learners?

state the location where learning is taking place?

say whether the class is multi or monolingual?

state the level and type of course the group is following?

establish clearly that the text would be relevant to them either in content,

language or skills (or a combination of these)?

In the lesson:

did you include something on homework? Remember, if you didn’t cover

homework you would fail this task.

did you relate the lesson closely to the chosen group?

did you give pre / during / and post-reading ideas?

did you have a language focus, and if so, did you provide enough detail e.g. of

how to check concept (and form if relevant)?

did you clearly state the aim of each stage?

was each stage described in sufficient detail to be convincing and clear to a

reader? i.e. was the lesson reconstructable?
The Distance DELTA

Unit 6 Section 7 148

Extended Assignment: Recommending materials and

activities; writing up Part 4 of your assignment

Contents

1. Review

2. Finding Materials and Activities to achieve your objectives, and writing up Part 4

of the assignment

3. Summary of tasks for this unit

1. Review

You should now be well on the way to completing your case study. By now you have:

finished collecting data (samples and tests), keeping copies of completed

questionnaires, tests, transcripts of relevant parts of recorded conversations etc.

to go in the appendix of the assignment.

finished analysing the sampling and testing data.

identified learning objectives for your learner in the light of your findings, taking

account of their learning styles and needs as established in Part 1 of the

assignment.

sent your first draft in to us, along with appendices. This consisted of complete

Parts 1, 2 and 3, and the first part of Part 4 (Objectives). That is the whole

assignment except for the recommended materials and activities.

2. Finding materials and activities to achieve your objectives, and

writing up Part 4 of the assignment.

In Unit 5 you drew up a list of objectives for your learner. You will get feedback on

these along with the rest of the first draft. The next stage of the assignment writing is

to discuss materials and activities to achieve your objectives.

You could wait until you receive feedback on the objectives before you start writing

the next part. In this way, you can review the objectives and update them before

thinking about materials. Alternatively you can begin writing about materials and

activities now, and make appropriate adjustments when the feedback on draft 1

arrives.

Whichever you decide to do, here are some guidelines for writing Part 4 of the

assignment, Objectives Materials & Activities.

Part 4 of the assignment should be about 750 words long.

This task of recommending materials and activities to help the learner is similar to the

Task 3 of Exam Question 1 – “How would you help this learner in the areas you have

selected?” but in this case you have more time to look for materials. Hunting for

materials is something that you probably do most days in your teaching life, so you

should be on familiar ground here.
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The key to success in this part of the assignment is to clearly identify materials and

activities and to say WHY it is useful for your learner (i.e. how it can help the learner

achieve the objectives (in order to improve X’s chance of … to further X’s wish to ..)

and what she should do with it. It is also important to take into account the learner's

preferred learning style (as Y prefers to learn by .. / this .. would suit Y’s learning

style) although you may wish to help them broaden their approach (‘although Z is

primarily a visual learner, it would be useful for her to..)

You also need to be specific. Listing books and activities is not enough in itself. You

need to make specific references within each of these resources. For example, not:

‘She can improve her use of tenses by working on Murphy’s English Grammar in

Use’. Rather, refer to particular exercises and say how they will help the learner. E.g.

“To help her improve her use of narrative tenses she could study Units 4 to 5 of

Murphy’s Grammar in Use Intermediate. This material lays out the rules of the

language as well as providing written practice activities. By making herself more

aware of the rules, she may be able to correct herself when speaking.”

Good assignments often have a combination of working on skills/systems and

working on strategies/learner training.

As well as coursebooks and supplementary books you may also refer to websites,

dictionaries, authentic material (including radio and TV), readers, and your own

ideas. There may be some needs which are not catered for by any published

material. In this case you could describe an appropriate activity and/or write a short

example yourself.

You can recommend activities and materials both for self-study and for use in a

classroom with a group of learners. The balance will, of course, depend on the

situation of the particular learner. Be careful about referring to activities from teacher

resource books that the learner wouldn’t have access to. Be sure that you

recommend this for use by her future teacher rather than the learner herself.

Likewise, be realistic about other resources the learner can access.

If you number your objectives you can refer back to them easily when describing

materials and activities. In fact you could organise your materials and activities under

the headings which correspond to the objectives, eg:

Improving pronunciation of /g/

Chapter 4 in Shout it Out 3 (Bludgeon & Crushit) contains minimal pairs

activities which will help M to distinguish /g/ and /k/.

Some past candidates have presented Section 4 as a table with the headings, e.g.

Skill/System Objectives Resources and Suggestions

Writing

Develop

paragraphing

skills

Write it Well p 44 and 82 contain unparagraphed

letters which have to be paragraphed.

For writing assignments Kim should be

encouraged to make notes and organise these

into paragraphs before he starts writing.
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In the past, some candidates wrote this part of the assignment as a letter to the

learner in the appendix, but this is not acceptable. The objectives and practical

suggestions must be in the main body of the text.

Cambridge ESOL examiners have cautioned against writing the objectives/ideas as a

letter in case you use an inappropriately chatty style. If you look at Sample A in the

Extended Assignment Report 2004, you will see that the candidate has written this

in a formal/objective style in the main body of the text and then included a more

informal letter to the learner as an appendix.

In Sample B this section is framed in terms of a letter to the learner but notice that

the style is quite formal. However, most assignments simply have a section such as

the one in the main body of Sample A and this is all that is necessary.

If you have a large number of objectives, there is a danger that, when you come to

the materials and activities, you have too much to say for the word count. This can

result in long lists of materials without sufficient explanation of how they will help the

learner. In this situation it is advisable to narrow the scope of your materials and

activities by prioritising certain objectives and discussing these in some depth. If you

do this, make sure you say briefly why you are limiting your discussion.

Read Section Six in the Extended Assignment Report 2004.

3. Summary of tasks for this unit

Look for activities and materials to achieve the objectives you have set for your

learner.

Have a rest from the assignment; you are nearly there!
Unit 6 Summary and Feedback

Fran Barnard, Fran Hughes, Helen Barker, Sally Hirst and Jon Butt marked your

Extended Assignment draft 1, PA5 draft and the Exam Question for Unit 6.

The Extended Assignment Draft 1

The state of completion varied widely – some of you had clearly put an enormous

amount of work into the assignment and uploaded drafts which were nearly complete

and generally of a good standard; others, however, were still at a very early stage and

still have a lot of work to do. If this is the case for you, we advise you to confer with

your Local Tutor and work out a set of dates between now and June to enable you to

cover all the deadlines you need to meet so that you don’t have to do everything in a

rush at the last minute.

Presentation

You have chosen interesting subjects for the extended assignment and most of the

drafts were reasonably clear and well presented although you obviously still need to sort

out contents pages, bibliographies, etc.

Learner Profiles

Learner profiles were generally informative and competently handled, dealing well with

needs, motivation and learning styles in sufficient detail. Stronger assignments

referenced these three aspects clearly to appendices and showed referencing to

reading/research about motivation and learning styles, where weaker assignments

were ‘hazy’ on these. Some of you relied too heavily on the analysis of the learning

styles questionnaire and did not add/support the results by including your own

perceptions of either learning styles or weaknesses based on your own classroom

observations. Not many of you said to what extent your perceptions of your learner’s

weaknesses differed/agreed with those stated by the learner themselves.

Tests and Samples

In general, your choice of tests was good and your justifications sensible. Sometimes the

test and samples were all dealt with together in the same section and it was difficult to

follow your points. The samples and tests need to have separate subsections.

Overall the section on testing principles was clearly linked to the chosen test, but not

always so directly linked to your particular learner. Link the test to the learner’s level

and needs. The key to this is the rationale you provide: why have you decided on this

set of samples/tests for this learner? Better candidates integrated the description of

their tests and the principles of testing thus saving on words, cutting down on repetition

and showing they had understood the principles, rather than regurgitating a set of

definitions. You are asked to show understanding of test factors, but you aren’t

asked to describe them in huge detail.

Analysis of the Data from the Samples and Tests

Many of you have begun to analyse the data effectively and several of you are relating

the analysis clearly to the learner’s level. Some of you, however, don’t appear to be

aware that you need to provide possible sources for the errors. You can include L1

issues; and talk about systematic (pre-systematic, etc) errors, over-generalisations, your

learner’s level, previous learning experience, etc and illustrate your evaluation with

examples from the work in the appendices. Do not simply list errors and give reasons

for them. Remember also that some aspects of English are a problem for all

nationalities rather than only for your learner.

The analysis of strengths and weaknesses often needed to be organised more

effectively. CPs who discussed systems (grammar/lexis/some of the discourse features)

by cross-referencing to the spoken and written samples were able to give more of an

overall sense rather than those who repeated similar/identical points about

grammar/lexis etc. under speaking and writing. Stronger candidates stated the criteria

by which they had assessed the writing and speaking and there was a good sense of

priorities overall, in relation to the learner’s needs, motivation and level. You need to

give a sense of prioritisation and one way to do this is to start each section with a brief

summarising comment.

Clearer assignments numbered the lines of the student’s sample work and then referred

the reader to specific lines so that they could find the information in the samples easily.

Analysis of receptive skills tended to be weaker in most cases. It was also interesting to

see that many of you had very minimal work on phonology, particularly when it came to

intonation or even sentence stress.

Objectives

Some very thoughtful objectives this time. Stronger candidates broke the objectives

down very clearly into systems and skills-related objectives. Weaker candidates were

either to specific or too general. When forming objectives you need to ‘pull everything

together’ and relate these clearly back to your learner’s motivation, needs, level as well

as to the data from tests/samples and your own observations. Objectives should be

prioritised and limited.

PA5 drafts

Those of you who took advantage of this in general produced reasonable drafts. It was

good to see that some of you were managing to mention something about the lesson too

even at this early stage in the process.

In general, all criteria 1 were fulfilled and stronger candidates had chosen sensible topics

with good reasons for your choices. However, rather too many of you had chosen areas

that were too broad or two narrow and tutors felt that this could be avoided if you

checked with tutors before starting to write.

Organisation also needed more work, making more use of bullet points and

subheadings.

Some of you seem to have forgotten that you need to include a commentary and that

you need to check that you have a supporting skill/ system focus. Both of these are

vital in this assignment. Also don’t forget to make sure that your own ‘voice’ and

experience come through in your writing.

Exam Question

Your answers were variable in standard but Course Tutors noticed real progress with

some course participants compared with the Mock Exam.

Task One

This was generally answered quite well. All of you added some commentary and most of

you covered a sufficient range of categories, which were well organised. It was good to

see a succinct style from most of you and lots of exemplification.

Some went off on tangents writing about on-line texts in too much depth and the

differences between tabloids and broadsheets.

Task Two

This was much weaker in general. Many of you were very weak on form and lacked

terminology to describe this efficiently. We recommend that you work your way through

Thornbury (little and often) between now and the exam if this is a weak area for you.

Several of you tended to repeat the words of an example (eg this means that she

wouldn’t have done this if she had not taken the course), neglecting to move beyond the

core meaning represented.

Very few of you mentioned pronunciation and all of you needed to go into this in

greater depth.

Task Three

Answers to this task were rather mixed. Most of you are now providing examples in your

plans, which is good. Profiles were mostly sound, but you didn’t always link students’

needs sufficiently to the lessons you had designed.

Stronger candidates provided procedures which were logically staged, but a surprising

number of you forgot to include any sort of initial comprehension task about the text

before moving onto any language work you had planned to do from it. Remember that

you must include this stage if you are to be sure of passing this task.

At times you needed to include more depth in language-focused stages (don’t forget

to include concept questions to show how you will check understanding of meaning)

and to make stage aims more explicit.

Note that if the rubric says ‘for two different purposes’ this does not mean that they have

to be in two different lessons. Some of you fell into this trap and so ran out of time.

In the Appendices you will find the Cambridge guidelines for this Question (Appendix 1)

and then a very good answer collate from answers given by Michael C and Annamaria S

(Appendix 2).

Portfolios

By now you should have printed out hard copies of your portfolios so far and asked your

Local Tutor to check these (see the news item and the associated document on the

website). Please make sure you have done this to avoid a last minute rush later.

Well done for your hard work last month. We realise it isn’t always easy coming back

after a break. Time now for a real effort leading up to June 1st and then it will all be

over!

Appendix One:

QUESTION 2

The authentic text for this question is an article from the on-line Grimsby Telegraph, 21st

October 1998, and is titled “Schoolgirl saves a life – a week after first aid course”.

It is reproduced in Appendix B

5.1 Question 2 Task 1 (15 minutes)

Identify four features of the text that are characteristic of its genre (i.e. on-line news story).

5.1.1 Specific Assessment Criteria

In order to reach PASS standard, candidates must:

identify and comment on four distinct features over a minimum of 2 categories.

In order to reach DISTINCTION standard, candidates, in addition:

show insight and perception in their analysis

provide detailed and accurate description in their language analysis.

5.1.2 Guideline Answer

1. Layout: Headline (with elliptic articles) followed by body of text. Sentence length

paragraphs.

2. Organisation: First sentence expands headline and summarises gist of passage.

Successive sentences add more detail, including circumstantial

information (age, job, where from etc). Story told from perspective of the

crisis/main event and its consequences; background information, .e.g.

previous events leading up to crisis, sketc hed in later. Direct speech to

provide immediacy, as well as reported speech to provide comment.

Closes with a “moral” e.g. informed opinion on the event.

3. Grammatical: Long, complex/compound sentences, carrying a high load of information.

Frequent use of complex noun phrases, pre-modified with noun modifiers

(“teenager Jennifer…”) and participles “cool-headed”, “impressed”. Post

modification in the form of relative clauses, prepositional phrases and

noun phrases in apposition (“Humberside Ambulance’s community

resuscitation officer Steve Johnson”). Use of past tenses, including past

perfect for referring to events prior to “story time” and past continuous for a

situation in progress in “story time” (“was not breathing”). Use of reporting

structures, both direct and indirect. Non-modalised forms to describe

events (facts) but a lot of modality when giving opinions and speculating

(i.e. in latter half of text).

4. Lexical: neutral style, neither very formal nor very colloquial. Compound forms:

life-saver, cool headed, 15-year-old.

5.1.3 Examiner’s Comment

A few candidates were wrong -footed by the word “online” in the rubric, and attempted to find

features that related only to this mode, rather than to the much more productive “news story”

genre. But on the whole, this question was well answered, with better candidates identifying

– and exemplifying - a range of features at various levels of analysis (i.e. text organisation,

syntax, lexis). One examiner noted a tendency towards “lit crit at expense of linguistic

analysis”.

5.1.4 The following sample answer was awarded a PASS grade

The following features are characteristic of this genre:

Discourse structure as follows:

- Summary of news item (1-4)

- Expansion: gives more details (5-8)

- Quotation from protagonist (9-11)

- Quotation/reaction from other parties. (12-15)

use of extended noun phrases, in order to condense information into a smaller space and

avoid impeding the dramatic ‘flow’ of the piece.

e.g. ‘Cool-headed Jennifer, from Newport, East Yorks…’(5); ‘Humberside Ambulance’s

community resuscitation officer Steve Johnson…’ (14).

Lexical chains of noun phrases referring to the same entity: ‘Teenager Jennifer Crosbie’,

‘The 16-year-old Army Cadet’, ‘Cool-headed Jennifer’.

Use of simplified grammar in the headline: use of present simple for present perfect,

omission of article.

Repetition of the most important element of the story, to ensure that readers ‘get the

message’: ‘..became a life-saver’, ‘put into practice the skills she had learned’, ‘knew

exactly what to do’, ‘cleared his airway…’.

5.1.5 Examiner’s comment on sample answer:

A clear pass. The candidate has chosen a range of features under discourse, grammar and

lexis with explanatory comments on two. For a distinction reference to organisation and

more comments under discourse and lexis would be needed.

5.2 Question 2 Task 2 (15 minutes)

Comment on the form and use of the following examples of modality in the text:

a) I didn’t have to think about it. (line 8)

b) I couldn’t have done it…(line 9)

c) I might have done something…(line 9)

d) ….the teenage boy could have suffocated…(line 11)

e) ….a basic course can make the difference…(line 14)

5.2.1 Specific Assessment Criteria

In order to achieve a PASS candidates must:

analyse both meaning and form accurately in at least three different examples

show awareness of potential difficulties for learners at intermediate level.

In order to reach DISTINCTION standard, candidates must in addition:

identify a good range of linguistic features, including reference to phonology where

relevant

make insightful comment on the purpose/stylistic effect of using these items in the text.

5.2.2 Guideline Answer

a) have to: a semi-modal (or marginal modal) verb, because while it is modal in meaning, it

is not modal in form, i.e. unlike must, will, etc. it inflects for person (has to),

takes the auxiliary do in questions and negatives, and is followed by the

infinitive with to. Basic meaning is obligation, necessity; in the negative (as in

this example) it means absence of obligation or necessity, i.e. it wasn’t

necessary to think about it

b) couldn’t: modal auxiliary, followed by perfect infinitive (have + past participle), in

negative, meaning hypothetical past (in)ability: I would not have been able to

do it..

c) might: modal auxiliary, followed by perfect infinitive (have + past participle), meaning

past possibility

d) could: as (b), forming the verb phrase of the main clause of a “third conditional”

construction; meaning past possibility (therefore could be substituted with

might)

e) can: modal auxiliary followed by present infinitive, meaning theoretical possibility.

5.2.3 Examiner’s Comment

This was generally well answered, with many candidates clearly more comfortable with this

more orthodox focus of language analysis than, say, text analysis. What was surprising was

how relatively few candidates dealt satisfactorily with the form, many ignoring this part of the

rubric completely.

5.2.4 The following sample answer was awarded a PASS grade

(a) ‘I didn’t have to think about it’.

Form: have to + BARE INFINITIVE. Not a true modal as the negative (and question)

are formed using ‘do’. Tense here is past simple.

Meaning: absence of necessity in the past. This necessity is a matter of objective fact

rather than personal opinion.

(b) ‘I couldn’t have done it…’

Form: could (not) + PERFECT INFINITIVE of ‘do’. ‘Could’ is the remote form of ‘can’.

Meaning: describes a hypothetical situation in the past, i.e. what would have

happened if Jennifer hadn't done the course.

Note that the sentence could be re-written as the ‘classic’ third conditional:

‘If I hadn’t done the course , I couldn’t have done it’.

IF + PAST PERFECT , PAST MODAL + PERFECT INFINITIVE

‘Done it’ is substituted for something like ‘saved the boy’s life.’ ‘Could’ here is intrinsic,

i.e. refers to ability.

(c) ‘I might have done something.’

Form: similar to the above, might + PERFECT INFINITIVE.

Meaning: describes degree of probability in the past as uncertain: Jennifer isn’t sure if

she would have acted without first-aid knowledge. ‘Might’ here refers to

probability and is thus extrinsic.

(d) ‘The teenage boy could have suffocated…’

Form: identical to (b), i.e. COULD + PERFECT INFINITIVE (perfect infinitive = have

+ past participle).

Meaning: differs from (b), as ‘could’ is here extrinsic rather than intrinsic, referring to

the scale of probability rather than ability. ‘Could’ here indicates that there

was ‘a reasonable chance’ of suffocation.

(e) ‘…a short basic course can make the difference…’

Form: can (modal in present form) + BARE INFINITIVE make.

Meaning: is extrinsic, referring to possibility. Degree of possibility is not explicitly

signalled by ‘can’, but the clear implication is that the ‘short basic course’ will

make the saving of life much more possible than would otherwise be the case.

5.2.5 Examiner’s comment on sample answer:

This is a strong pass and matches the criteria because it is clear and accurate on form and

meaning. There are no long -winded muddled explanations of possible meanings. The

candidate uses correct terminology and exemplifies comments as in b).

‘Have to’ is recognised as not a true modal and the others are categorised correctly as

having extrinsic or intrinsic meanings.

This answer shows a clear understanding of the language area and is a good example of

how these questions can be answered effectively.

The candidate would have needed to make fewer ambiguous statements on meaning to

have gained a distinction.

5.3 Question 2 Task 3 (30 minutes)

Mention at least two purposes for which the text could be exploited for a group of learners at a level of your

choice. Describe the procedure you would use in each case. Briefly outline the group of learners you have in

mind.

5.3.1 Specific Assessment Criteria

In order to reach PASS standard, candidates must:

present a relevant outline of the characteristics of the target learners/class

identify valid purposes for which the text might be used

present methodologically sound procedures for using the text in relation to the purposes

identified.

A strong candidate would also include reference to phonological features.

In order to reach DISTINCTION standard, candidates must in addition:

demonstrate insight into the characteristics of the target learners

identify original purposes for which the text might be used with these learners and/or

procedures for using the text in relation to the identified purposes.

5.3.2 Guideline Answer

Possible purposes for which the text could be used could be divided into skills development

and linguistic. (Both purposes of course could be combined into one lesson sequence).

Skills development purposes could include:

1. Gist reading – to extract the main events of

the story from the background details

2. Intensive reading – in order to extract the

details as well as the main events

3. As preparation for speaking or writing

activities – e.g. an interview with Jennifer

4. Linguistic purposes could include:

Focussing on the characteristics of the genre (as in Task 1)

Focussing on specific grammatical characteristics, e.g. pre- and post modification of

nouns; third conditional; narrative tenses and modality

Focussing on specific lexical features, e.g. language of first aid; medical

terminology.

(Note: this does not exhaust the potential purposes for which the text could be used, but the

choice of purpose should bear some relation to the text type, and to the purposes for which it

might be used in real life).

In outlining classroom procedures, candidates should demonstrate sensitivity to the level of

difficulty of the text (e.g. syntactic complexity, low frequency lexis), and show how, at the

level of their choice, they would guide students to an understanding of the text, even where

the purpose is primarily linguistic.

Possible proced ures might include:

Gist reading;

Using the headline as a trigger for schema activation and prediction; reading with a time

limit to confirm predictions; choosing the best summary of the story; ordering pictures to

represent the gist of the story; ordering sentences for same; writing a 15 to 20 word

summary of the story.

Intensive reading:

Following from any of the procedures for gist reading, set questions (e.g. true/false)

about details in the story. Ask students to write a summary of the story, unseen,

including as many details as possible – but giving the time to read the story and make

notes in advance. Ask students to tell the story to each other, and to ask questions (as

if an interview).

Integrated into a skills lesson:

After checking understanding of text, both at level of gist and of details, ask students to

deduce the questions that the reporter might have asked Jennifer. Students think of

further questions and work this into an interview – written, and then perhaps rehearsed

and performed. Alternatively, students imagine the story from point of view of another

character – e.g. boy – and write/tell it. Or are given a similar headline and write the

related article: Schoolboy saves windsurfer – a week after lifesaving course; Woman

flies jumbo jet – a week after flying course etc.

Genre analysis:

After comprehension check, students identify text type and purpose; identify macro -

features – i.e. overall organisation – and micro features – morphy syntactical features

and lexis. Re-create the same or similar text, paying attention to generic features.

Alternatively, students compare text with a “spoken” version of same text – looking for

generic differences; or with similar news stories, looking for similarities.

Grammatical focus:

After comprehension work, students’ attention is directed to a targeted feature, e.g. by

being asked to count/underline instances, or to fill gaps from memory. Rules of

meaning and form either given or elicited; followed by a sequence of production

activities – e.g. write similar news item (headlines supplied) to include x instances of

targeted item; personalisation using items, modality.

Vocabulary focus etc.

e.g. after comprehension work, students search text for words of a specific type or

belonging to a specific lexical set (e.g. first aid, medical language). Dictionary use to

fine tune understanding of meanings; testing activity – e.g. gap fill, peer testing; words

recorded under categories; recycled in future lessons, through games, quiz, etc

5.3.3 Examiner’s Comment

This question was answered better than its equivalent in Question 1, and many answers

suggested that candidates were familiar with different ways of exploiting exactly this type of

material in class. Better answers identified two quite different purposes – such as reading

skills work, on the one hand – and a focus on lexical sets, on the other. Weaker candidates

did not describe how they would exploit the text, simply describing a disembodied lesson on

the past perfect, for example, without any real reference to the text at all. Others were too

vague: “I’d give some comprehension questions”, “I’d pre-teach the necessary vocabulary”…

5.3.4 The following sample answer was awarded a PASS grade

Group Profile: A group of young (16-18 year old) students at FCE level, in a Polish

monolingual class. The class are highly motivated and known to be interested in computers,

the web, and so on. Most of them are planning to attempt the FCE in the near future, but

their writing skills are weak. In particular, they have difficulties with organisation, control of

style and keeping to prescribed word-limits. As the Polish modal system is rather different

from the English, errors are common in this area owing to L1 transfer.

Aim 1: to raise SS’ awareness of the fact that specific genres have specific discourse

structures; and to enable them to shorten their written work by using longer noun phrases.

Procedure:

- Warmer. Do an alphabet dictation, in reverse, with the headline. Elicit predictions from this

(to arouse interest, enable top-down processing)

- Recombination. SS try to recombine parts of the text in the correct order. Then give SS the

original text to check their answers (aim: to make SS aware that genres may not be

structured chronologically). If the school has an internet classroom, SS could be asked

to find the original article themselves.

- -SS divide the text into 4 parts (cf. The structure I described in Task 1).

- T gives SS information about another news story. SS try to write the story following the

same/similar structure.

- T gets SS to highlight noun phrases in the ‘Jennifer’ article and say how much information

(i.e. how many items) they convey.

- Then SS redraft their articles attempting to shorten them by using longer NPs.

Aim 2: To review/practice use of modals to describe past probability.

Procedure: (to follow the above lesson)

- On whiteboard, T writes, ‘If Jennifer hadn’t been given first aid training…’, then elicits

possible completions, allowing SS to refer to the text if they can’t remember.

- Whole-class, T elicits the form and concept-checks. T also elicits other possible modal

verbs (will, may, can’t).

- Singly, SS note down three regrets and three things they’re glad about from their lives. T

does the same.

- Following T’s model, SS expand their not es to sentences using modals + perf. part.

- SS read each other’s sentences, check them for accuracy, then discuss in groups.

5.3.5 Examiner’s comment on sample answer:

A weak pass. The group profile is clear and linked to the text. Two different purposes are

given; one discourse -based the other language-based. A range of activities are mentioned

for the first aim but it is not very evident how they could help the students with producing

long noun phrases.

The second exploitation is clearer but does not give much detail on concept

checking nor how to link other modals with regrets. There is evidence of enough

understanding of how to exploit an authentic text in the classroom but much clearer

range and linking of activities to purposes is needed for a higher grade.

Appendix Two: Sample Answer: Thanks very much to Michael Connolly and

Annamaria Saroli for sharing their work with us.

Unit 6 Exam Practice – Question 2

Task one

This headline is typical of a newspaper report as it uses the simple present form

'schoolgirl saves life' even though it refers to an event in the past. Some grammatical

items are omitted 'a week after (doing a) first aid course' '(a) schoolgirl saves a life'. It

is not uncommon in headlines to omit articles, but in this case 'a life' was necessary to

clarify that it was someone else's life and not her own and 'a week after' is a lexical

chunk which would sound clumsy: consider 'schoolgirl saves life week after first aid

course'

The first line of a news report is often an elaboration of the headline, used to clarify

its sometimes opaque meaning. The actual details of the story are not usually

presented chronologically, rather the emphasis is placed on the 'headline' event. In

this case, the boy swallowing his tongue is not really newsworthy, and is thus

presented mid-way through the text rather than in the initial summary of events.

Complex noun phrases are often used in news reports as a method of condensing

information. It is noticeable that many sentences begin with a noun phra se (L1

'Teenager Jennifer Crosbie, L2 The 16- year-old army cadet, L5 Cool-headed

Jennifer, L12 Impressed medics and L14 Humberside Ambulance's community

resucitation officer Steve Johnson'). The final example in particular condenses large

amounts of information and avoids, for example, using a relative clause, which would

complicate and lengthen the sentence.

The paragraph structure is typical of a 'tabloid' style, which some on- line news

services replicate. It is noticeable that there is only one sentence per paragraph and in

this genre long and complicated sentences are unusual.

Task 1

PASS

A strong pass. You identified 4 key features of the text,

exemplifying and providing appropriate comment in

each case. You could have described the compound

phrases in slightly more detail for a distinction.

Task 2

a) I didn't have to think about it.

Past modal verb expressing lack of obligation in the past.

Meaning: It wasn't necessary/I didn't need to think about it.

Form: didn't +have to + infinitive

¦ ¦

Pronunciation: /dödnt h¾vtW/Linking of have to and weak sound of 'to'

b) I couldn't have done it

Past modal verb expressing impossibility in the past.

Meaning: It would not have been possible to do it in the past if......

Form: couldn't +have+ past participle

¦ ¦

Pron: /k¬dntWv dÃnöt/Linking of couldn't have and done it (Weak sounds: have/it)

c) I might have done something

Modal verb expressing possibility/hypothesis in the past.

Meaning: Maybe I would have done something (but I'm not sure)

Form: might +have +past participle

¦ ¦

Pron: /maötWv dÃn/ Link: might have

d) The teenage boy could have suffocated

Modal verb expressing hypothetical possibility in the past.

Meaning: There was a possibility of the boy suffocating in the past but this didn't happen.

Form: Could +have +past participle

¦ ¦

Pron: /k¬dWv ÇsÃfWÈkeötöd/ Link could have (Weak have)

e)..a short basic course can make the difference

Modal verb in present to express possibility.

Meaning: It is possible for a course to make a difference

Form: can + bare infinitive

¦

Pron : /kWn meök/(Weak: can)

Task 3

The Learners

I would use this text with a group for intermediate level students studying a general

English course at the British Council, Bogota. They are a monolingual group (Spanish

being their L1) who want to improve their English for work, study and travel purposes.

The majority has good receptive skills for their level but this is not matched by their

productive skills which are considerably lower. Inaccuracies lie with using incorrect

tenses (especially past tenses). In fluency activities they communicate well but they

predominantly use present tense/infinitive forms.

The language focus of the article is relevant to their needs because it makes use of past

tenses (past simple and past perfect and modals in the past). Although learners have done

extensive work in this area, they need further practice in manipulating these tenses in

freer speaking and writing activities.

Overall aims

1. To give learners practice in recognising and producing past simple and past perfect

tenses in an authentic on-line news story.

2. To enable learners to recognise and understand verbs of modality in the past: 'the

teenage boy could have suffocated.' (L12), 'I didn't have to think.' (L9).

Subsidiary aim

1. To give learners practice in reading and understanding authentic on-line news story.

Stage 1

Ask students if they read newspapers. Which ones? Do they read on-line news?

Aim: To arouse interest in the genre

Stage 2

Show students the headline and check the meaning of first aid course. In pairs, students predict

the answers to the questions:

How old do you think the girl is? Who did she save? How?

Aim: To help students predict the content of the article in order to facilitate understanding while

reading.

Stage 3

Give students a copy of the article and ask them to read quickly to find out if they predicted

correctly. Check answers in pairs then class feedback (check meaning of swallowed and

collapsed).

Aim: To encourage students to skim read for general gist.

Stage 4

Students read comprehension questions (e.g. What had happened to the boy? How did she save

the boy? etc.), then read the text more carefully and in pairs answer the questions.

Aim: To encourage students to read more carefully for detailed information

Stage 5

Students underline past tenses and categorise them under the following categories:

1.PAST SIMPLE

2.PAST PERFECT

3.PAST MODALS.

During class feedback encourage learners to draw time lines on the board to show the distinction

between past simple and past perfect. Use concept questions to check meaning of past modals.

E.g. I didn't have to think about it?

Did she think about it? NO

Was it necessary? NO

Is this the past or the present? PAST

He could have suffocated.

Did he suffocate? NO

Was it possible for him to suffocate? YES

Are we talking about the past or the present? PAST

Aim: To enable students to focus on past tenses and past modals.

Stage 6

Ask students to put the article away and give them another copy of the same article with the verbs

in the past erased. Provide a list of the verbs in their infinitive form and ask students in pairs to

put them back into the text in their correct form.

To check, ask students to look back and compare answers with the original article.

Aim: To provide controlled practice in using past tenses in a news story.

Stage 7

Tell students they are going to write their own short news story. Give students a list of newspaper

headlines to choose from and in pairs brainstorm ideas of content for the story. They should focus

and make notes on WHO, WHAT, WHEN, WHERE, WHY.

Aim: To help learners prepare to write their own news story.

Stage 8

In pairs students write their own news stories using past tenses.

Aim: To provide free writing practice in writing news stories in the past.

Task 2

Strong

pass

Accurate descriptions of form and meaning. Good analysis of

pronunciation.

Task 3 Distinction

Clear and relevant profile, including needs. The aims match

the needs of the students and are well expressed. The

procedures achieve the overall aims and the stage aims are

very clear. You give clear examples of language to be

focused on, of ways to check meaning, and of

comprehension questions. Overall this is a very convincing

lesson plan

Overall

I hope this summary/feedback report is useful. Once again, we’re very aware of how

much hard work you’re doing. Progress is very evident in many areas and we’re sure

you’ll continue to progress in these final few months of the course. It’s not that long now!

Rachel, Fran B, Fran H, Jon Butt, Sally and Helen

03.03.05
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Materials and Resources

Summary

In this section we will investigate the use of teaching materials. These will include

both materials published with ELT in mind (e.g. Headway Intermediate Coursebook)

and authentic published materials (e.g. The News recorded from the BBC World

Service). We will consider the historical significance of the materials and resources

currently available to teachers, and the principles underlying their use. We will

explore ways in which teaching materials can be evaluated in terms of usefulness in

different teaching contexts, and how they may be exploited, adapted and

supplemented. We will also be looking at the aids and equipment which may (or may

not) be available to us as teachers (e.g. white / black boards, video and tape

recorders), and different ways of using them. You will discuss possible criteria for the

evaluation, selection and use of different materials, and apply these to materials and

equipment available to you in your current teaching situation.

Objectives

By the end of this section, you will have:

Broadened your awareness of available authentic published materials, as well as

those published specifically for English language teaching.

Discussed issues involved in the use of coursebooks.

Considered factors involved in evaluating materials and resources.

Practised evaluating materials in the context of your own teaching circumstances.

Explored the principles involved in exploiting, adapting and supplementing

materials for use with a group of learners you are familiar with.

Become aware of a range of resources and materials for further investigation.

Discussed the exploitation of different aids and equipment for teaching purposes.

Gained a clear idea of how to go about the assignment on Resources and

Materials.

The Distance DELTA

Unit 7 Section 1 2

Contents

1. Historical Overview

2. Coursebooks

2.1. The Coursebook Debate

2.2. Evaluating Coursebooks

3. What Materials and Resources are available?

4. Principles in Selecting Materials and Resources

5. Adapting Materials

6. People as a Resource

6.1. The Teacher

6.2. The Learners

6.3. The Community

7. ICT (Information & Communication Technology) and CALL (Computer

Assisted Language Learning)

Reading

A Note on Appendices

Appendices

The Distance DELTA

Unit 7 Section 1 3

1. Historical Overview

There is a vast amount of English language teaching material available now, perhaps

more so than ever as a result of rapid developments with the Internet and the huge

coverage which this provides. This situation has not always been so. The

appearance of different types of material can be matched to historical developments,

both within English language teaching, and society in general. You might find it useful

to refer back to Unit 2 to remind yourself of some of these developments.

TASK 1: Testing Your Knowledge (15mins)

The following materials and activity types are widely used throughout the world in

ELT classrooms. Which theoretical approaches or historical developments

contributed to their use?

Cuisenaire rods

The use of authentic / semi-authentic reading and listening texts

Literary texts

Drills, possibly in a language laboratory

Newspapers

Coursebooks containing lots of functional language in dialogues

Dictation

Background music

Tape recorders for recording learners’ contributions

Learner training diaries

Games

Computers for transformational exercises

Video

Resource Packs

Learners as a resource

Readers

See Appendix 1.

It is important that, as teachers, we have a general understanding of the

development of materials in English language teaching. Our choices and decisions

relating to the use of resources and materials need to be underpinned by a

consideration of the thinking behind them, and the views of language and language

learning associated with them. It is not sufficient, for example, to justify the choice of

a classroom activity such as a board race, by saying that our learners like it, although
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this may be one factor in our decision to use it. We also need to know the answers to

questions like: What are the learners gaining from it? What are the principles

underlying its use? We will consider these issues further in subsection 4.

2. Coursebooks

There are enormous numbers and ranges of different types of coursebooks on the

market and there is considerable variation in the content and aims of different ones.

By coursebook, we mean a book or series of books which aims to deal with all

aspects of language and therefore to stand alone as a teaching resource. It will

almost certainly have been written for a specific level, and possibly also with a

particular language group in mind. It may well come as part of a set of books, with a

Student’s Book, a Teacher’s Book (containing guidance notes and procedural

suggestions, answers and so on), a Workbook (usually designed to be used to

provide extra practice / homework) and possibly a Test booklet, CD-ROM, video or

other additional and related material. Most coursebooks are designed to be followed

chronologically, to form a sequenced course of study (although most are also flexibly

written to allow the teacher to deviate from this sequence), in which language items,

practice activities and skills work are prescribed, or at least suggested, by the

author(s).

In your working situation, do you have a choice as to which coursebook to use? Do

you have to base your lessons around a coursebook? Or are you free to choose the

materials you use? Are you set concrete coursebook targets e.g. “By Christmas, you

should have completed Units 1 – 3”? There are probably aspects of your situation

which you are happy with, and aspects you would like to change. Whatever your

situation, you probably use coursebooks, from time to time, at least.

2.1. The Coursebook Debate

Teachers often have quite strong views about coursebooks. Do you have a favourite

coursebook? Are there certain coursebooks you would be very reluctant to use?

TASK 2: The Advantages & Disadvantages of Using Coursebooks

(20mins)

Thinking about your own experience, brainstorm as many pros and cons to using

coursebooks as the core of a course as you can.

e.g. Coursebooks can help to reduce teacher preparation time.

See Appendix 2.

Some teachers use a coursebook all the time and some teachers rarely use one,

most of us come somewhere in the middle. After doing a pre-service training course

such as the CELTA where they may have designed most of their own materials from

scratch, many new teachers feel that in some way it is a dereliction of their duty to

use the coursebook which is assigned to their learners. Having brainstormed this list,

where would you place yourself in this debate? Have your views on this changed

since you first started teaching? Are they also influenced by the views of your

learners and your employer?

The Distance DELTA

Unit 7 Section 1 5

You have probably decided on a pragmatic line somewhere in the middle of the

coursebook debate i.e. there are valid reasons for using coursebooks, but they also

have weaknesses. As teachers we can often supplement coursebooks with other

materials to compensate for their weaknesses. These materials fall into 2 categories;

those written specifically for ELT and those written for other reasons. We will be

exploring these materials later in this section.

2.2. Evaluating Coursebooks

It is easy to make sweeping statements about why we like / dislike particular

coursebooks, but it is important to evaluate them as objectively as possible,

considering a range of factors. These factors broadly relate to:

1) The material

2) The learners

3) The teacher

4) The teaching/learning context
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TASK 3: Important Factors in Evaluating Coursebooks (45mins)

In this task, you will devise a questionnaire which you could use to evaluate

different coursebooks.

1) Think of a coursebook you know well. This could be a coursebook you

like very much, dislike, or feel ambivalent about. Consider carefully why

you feel the way you do about it. For example “The layout is confusing”

or “I hate the visuals because they’re so dated” or “The listening texts

are great because they are authentic”. Now try to look for general

principles, for example “The layout is confusing, so I believe visual

clarity is important.” Spend only 10 minutes on this.

2) Look at your list of points. Try to categorise them into groups and then

under general headings which you could use to compare your

coursebook with another one. For example, from the points above, we

could have headings relating to visuals and layout, up-to-dateness,

authenticity, and skills work. Rank the headings in order of importance.

3) Now, under each heading, brainstorm questions or statements which

would enable you to evaluate or compare and contrast either

coursebooks you know well, or even those which you have never come

across before. For example, you could devise statements such as: A

coursebook should have a clear and unambiguous layout etc.

4) Compare your questionnaire to the one in Appendix 3. Are there any

features you had forgotten or considered of little relevance? Are there

areas which you have included but which the example does not? There

are a lot of questions / areas to consider. Imagine you are going to

select a coursebook for a particular group of students you know well.

Choose the 5 most important sections only. Does this choice depend on

the group of students you are bearing in mind?

See Appendix 3

It is difficult to evaluate a coursebook in a vacuum i.e. we usually have a specific

group of learners in mind when we choose or evaluate any piece of material, and this

is extremely important. We may think that a given coursebook is perfect for one

group of learners, but wholly inappropriate for another. You will be asked to apply the

skill of evaluating published materials in the exam, and you will do this with a specific

group of learners in mind.
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TASK 4: Evaluating a Coursebook (45mins)

There are 2 possible ways of going about this task:

Either:

Select a coursebook which you are not very familiar with. If possible this should be

a relatively recently published one, or one which you may well use in the future

(this will make the task more relevant to you). Use your 5 most important groups of

questions from Task 3 (and / or the table supplied in the appendix for Task 3) to

carry out an evaluation, deciding on its usefulness for two different groups of

learners you are familiar with (of similar level).

Or:

Bearing one group of learners in mind, evaluate 2 coursebooks, deciding which

would best suit their learning needs.

You could post you conclusions on the Discussion Forum – it would certainly be

interesting to see if you agreed with others about the same books!

See Appendix 4.

For further reading on evaluating and selecting coursebooks (particularly if this is

something your job involves), look at Choosing Your Coursebook which contains

useful questionnaires and suggestions, proposing several possible approaches in

chapters 1 and 2. In Planning Lessons and Courses, Chapter 5, Penny Ur makes

some interesting suggestions for involving learners in pre-viewing and evaluating

coursebook materials.

At the start of this Section, we said that there were four factors to consider in

evaluating coursebooks; the material, the learners, the teacher and the

teaching/learning context. So far, we have considered the intrinsic nature of the

materials themselves, and in Tasks 3 and 4, the learners’ needs were emphasised as

a logical starting point. What factors relating to learners do we need to consider?

To answer the question you are likely to list all or most of the following:

Interests

Level of English

Personality

Age

Specific weaknesses

Reasons for studying English

Preferred learning styles

Nationality / cultural background
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TASK 5: Emphasising Learners in Materials Evaluation (20mins)

Look back at the work you did for Tasks 3 and 4. Consider your initial questions,

the sample evaluation checklist given in the appendix, and any additions /

suggestions you made. How far have the learner factors highlighted above been

accounted for? Could you add any further questions to ensure that your learners’

needs have been fully taken into account? You might find it useful to refer to

Choosing your Coursebook Chapters 1 and 2.

See Appendix 5.

In the same way that we usually make learners our starting point in selecting useful

language to teach, or topic areas to exploit, it is vitally important that our particular

group of learners are our starting point in selecting and evaluating teaching materials

of any type.

As teachers, we also have personal preferences and teaching strengths and

weaknesses to consider when it comes to coursebook selection, e.g. there are

certain topics we like or are particularly interested in, or perhaps we particularly enjoy

devising receptive skills tasks or activities for focusing on aspects of pronunciation.

We probably apply these without thinking too much about them. How important do

you think they are?

TASK 6: Teacher Input in Coursebook Selection (15mins)

Consider the following teacher quotes. To what extent do you sympathise with

them? Are there any which provide a valid basis for coursebook selection?

1) “I think it’s really important that I am also interested in the topics covered. After

all, I have to be in the class for 3 hours, too, so it’s equally important that I

enjoy them.”

2) “I can’t stand activities which ask learners to use their dictionaries. I get bored,

and also I know that if I were learning a language, I wouldn’t want to use one.”

3) “I’m not very good at drilling, or at least I’m not very confident about it because

I know that my pronunciation of English isn’t perfect. So, for me, it’s important

that a coursebook I use has a lot of drills.”

4) “I find it difficult to motivate learners unless they are working from a

coursebook which is full of imaginative and creative ideas.”

See Appendix 6.

The final area for consideration in evaluating coursebook materials is the

teaching/learning context. We have already considered, from the learners’ point of

view, the importance of factors such as cultural background, age and interests. More

specifically, the following points may need to be considered:
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The course length i.e. a short intensive (say 4-week) course may require a

different type of coursebook to a year long one. Many coursebooks state, often in

the introduction to the Teacher’s Book, which type of course the writers have

designed it for.

Contact time (i.e. 45-minute lessons versus 3-hour ones). This may affect our

choices in relation to the length of each unit, and how often it is necessary for us

to recap and review; i.e. something we investigated yesterday is more likely to be

fresh in a learner’s mind on an intensive course than something looked at last

week, for a group which meets weekly. The issue of providing balance and

variety is also affected by lesson frequency. Where learners meet frequently, it

may be more practical to tackle lengthy or dense texts (even if this is time -

consuming, the balance can be rectified in the next lesson), than where learners

meet infrequently. This area will be an important one for you to explore in your

assignments (see below).

The general principles we have considered in this section on the evaluation of

coursebook materials can be equally applied in the evaluation of all teaching

materials. In the next sections we will be looking at selecting and adapting materials.

Practice in evaluating and analysing materials will be extremely important not only for

the assignment on Resources and Materials, but also for the Course Planning

assignment and Question 3 in the examination.

3. What Materials and Resources are available?

We have considered coursebooks first, as these are often (although not always)

central to a scheme of study. However, there is a very wide range of other materials,

resources and aids potentially available to us as teachers. Actual availability will, of

course, depend on the context in which we teach.

TASK 7: The Range of Resources & Materials Available to Teachers

(15mins)

For this task, imagine that you are working in a language school which is fully

equipped and where the availability of resources is unlimited. What would you

expect to find there? You might find the following headings help to organise your

answer.

People

Books

Authentic Materials

Machinery

See Appendix 7.
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4. Principles in Selecting Materials and Resources

Regardless of whether we are working with a core coursebook or not, there will

usually come a time when we want to incorporate other kinds of material into our

lessons. One of our reasons for doing so may be to ensure variety of activities, or to

provide support to the core course materials, for example because our learners need

additional practice of, or exposure to, a particular language item or skill. These are

certainly valid reasons. However, it is important to look beyond this at the principles

behind the use of particular materials and the characteristics inherent in many

materials and activity types. We need to ensure we are using them for principled

reasons. This reflection should help to inform the decisions and choices we make. It

would probably not be a good idea to put together a random sequence of activities as

a lesson, for example, although this would provide variety. Similarly, it is possible to

over-practise a new language item. There are, however other reasons behind the

choices we make.

Consider the following case study:
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TASK 8: Case Study – Principled Use of Materials (20mins)

Tina is teaching a Pre-intermediate group of young adult learners in Spain. The

course takes place three times a week in the evening, and Tina has found that the

group is often tired and slow to react as a result of a long day at work. This is

especially the case towards the end of the week. She has been allocated a

coursebook, which she uses for a proportion of each lesson, but it is left up to her

to decide on how much she uses this. She likes the coursebook, but supplements

it quite a lot, making use of the different resources and supplementary materials

available in her school library. She often uses the coursebook to set homework,

but this is usually only done by one or two students in the group. The rest

complain that they have very little time to devote to study outside class. Tina feels

that her students are able to express themselves quite fluently, but that they need

to pay greater attention to accuracy. They also have a very limited vocabulary

range, and so her objectives for the next half of the term are to focus on these two

issues – grammatical accuracy and vocabulary extension.

One of Tina’s favourite activities is running dictation*, which she regularly uses.

Her Director of Studies, in an informal chat one day, asks her how and why she

uses them.

What should she say to satisfy her Director of Studies that she has considered

the principles behind her choice?

(*Running dictation: The teacher selects a text, and sticks several copies of it

around the walls or room in such a way that the learners are unable to read it

from where they sit. Their task is to transfer (accurately) the text onto their own

pages by going to the text, memorising a chunk of it, coming back and telling their

partner or team mate exactly what it says. Their partner should write it down

exactly as they are told. The students take it in turns to go to the text and

memorise chunks until it has all been written down. They then compare their

version with the original).

See Appendix 8.

Tina might explain to her Director of Studies that running dictations, as well as being

a fun activity, usefully fill a 30-minute slot in her lessons. It can be the case that in

planning, we start to consider materials and activities in terms of how much time they

will fill. In other words, this is an approach to lesson planning which makes filling up

class time a priority. On paper, this is clearly not a very thoughtful approach to

planning, but if we are honest, it is something we have all done from time to time.

Stepping back and looking at the principles behind the choices we make can be

challenging, but surprisingly refreshing. This is not to say that we should not

supplement our course materials and experiment with new ideas, but we need to

ensure that we are doing so in a principled way i.e. that our choices fit and suit the

situation we are in. This relates closely to the work you did in Unit 1 on principled

versus ritualistic teaching.

If we look at Tina’s example, there are some definite advantages to her use of

running dictation. However, there is also additional information we would need. For

example, if she always exploits reading texts as running dictations, would we still

support her choice? Probably not, as it would be a good idea for her to also

encourage learners to read chunks of text alone, and to practise and develop a range

of subskills. Similarly, if this is the only way in which she focuses on grammatical
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accuracy in her lessons, this would seem to be both repetitive and limiting in scope.

We need to know more about why she has chosen this particular activity type and

about her group of learners before we can say that it was a good choice.

TASK 9: Factors to Consider in Materials Selection 1 (15mins)

What other factors are involved in the selection of materials for a particular lesson

and a particular group of learners? Assume availability of materials and make a list.

E.g. students’ preferred learning styles.

Can you rank the ideas in terms of relative importance?

See Appendix 9

There are a lot of important factors to take into account in the planning and selection

of materials. Many of these are issues we are sub-consciously aware of as we plan.

Others perhaps need more careful examination. In your Portfolio Assignment for this

Unit, although you do not need to write a Part 1, you are expected to provide a sound

rationale, explaining your choice of material, resource or aid. Make sure that you

have included information on the points listed in Appendix 9, and that you have fully

considered the characteristics of your chosen material. You probably won’t have

enough space to mention everything, so be sure to select the aspects that are most

relevant to your particular teaching situation. If you are experimenting with something

new, you will probably find that the more you have thought about it, the more

convincing you will seem to your learners – they may feel uneasy at trying something

new. You might want to explain your rationale to them as reassurance.

TASK 10: Factors to Consider in Material Selection 2 (25mins)

Look back at the list of materials, resources and aids listed in Task 7. Choose 2

more and list factors to consider. Describe a situation in which you have or would

use them. Remember to include background information on your target group.

Post your ideas on the Discussion Forum for Unit 4.

See Appendix 10 for an example dealing with monolingual dictionaries.

5. Adapting Materials

Having selected a piece of published material, or an idea as to how to use a resource

or aid, it is often the case that we need to adapt it to make it more relevant or

appropriate to a particular group of learners. A simple example of this would be one

in which the content is more relevant to a group studying in Britain, and you are

teaching in Shanghai. This process of adaptation is important. It can help us to

ensure that our learners are motivated, and we can often do this by incorporating

their particular interests or other personal information about them.

In Planning Lessons and Courses, Chapter 6, there are some good examples of

how we might go about doing this. Here is an adapted example:

The Distance DELTA

Unit 7 Section 1 13

Activity Type: Board race, warmer or filler

Aims: To energise a group, to appeal to kinaesthetic learners, to

focus on spelling in a fun way, to revise previously taught

vocabulary.

Topic: General knowledge

Group Profile This would work with any small or medium sized group of cooperative

adult learners. With younger learners you would

need to be careful about over-competitiveness. You would

need to consider whether or not learners were used to /

comfortable with running in the classroom in this way.

Materials: A board and pen or chalk

Setting up: The space in front of the board needs to be clear, and the

learners divided into 2 or 3 groups.

Procedure: Organise the board so that down the left side are written

headings such as country, city, famous person, film etc. and

the rest of the board is divided into columns (one for each

team). Call out a letter, and the first person from each team

should run to the board and write the name of a country

beginning with that letter, run back and pass on the chalk to

the next person who should write the name of a city beginning

with the same letter before passing the chalk on to the next

person and so on. When one team has finished, the team with

the most correctly spelt words wins. In feedback, learners

check all the items on the board for spelling mistakes, the

teacher highlights only where they cannot be self- or- peercorrected.

Timing: This can work well at any time in a lesson, and is most

effective as a short activity done often. Setting up and

preparing for this is quick and easy.

Language: Apart from the instructions and any interactional language you

want to encourage your learners to use (“Quick!”), the focus is

on the spelling of vocabulary. Learners will also use writing

skills (for accuracy), reading (proof reading at the end to

check each others’ work for accuracy), listening and speaking

(whispering) within their groups when sharing ideas. The

written accuracy, however, is the main thrust of the activity.

Roles: The teacher sets up the activity and arbitrates in feedback.

The learners are engaged in both the activity and its checking.

Level: Any, depending on the vocabulary

Possible Adaptations:

The most obvious is that any lexical area can be focused on, either as revision of

previously introduced vocabulary, or diagnostically, to see how much learners are

able to come up with. However, it could also be done in pairs on paper rather than in

teams at the board, with a larger or more serious class. It could also be set as a type

of test to be done individually. Remember that feedback would be different on paper
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than at the board (individual OHP transparencies would mean that each pair’s

answers could then be made visible to all, though). It could also be adapted to

become a dictionary scanning activity; you could, for example reward students for

coming up with a word which nobody else has thought of, and so on. Remember that

any changes you make will change other features of the activity, including the aims

and interaction, not to mention the setting up and aids needed. In other words, if you

look at any one of the section headings identified above, you could adapt an activity

on the basis of that area. In adapting any piece of material, or considering the use of

any resource, the factors we considered in Task 9 will be extremely important. The

only additional consideration is the language itself, i.e. you need to consider whether

it is possible to adapt a piece of material designed to focus on past simple, to suit a

different language structure altogether. It often is.

Task 11: Adapting Materials (30mins)

Look at Appendix 11. There is a sample piece of material in its original form, and

an example of it has been adapted by a teacher. There are 2 further pieces of

material. Consider the ways in which you could adapt one of them. Post your

suggestions on the Discussion Forum for Unit 4. Remember to include details as

to the aims behind your suggested changes, and some commentary as to your

reasons for making these changes.

6. People as a Resource

This is one resource always available to you, and one which you may sometimes

overlook. It can be divided into 3 categories:

6.1. The Teacher

Teacher talking time (often referred to as TTT) is sometimes regarded as

undesirable, based on the premise that it is the learners who need to practise their

use of English and that teachers need to maximise opportunities for this. There is

also the argument that complex, therefore lengthy, explanation / lecture by teachers

is rarely of benefit to learners in terms of understanding. Whilst there is undoubtedly

truth in both of these arguments, it is also the case that in many teaching situations,

the teacher is the only “expert” model the learners have access to on a regular basis.

As such, and used effectively and appropriately, the teacher has an enormous

amount to offer learners as a resource and model.

6.2. The Learners

Learners bring to the classroom a set of fully formed beliefs and opinions, their

cultural background, and a wealth of knowledge and real life experience. It will often

be the case that they will not necessarily share either your views on the world or your

value system, or those of other learners in the class. These differences can be

exploited as motivation for effective communication and interaction between learners

as a group, and the group and ourselves. In other words, we can use our learners as

resources. As a result, they are likely to see lessons as relevant and interesting.

They should regard learner-based activities as an opportunity for rehearsing real life

situations in the target language. They may also be able to create materials. In fact,

they are often able to contribute to the classroom in every way that the teacher does.
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6.3. The Community

This can involve both the language school as a community, and potentially the wider

community, too. Regardless of the teaching context, there are usually situations in

the wider community in which access to English as a means of communication is

available.

TASK 12: Using People as a Resource (20mins)

Under the 3 headings The Teacher, The Learner and The Community, brainstorm

ways in which these people can be exploited as a language teaching resource. For

example, the teacher can be used as a listening resource.

See Appendix 12.

For further ideas on using people as a resource, look at Project Work, One to One,

Lessons from the Learner and A Framework for Task-Based Learning.

7. ICT (Information and Communication Technology) and CALL

(Computer Assisted Language Learning)

This has been one of the largest growth areas in terms of materials development in

recent years. Not only is there a wealth of material available in the form of computer

software, CD-ROMs and the worldwide web, but much has been written about ways

of exploiting these resources. In your own teaching situation you may have made use

of some of these materials, but it may also be the case that you work with limited

resources. In this section we will briefly consider some of the principles involved in

the use of ICT. The topic will then be covered in more detail in Appendix 23, as this

may be an area which some of you would like to explore further either as part of your

assignment on Materials and Resources, or as part of your professional development

generally.

Task 13: The Advantages and Disadvantages of Using ICT as a

Resource (15mins)

1 Think of different ways in which ICT might be used as a teaching resource. E.g.

students might do a multiple-choice exercise on a computer disk.

2 Make a list of as many advantages and disadvantages as you can think of for

the use of ICT in English language teaching. Try to consider this from the point

of view of your own teaching situation and as a more general principle.

See Appendix 13.

A Note on Appendices

Individual resources appear as Appendices. It is up to you to decide which you would

like to investigate further, both for your Resources and Materials Assignment and for

your own interest. Please refer to Appendix 23 for further reading and discussion on
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the use of CALL and ICT, including teaching ideas, suggestions for the purchase of

software and references to useful websites.

Reading and discussion on other resources and materials is included in Appendices

14 – 22. Be selective in your choices for the assignment. You need to investigate and

use just one area.
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Reading

Essential Reading

Cunningsworth, A. 1995 Choosing Your Coursebook Macmillan Heinemann

Ellis, R. 1997 The Empirical Evaluation of Teaching Materials ELTJ 51/1

Recommended Additional Reading

This will of course depend on the focus you choose for your assignment – books on

that topic will become essential reading for you. The others listed here will be of

general interest. The booklist here is not exhaustive. For further advice on reading for

your topic, contact your tutor.

General

Hadfield, J. & Hadfield, C. 1998 Renewable Resources ETP 9

Sharma, P. 1998 , A Teachers’ Handbook Summertown Publishing

Tomlinson, B. 1998, Materials Development in Language Teaching Cambridge

University Press

Willis, J. 1996, A Framework for Task-Based Learning Longman

Woodward, T. 2001 Planning Lessons and Courses Cambridge University Press

Advertisements

Picken, J. 1999, State of the Ad: The Role of Advertisements in EFL Teaching

ELTJ 53/4

Art

Brand, Q.,1997 Art & Art Galleries: Resources for Teachers ETP 5

Authentic Materials / Listening

Field, J.1998, The Changing Face of Listening ETP 6

Peacock, M. 1997 The Effect of Authentic Materials on the Motivation of EFL

Learners ELTJ 51/2

Morrison, B. 1989, Using News Broadcasts for Authentic Listening

Comprehension ELTJ 43/1
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Coursebooks

Freebairn, I. 2000, The Coursebook – Future Continuous or Past? ETP 15

Teeler, D. 1999, Abandon All Books, Ye Who Enter Here Arena 22

Cuisenaire Rods

Norman, S. Using Cuisenaire Rods PET 22

Newton, C. A Box of Tricks ETP April 2001

Dictation

Davis, P. & Rinvolucri, M. 1988 Dictation Cambridge University Press

Wajnryb, R. 1990 Grammar Dictation Oxford University Press

Dictionaries

Thompson, G. 1987 Using Bilingual Dictionaries ELTJ 41/4

Wain, J. 1997, Using Dictionaries in Class: Resource or Reference? ETP 3

Wright, J. 1998 Dictionaries Oxford University Press

Film & Video

Coniam, D. 1997, Frolicking Around with Mr Bean MET 6/2

Cooper, R., Lavery, M. & Rinvolucri, M. 1991 Video Oxford University Press

Doye, C. 2000, Films for Self-Study MET 9/1

Holden, W. 2000, Making the Most of Movies: Keeping Film Response Journals

MET 9/2

Kaye, P. 1999, Feedback: Films for Self-Study MET 8/2

Mascull, B.1997 Film and Cinema Worlds ETP 4

Viney, P. 2000 Non-Authentic Video for ELT The Language Fun Farm

Language Laboratory

Ely, P. 1984 Bring the Lab Back to Life Pergamon Press

Learners as a Resource

Deller, S. 1990 Lessons from the Learner Longman

Wilberg, P. 1987 One to One LTP
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Music & Song

Brown, P. 1998, The Sound of Music MET 7/3

Caffey, S 2000, Turn, Turn, Turn: Alternative Ways of Presenting Songs MET

9/20

Davanellos, A. 1999 Songs ETP 13

Murphey, T. 1992 Music & Song Oxford University Press

Sanderson, P. 1998, Music and Song in the Classroom: Making Choices MET 7/2

Newspapers

Grundy, P. 1993 Newspapers Oxford University Press

Hardy-Gould. 1999 Read All About It! Oxford University Press

Poetry

Duff, A. & Maley, A. 1989 The Inward Ear Oxford University Press

Lamie, J. 1997, Alternative Texts for the Language Classroom: Poems MET 6/1

Project Work

Fried-Booth, D. 1986 Project Work Oxford University Press

Readers / Reading / Literature

Davis, C. 1995, Extensive Reading: An Extensive Extravagance? ELTJ 49/4

Duff, A. & Maley, A. 1990 Literature Oxford University Press

Greenwood, J. 1988 Class Readers Oxford University Press

Hall, G. 1999, About Language: Talking About Literature MET 8/3

Hill, D. 1997, From Reading to Writing: Class Readers Point the Way ETP 2

Storytelling

Ellis, G. & Brewster, J. 1991 The Story telling Handbook for Primary Teachers

Penguin

Morgan, J. & Rinvolucri, M. 1983 Once Upon a Time Cambridge University Press

Taylor, E. 2000 Using Folktales Cambridge University Press
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Visual Aids

Wright, A. 1989 Pictures for Language Learning Cambridge University Press

Wright, A. 1984 1000 Pictures for Teachers to Copy Collins ELT

New-Technology

General

Di Martino, E. 1999, The Contribution of New Technologies to Language

Teaching CALL Review Issue 1

Markee, N. & Bowers, R. 1999, Talking Shop: People, Machines and Language

Teaching ELTJ 53/4

Call / Computers

Hardisty, D. & Windeatt, S. 1989 CALL Oxford University Press

Jarvis, H. 2000, The Changing Role of Computers in Language Teaching and

the Case for ‘Study Skills’ MET 9/1

Skinner, B. & Austin, R. 1999, Computer Conferencing – Does It Motivate EFL

Students? ELTJ 53/4

Stokes, A. 1997, Making a Success of CALL ETP 4

CD-Roms

Norman, S. & L’Estrange, H. 1997, CD-ROM: The Pros and Cons ETP 3

Potter, L. & Warren, T. 1999, CD-ROMs For Autonomy CALL Review Issue 1

Sharma, P. 1999, Integrating CD-ROM Into Language Classes Arena 22

Concordancing & Corpora

Murison-Bowie, S.1995, What is Concordancing and Why Should We Do It?

Aegis 8

Podromou, L.1997, Corpora: The Real Thing? ETP 5

Potter, L. & Warren, T.1999, Using Corpora and Concordances for Independence

CALL Review Issue 1

Tribble, C. & Jones, G. 1990 Concordances in the Classroom Longman

Willis, J. 1996 A Framework for Task-Based Learning Longman

E-mail

Linder, D.2000, Making E-Mail Exchanges Really Work MET 9/3
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Scott, Y & Basallote, T.1997, E-mail in Class? You Can Do It, Too! ETP 5

Internet

Blackie, D. 1997, What Use is The Internet for Classroom Teachers? ETP 4

Carrier, M.1997, ELT Online: The Rise of the Internet ELTJ 51/3

Eastment, D. 1998, Survey Review: Quality Sites on the World Wide Web MET

7/2

Miller, P. 1999, Interactive Web Pages: Looking at How? But Not Forgetting

Why? CALL Review Issue 1

Newton, C. 1999, The World Wide Web for English Language Teaching Arena 22

Teeler, D. & Gray 2000 How to Use The Internet in ELT Longman

Windeatt, S., Hardisty, D. & Eastment D. 2000 The Internet Oxford University Press
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Appendices

Appendix 1:Testing Your Knowledge

You could have mentioned the following points:

Cuisenaire rods are associated with The Silent Way. Along with coloured

pronunciation charts, they were used as a means of eliciting language from the

learners.

The use of authentic / semi-authentic reading and listening texts is often

associated with the Natural Approach – based on the idea that it was useful for

learners to be exposed to texts which were above their language level, though

comprehensible to them. You might also have mentioned the Communicative

Approach here, because there was a shift away from language learning as being

academic study, and an emphasis on real life English, in which authenticity

played an important part.

Literary texts were widely used in Grammar Translation. There was a strong

emphasis on language study via literature. This was later rejected, as many of

the texts typically used were rather removed from every day life, generating

unusual and often quite bizarre language. However, today there has been a shift

back to the use of literature in language teaching, albeit perhaps with more

accessible texts.

Drills, possibly in a language laboratory: These were widely used under Audio-

Lingualism, based on behaviourist psychology associated with pattern practice.

Coursebooks which reflected this are Meridian, First Things First and the

Streamline series. Drills are also related to Grammar Translation – they played a

part in helping learners to remember rules. Drills under Grammar Translation did

not always involve the formation of full sentences, but perhaps of verb patterns in

isolation, for example.

Newspapers: These could be associated with the Natural Approach (see above)

and equally with later stages of the Communicative Approach. With the Headway

series, for example, there was an emphasis on authenticity and skills

development.

Coursebooks containing lots of functional language in dialogues started to appear

in the 1970s with the emergence of the Communicative Approach. The course

books which reflected this most were the Strategies Series. However, functional

language as important to language learners came earlier than this. Think, for

example, of early Berlitz type phrase books for travelling.

Dictation: This is more difficult to assign to a particular development as it has

appeared and disappeared several times. It was probably first associated with

Grammar Translation, especially as a testing technique. It was then rejected, but

has re-emerged again, for example in the form of dictogloss for a focus on

grammar.

Background music is usually associated with humanistic approaches, particularly

suggestopaedia. It was used to create a relaxing ambience, in the belief that

learners could learn more and more quickly than was previously thought. It was

The Distance DELTA

Unit 7 Section 1 23

important that the learner did not consider language learning to be difficult, that

they were relaxed and open to learning.

Tape recorders for recording learners’ contributions: Community Language

Learning is often associated with this. Learners recorded dialogues, which they

then listened to and analysed / memorised. The teacher’s role was to supply

language as requested by the learners. L1 was used for the purposes of

requesting language from the teacher, but only the target language was

committed to the recording. This technique is also often used in one-to-one

teaching.

Learner training diaries became very popular in the 1980s, as proponents of the

Communicative Approach became interested in explicitly raising learners’

awareness of the processes involved in communication and language learning.

There was also a heavy emphasis on promoting learner autonomy, so that

learners could really maximise the use of their own time i.e. language learning

was not limited only to classroom instruction.

Games are often particularly associated with the Communicative Approach and

the boom in resource supplementary books which occurred. The principle of

having fun whilst learning was important as a motivational factor.

Computers for transformational exercises i.e. CALL emerged in the 1980s as the

use of computers in society started to burgeon. This is a good example of a

societal development impacting on ELT. Teachers and materials writers sought a

use for the new technology. This was justified and supported by the argument

that computer exercises allowed learners to work independently of the teacher,

and at their own pace. The use of computers is also linked to earlier behaviourist

theories of language learning, with the idea of programmed learning. So

computers were seen as another format for instilling language habits. The use of

computers is an area which has mushroomed dramatically in recent years. It has

become increasingly interactive with developments in multi-media and the

Internet. It is not uncommon now to hear of learners in Poland and Spain

simultaneously “chatting” in real time via Internet connections.

Video has become a widely used tool as video recorders have become widely

available throughout the world. Materials have developed as availability has

become more widespread. Note that this includes the use of authentic and nonauthentic

materials – the latter were developed first, and video series were often

attached to coursebooks in the late 1980s. The arguments for authenticity are the

same as those for other text types. The advantages of using video, essentially for

listening skills development, were (and are) that learners have access to

additional clues whilst listening, particularly paralinguistic features, rather than

listening to a disembodied voice from a cassette recorder.

Resource Packs have become increasingly popular since the mid-1990s. This is

probably an example of a successful idea (the Reward Resource Packs), and

subsequent teacher demand influencing ELT publishing, alongside a commercial

influence i.e. sales are boosted on popular books.

Learners as a resource. The humanistic approaches were probably the first to

emphasise this resource area, and this is a trend which continues today, in

General English and ESP.

Readers could be regarded as an off-shoot of the literary tradition, although they

have been particularly widely available since the Communicative Approach. They

are seen as a way to learn vocabulary and improve reading skills with an
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emphasis on the importance of extensive reading outside the language

classroom. So again, there is a learner training angle here.

Note: There are many factors affecting the adoption of materials by teachers around

the world, and we should see these only as trends. In different parts of the world, for

a number of reasons, different approaches and circumstances will influence the use

of materials heavily. Other significant factors are cost, availability, state school

curriculum development (i.e. prescribed syllabuses), testing and examination

procedures and so on.

Appendix 2: The Advantages & Disadvantages of Using Coursebooks

There are many good reasons for using a coursebook:

Learners have a written record of what they have learned.

It is possible for learners to look ahead at what they will be studying or look back

at what they have already studied.

Coursebooks are generally written by people with many years’ experience in the

field of ELT and we can reap the benefit of their ideas.

As busy teachers they save us a lot of time in terms of preparation.

Coursebooks very often include useful appendices e.g. of irregular verbs,

grammar reference etc.

They may have in-built recycling systems.

They very often have useful supplementary materials such as workbooks, tests,

videos, CD-ROMs and resource packs.

We can rarely compete with the standard of presentation and quality of

recordings etc. in materials we produce ourselves.

Materials are pitched at the level of our learners and they can usually be adapted

to suit our learners’ needs.

They provide comprehensive coverage of topics via a balance of tried and tested

ideas.

They are sequenced and so provide continuity and a sense of syllabus.

Learners expect to use them i.e. they form part of the “public” view of how

language learning should take place.

There are also reasons why we may choose not to use the coursebook:

Material may be inauthentic and therefore contrived or artificial.

Learners might need further practice and coursebooks tend to provide a limiting

range of controlled (often written) practice.

Learners might have specific needs not met by the coursebook.

Subject matter may be unsuitable for the cultural context e.g. many coursebooks

are quite eurocentric.
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We might consider the subject matter dull for our learners.

To take a break from the coursebook.

To take advantage of other media such as the Internet.

To vary ways of presenting new language.

The information in the coursebook may not be up to date.

The coursebook may be lexically limiting.

Learners might not like them.

They can have a rigid, predictable structure.

As we can see there are valid reasons for using a coursebook and for using other

materials to supplement them, using materials specifically published for ELT and

materials published for other reasons. The most pragmatic conclusion is probably to

use coursebooks selectively, and to use our judgement as to when they are

particularly suitable and when less so.

Appendix 3: Important Factors in Evaluating Coursebooks

There are no answers to the first part of this task as it relates to your personal

feelings towards a particular coursebook. It may be that one of the feelings you

have is that you are bored or have become stale, using the same pieces of

material again and again. It is probably a good idea to discount points such as

these as they will not be useful in evaluating other coursebooks (or materials)

which you know less well. Also, such points are not based on any perception of

your learners’ needs.

The table on the following page can be used to evaluate materials. The first

column provides broad headings as a summary. The second column details the

factors to be considered, and the third provides you with a grid that can be filled

in: the numbers refer to the following questions (not all of which are relevant in

every case).

1 Is this included?

2 Is it adequate in quantity?

3 Is it varied enough?

4 Is the quality up-to-standard?

NB these factors are not mutually exclusive and can be relevant to any book in

either a positive or a negative way. So when you use the chart, bear in mind that

it can be used with ticks or crosses.

In conjunction with the chart consider the following more general criteria:

1 Is the target language selected by the author useful?

(This includes structure, lexis and natural?

Functional exponents) appropriate?
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2 Does the book "hang together" well? Is it bitty? Does it have internal links and

connections? Does it offer a logical progression?

NB This is a long grid. You may find it appropriate to create a more user friendly one,

prioritising areas you consider to be most important for your learners.

Summary/Main

headings

Specific

considerations

1 2 3 4 Other

considerations

1. Language work

(grammar, lexis

phonology)

E.g. Illustration of

meaning

Highlighting of form

Attention to function

Controlled practice

Freer practice

2. Skills work Writing

Reading

Oral interaction e.g.

speaking / listening

Extended speaking

Listening

3. Subject matter Story lines

Topics

Interesting? Up-todate?

Not

patronising?

4. Homework and

self-access

mats

Can the book be

used by learners on

their own?

5. Lists,

summaries,

indices and

tables

Grammar tables and

explanations

Vocabulary lists/

glossaries

Index to grammar and

skills items

6. Supplementary

Materials

Audio tapes

Video tapes
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CD-ROM's

Work book

Resource books

7. Rubric Statement of aims

Labelling of language

Instructions

Do teachers and

students see these?

Do they know

“what”?

Do they know

“how”?

8. Tests How often? Do they

really test what the

students have

studied?

9. Revision General recycling of

language

Specific revision unit

10. Teacher’s Book Lesson plans

Grammar analysis

Tape transcripts

Key to exercises

Additional practice

material

Or other

methodological

guidelines?

Also take into account:

Would the book appeal to all learners, anywhere in the world?

Is it the cultural content specifically European? British? American? Or is it tailored

to a particular market, e.g. The Arab world?

Is the language content natural?

Is any language other than English used? Why?

Visual presentation Are the pages attractively arranged or ‘crammed’? Charts,

pictures, illustrations- do they have a purpose?

Format Do all units follow the same formula?

Syllabus See Unit 7 Section 1 on syllabuses.
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If functionally based, is the grammar presented logically so

learners can make significant generalisations?

If structurally based, are the different uses of language

items, which are similar in form sufficiently differentiated

according to their meanings?

Appendix 4: Evaluating a Coursebook

Again, there are no right and wrong answers. The most important factor is whether or

not you felt that the coursebooks you analysed were suitable for the particular groups

of learners you had in mind. You were asked in Tasks 3 and 4 to limit yourself to the

5 categories you felt to be most important. This was to encourage you to prioritise.

There is nothing special about choosing 5 categories, and you may well have

decided that your selection of important categories depended on the specific group of

learners you were considering. This is a good conclusion to reach as the emphasis

here is on putting your learners first in materials selection. For example, if I were

teaching a group just once a week, I would prioritise section 4 on homework and selfaccess

in my coursebook choice, as this would be important in maintaining a sense

of continuity. However, if I were meeting a group every day, I would be less

concerned as to what the book could provide for me in this area as I would be

meeting the students regularly, and therefore would be able to see how accessible

they were finding the book for homework.

Appendix 5: Emphasising Learners in Materials Evaluation

This task was to remind you of the importance of considering your learners as a

specific group in selecting materials. Issues such as learning styles and strengths

and weaknesses may not have been fully addressed in the previous tasks.

Remember, too, that in commenting on topics of interest, there is often a difference

between what we as teachers consider to be an interesting topic, and what our

learners think. For example, there is often less to say about topics such as ‘Crime

and Punishment’ or ‘The Environment’ than we might think, as our learners are likely

to hold similar views, or at least to express them as such.

Appendix 6: Teacher Input in Coursebook Selection

Personally, I sympathise with all the teachers quoted, but in each case I would argue

that their point does not represent the most important one. It is one factor to take into

account, but I would always put the learners’ needs first. Most coursebooks need to

be adapted and supplemented in some way by the teacher.

Appendix 7: The Range of Resources & Materials Available to Teachers

Here is a list of possible ideas. You may well have thought of additional ones – good.

Don’t worry if there is anything mentioned here which you are unfamiliar with, you will

discover what it is later in the section:
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People:

The teacher, the learners, the community – both within the language school and the

wider community.

Books:

This section could be further subdivided:

Reference Books

Dictionaries (picture, mono- and bilingual, production dictionaries, specialised ones

and electronic or web-based)

Grammar/vocabulary reference books (such as Practical English Usage or English

Vocabulary in Use)

Methodology reference books (such as Teaching Listening Comprehension)

Supplementary/resource books

To support coursebooks and provide further practice/material (e.g. Reward

Resource Packs or Recipes for Tired Teachers). A very large section of these

books is devoted to skills work. For example both Oxford and Cambridge University

Press have a series of supplementary skills books. This may be an area of potential

research for your assignment.

Readers

Designed to encourage learners to read more extensively outside class, these are

usually graded in terms of lexical difficulty and are often abridged versions of classic

stories, films etc.

Authentic Materials

Newspapers, novels, magazines, songs and other authentic recordings, video

materials, access to radio, satellite and /or cable TV.

Machinery

OHP, tape recorder, radio or CD player, video recorder and TV, computer (possibly

with printer and modem for Internet access)

Other teaching aids

Such as white or black board, cuisenaire rods, visual aids, board games (e.g.

Scrabble), dice, realia.

Space

Self-Access areas, a library, tutorial rooms, a social area for mixing with students

(coffee lounge or bar).

Note that some of these materials and resources can be used by teachers or

learners (either supervised or for self-study).

Appendix 8: Case Study – Principled Use of Materials

Running Dictation has the following characteristics:
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a) It’s a fun, competitive activity.

b) It is kinaesthetic and generally involving, probably good as an energiser.

c) It is learner-centred.

d) It encourages learners to focus on accuracy of spelling, punctuation, structure

and pronunciation.

e) Learners use their listening and speaking skills – integrated.

f) Learners need to negotiate meaning.

It can become problematic if:

a) Instructions are not understood.

b) Texts are too long or too difficult – demotivating.

c) Learners don’t perceive its usefulness.

d) It doesn’t suit preferred learning styles.

Tina’s learners would seem to benefit from the characteristics, providing she has

considered the problems carefully. However, we would need more information as to

why she uses this technique often (could she be over-relying on it?), and how it fits

into her lessons as a whole.

Appendix 9: Factors to Consider in Materials Selection 1

The points below have been divided into 2 categories, relating to the general

situation and the lesson in particular. It is very difficult to rank them – they are all

important issues. Notice how many of them relate to the learners:

Factors related to the general situation include:

Learners’ needs.

Learners’ preferred learning styles.

Issues of learner training/independence, and learners’ views on this.

Class dynamics and energy levels.

Availability of space.

Relevance to the learners’ socio-cultural background.

Learners’ previous language learning experience and corresponding expectations

relating to activity types and teacher/learner roles.

Factors related to the lesson include:

Lesson aims and anticipated problems.

Time available.

The need for a balance of input, practice and skills work.

The need for a balance of activities and interaction patterns.
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The amount and type of language generated.

Ease or difficulty of instructions.

Appendix 10: Factors to Consider in Materials Selection 2

Using a monolingual (English-English) dictionary to look up vocabulary:

Characteristics:

Learners need to be able to do the following:

Use the alphabet to find the relevant entry.

Access and use the information provided on pronunciation.

Access and use the information provided on grammar (e.g. countable /

uncountable, transitive / intransitive).

Understand the definition given.

Paraphrase the definition into their own words.

Where there is more than one meaning for an item, deduce which definition is

relevant to the context they are working in

Go elsewhere in the dictionary if there is something else in the entry they don’t

understand.

Identify the main content word when looking for a multi-word entry such as a fixed

phrase (e.g. to look into something – the learner needs to find ‘look’).

In addition, the teacher has made the following assumptions in using

dictionaries:

There is sufficient time for the learners to use the dictionaries meaningfully (i.e. it

is a more time-consuming approach).

There are dictionaries available, and these are suitable for the level of the

learners (e.g. a limited vocabulary definition dictionary for elementary learners).

The learners are confident enough to tackle the task (and that the number of

words they will look up is limited).

The learners will find it a useful and meaningful activity, and that they will see the

value in looking words or phrases up for themselves as a learner training activity.

The learners will appreciate that they can gain more information than they could

from a bilingual (translation) dictionary.

Appendix 11: Adapting Materials

Look at the following extract from Cutting Edge Intermediate (Students’ Book). It

could be adapted and extended in the following ways:
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Cunningham, S. & Moor, P. 1998 Cutting Edge Intermediate Longman (page 56)
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1. The writing task could be lifted from the page i.e. it could be presented to the

students on cut- up pieces of card.

Aim: To make the material easier to manipulate. To appeal more to visual and

kinaesthetic learning styles.

2. Having reconstructed the letter, learners could then try to write the

advertisement which it is a response to (or the teacher could offer several job

advertisements, learners have to choose which one matches most closely).

Aim: To encourage learners to identify key points when reading, and to infer their

relative importance to the text as a whole.

3. Learners could word process their responses and save them on disk.

Aim: To provide learners with a permanent skeleton covering letter, which they

could adapt to any jobs they subsequently applied for. The use of word

processors could also be said to encourage learners to practise proof reading

and editing their own work.

4. Learners could write an informal letter to a friend, describing the job they are

applying for and the reasons why they think they should get it.

Aim: To encourage learners to compare and contrast layout, style and language

used in a formal and informal letter describing the same things. The fixed

phrases they have identified in exercise 3 could then be compared, for

example, to similar fixed phrases used in an informal letter (or even further

contrasted to a spoken context) e.g.

Written (formal) I look forward to hearing from you soon

Written (informal) Write soon

Spoken (informal) See you later

5. Learners could roleplay the job interview

Aim: To encourage freer speaking practice. To provide a diagnosis of learners’ use

of fixed phrases and language commonly used in interviews (e.g. describing

your experience, outlining your own strengths, interests etc.), as the basis of

a future language focus lesson.
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Look at the other 2 pieces of material, taken from Intermediate Matters and Look

Ahead Upper Intermediate. How would you suggest adapting and extending them?

Organise your answers in the same way as the examples above. Remember to post

some of your ideas on the Discussion Forum for Unit 4.

Bell, J. & Gower, R. 1991 Intermediate Matters Longman (page 55)
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Naunton, J., Hopkins, A. & Potter, J. 1995, Look Ahead Upper Intermediate Longman

(page 40)
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Extracts for Appendix 11 taken from:

Cunningham, S. & Moor, P. 1998 Cutting Edge Intermediate Longman (page 56)

Bell, J. & Gower, R. 1991 Intermediate Matters Longman (page 55)

Naunton, J., Hopkins, A. & Potter, J. 1995 Look Ahead Upper Intermediate

Longman (page 40)

Appendix 12: Using People as a Resource

The Teacher

The following activities make use of the teacher as a resource:

Dictation

Story telling and anecdote sharing

Jokes

‘Real’ conversation or chatting with students

Telling students about language

Teacher acting as a listening text (this is sometimes called ‘Live’ listening)

The Learners

The following activities exploit learners as a resource:

Make use of real life problems and personal experiences.

Exploit memories e.g. old routines, places you used to visit, holidays, schooldays,

friends, the first time you … Have you ever…? regrets etc.

Traditions, festivals and celebrations

Opinions and preferences

Personality quizzes

Fortune telling

Anecdotes

Surveys and questionnaires

Cross cultural comparison (either with you, or within the class)

Learners give planned presentations and talks to the class

Learners write comprehension questions for each other

Learners select materials for reading, listening and viewing
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Learners write revision materials or tests for each other

Learners choose topics for discussion

The Community

The following activities make use of the school community as a resource:

Project work on: staff profiles, redesigning the school, suggesting improvements

to the syllabus, writing a school prospectus, planning school trips or events.

The following could be used with the wider community:

Tourist information projects

Local history projects

Planning walking tours (with taped information and instructions)

Interviewing members of the public on topical issues

Local celebrations and events

Appendix 13: The Advantages and Disadvantages of Using ICT as a

Resource

1. Activities you could use ICT for include:

Word processing letters

Students researching a country on the Internet

Students e-mailing students in another country

Focusing on listening skills via a CD-ROM

These are included only as examples; there are many, many ways in which ICT can

be used.

2. Advantages

Student- paced: Learners work through material at their own pace rather than

the teacher’s or other learners’.

Interactive: It can give feedback and evaluation albeit in a limited way.

Resource: The www provides a huge resource of authentic material and can be

used for research.

Communication: The www can be used to communicate with other learners and

native speakers by using email, news groups and real time chat; i.e. it is possible

to interact with somebody somewhere else in the world in the form of a written

dialogue.

Flexibility: It can be used in the classroom, in self-access centres, at home or

even the learner’s place of work.
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Increases teacher productivity: Teachers have more time to focus on learners

who are having difficulty.

Fun: It still has high novelty and entertainment value.

Multimedia: It provides a combination of media such as text, graphics, sound

and video which can be interactive and/or searchable.

Editing: Allows learners to edit and present their work in a professional way.

Publishing: Learners can publish their work on the www for everyone to see.

IT Skills: As a side benefit learners may improve their IT skills.

Materials Creation: Teachers can use even everyday software for creating

materials.

Disadvantages

Cost: The purchase of hardware and software may be prohibitively expensive.

IT Skills: The teacher and learners will need some skills such as keyboard and

mouse skills. They will also need to be familiar with the software being used.

Computer Fatigue: Learners using a computer all day at work may not want to

use one in lesson time.

Technological Problems: Technology doesn't always work. The computer may

crash and at certain times of day Internet connections may be very slow.

Accuracy of Information and Language: Anybody can publish anything on the

www. Information may be inaccurate, biased, the quality of language may be

poor and the content may be offensive

Technophobia: some learners (and teachers) may experience genuine anxiety

when faced with "new" technology.

Appendix 14: Dictionaries

The majority of learners probably come to their first language class with a dictionary

of some sort. Many people travelling to another country for the first time would expect

to buy a small translation dictionary to help them get by. Dictionaries, particularly for

translation, have been viewed as part of the equipment of language study for a very

long time. A dictionary is the most basic tool of the language learner.

As teachers, we are generally more inclined to think of monolingual (English-English)

dictionaries when we hear the word ‘dictionary’. Effective dictionary use can greatly

increase learner autonomy, particularly if monolingual dictionaries are used. The

following points relate to the use of monolingual dictionaries and the different types

available.

Which dictionary learners buy will depend on a number of factors:

Size

Level

Cost
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Format -paper or electronic

Picture Dictionaries

These can be used at low levels for simple lexical sets such as food, jobs and clothes

but very quickly show their limitations by not being able to convey the meanings of

abstract concepts.

Bilingual Dictionaries

I know many teachers who actually ban the use of these in their classrooms. I think

many of us have come across the dictionary dependent learner who cannot utter a

sentence without referring to their pocket bilingual dictionary and often misses out on

what is happening in the classroom because they have their nose stuck in their

dictionary. In cases like these it is a good idea to encourage learners to use

dictionaries in a productive fashion and perhaps set times when dictionaries such as

these can be used and when they can't. There is an article on the reading list relating

to this issue.

Bilingual dictionaries can often be limited and even inaccurate in their content of

idioms and phrasal verbs. In addition, they may use a "pseudo" phonemic script

which tries to relate English sounds to the learners’ own language, which may result

in unintelligible or awkward pronunciation.

On the other hand, learners do need some support when out of the classroom and if

they don't know/can't remember a word, then a monolingual dictionary is of no use.

Also small dictionaries are portable and can be taken everywhere.

In conclusion, whatever we may feel about them, we need to help learners to make

the most of these dictionaries and make them aware of their limitations.

Monolingual Dictionaries

Here is a list of some of the features you can find in a good learner's monolingual

dictionary:

Clear, easy to understand definitions

Example sentences

Pronunciation - phonemic script, word stress, British or American

Grammar-parts of speech, countable/uncountable, transitive/intransitive, phrasal

verbs

Idioms

Level of formality

Formal/informal

British and American English equivalents

Synonyms

Usage

Good learner dictionaries contain huge quantities of information; however, the learner

is seldom aware of this and may not know how to use their dictionary effectively.

Therefore we need to demonstrate to our learners how to make the most of this
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valuable resource. Many dictionaries are available with free workbooks to introduce

the features they contain; other dictionaries contain exercises for learners to work

through.

One drawback to monolingual dictionaries is that they are rarely portable. For this

reason it is useful to have access to class sets of dictionaries to take into class.

Another disadvantage is that they are good for receptive activities but are limited in

terms of production where the learner does not know the word.

There are many high quality monolingual dictionaries for a variety of levels on the

market and your learners will look to you to advise them on what constitutes a good

dictionary and which one to buy.

Production Dictionaries

Production dictionaries are relatively new concept and designed to deal with the

problem of using a monolingual dictionary for writing. They use keywords such as

‘angry’.

"Each concept includes words within the same semantic set. ANGRY, for example,

includes groups of words meaning feeling angry - (angry, mad, annoyed, be in a

temper, etc.), feeling extremely angry (irate, furious, seething, etc.), angry because

you think something is wrong or unfair (indignant, be up in arms, resent, in a huff,

etc.) and so on - a total of 68 meanings divided into 11 subsections under the single

concept of ANGRY."

(From The Longman Dictionaries Web Site, 1996-2000)

This is a new type of dictionary and can be used by Upper intermediate or Advanced

learners after some training. They have proved particularly useful with higher level

exam classes.

Specialised Dictionaries

There are many specialist dictionaries available to learners on many different

subjects e.g. law, finance, phrasal verbs, idioms, etc.

Electronic and Web-Based Dictionaries

Many dictionaries are available now on CD-ROM. Others can be found, free on the

Internet.

Internet Resources

Have a look at this site, which contains free dictionaries.

Research-it!

http://www.itools.com/research-it/#Language

Recommended Reading

Thompson, G Using Bilingual Dictionaries, ELTJ 41/4, 1987

Wain, J. Using Dictionaries in Class: Resource or Reference? ETP Issue 3, April

1997

http://www.etprofessional.com/articles/3 -_33.htm

Wright, J. 1998 Dictionaries, Oxford University Press
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Appendix 15: Readers and Literature

Readers may be defined as books, usually fiction, which the teacher wants the

learners to read for general interest outside class. Their focus, then, is on extensive

reading, something there is often not enough time for in lessons. Learners may tell

teachers that it is one of their aims to be able to read books in English. However,

readers and other books remain an often-neglected resource. Many teachers avoid

using them because they are unsure how best to exploit them. There are a number of

questions to consider. Should they be set for homework and followed up in precious

class time? Should they be available for learners to borrow and use in their own way

and according to their own interests? Should they be specially graded according to

level? Should they be specially written for EFL learners or abridged versions of L2

literature?

Case Study: Setting up a Library

You may be lucky enough to work in a school which has a library which contains a

variety of readers at different levels where learners can borrow books and

accompanying cassettes to work through at their own pace. If not, it might be

possible to set up such a library. I did this in a developing country where we had no

funding, by taking a collection of a nominal sum from learners who could afford to

contribute. We went to a second-hand book market and bought as many readers as

we could, which far exceeded the number of learners in the school. I also asked

publishers representatives if they could help us and they were very generous with

giving us old stock of readers. Two members of the class catalogued the books and

became our librarians. Learners borrowed books and wrote short reviews, which

were kept in our 'library' for others to read. One of the classes started a book club

where they discussed the books they had been reading. The next year, after I had

left, the classes organised another collection and bought more books.

Graded readers are an ideal way to introduce the idea of reading whole books to

learners. They specifically written (or adapted) with a limited language range for

different levels. They are often adaptations of well-known novels or films. They

usually contain a glossary of the more difficult vocabulary used, but they are

designed to be accessible without the need of a dictionary. They may be graded

according to lexis, grammatical structure and cohesion. Many graded readers come

with ready-made worksheets, which may be exploited in class or used for self

access. For higher levels you may want to try using books written with native

speakers in mind. It is important to choose, or help your learners choose, texts which

are at an appropriate level for them as it can be demotivating to tackle a book which

is too difficult. Another factor when selecting texts for your learners to read is whether

the book will actually interest them or not. Where possible, then, learners should be

involved in selecting something they would like to read.

Books enjoyed by the whole class have enormous potential for classroom activities.

Here are just a few possibilities:

Lexical development

Discussion

Prediction

Summarising
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Analysing characters

Plot analysis

Exploiting relationships with the theme

There will be further discussion of readers in Unit 6 Section 2.

Recommended reading:

Greenwood, J. 1988, Class Readers Oxford University Press

Duff, A & Maley, A. 1990,Literature Oxford University Press

Internet Resources:

Bibliomania: http://www.bibliomania.com

Shakespeare: http://www.library.thinkquest.org/19539/front.htm

Appendix 16: Video

Video used in language classrooms provides a more realistic alternative to audiotapes

to help improve listening techniques. As in most cases in real life situations we

have visual clues to help us determine the context; the aid of facial expressions and

gestures (paralinguistic features) mirror real communication. Video can bring the real

world into the classroom in a way that is difficult to replicate using other media.

Furthermore, learners find the use of video both motivating and very often

entertaining.

There are many sources of video material:

Video produced for the ELT classroom

Films

TV Series

TV Adverts

Sports programmes

The News

Documentaries, soap operas, in fact any made- for-TV programmes

The Internet

Videos made by learners and teachers

There are several advantages to using video materials prepared for the ELT

classroom: They are often designed to support coursebook content; they are graded

for use and are often short in length enabling intensive exploitation; They generally

come equipped with activity books, teacher’s notes and transcripts. On the other

hand, they may well lack authenticity and may not offer the learner the opportunities

for training they need to enjoy TV and films in the way that real video extracts can.

Here are some possible activities to use with video:
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1) Prediction

Viewing with sound only

Viewing with picture only

Viewing backwards

Analysing body language and gesture

2) Making your own videos:

Video diaries

Job interviews

Role Play

For correction purposes

Project work

3) When using video be careful of the following:

Always check your equipment before the lesson.

Use only short segments of recorded material; 15 minutes is probably the

absolute maximum if you are using material intended for native speakers.

If you are recording material from TV check that your organisation has a

copyright agreement with the channel concerned

Internet Resources:

StreamSearch.com has a library of audio and video files. You will need Real Player

to access them.

http://www.ss.com/homepage.asp

Transcripts sites

Script-O-Rama http://www.script-o-rama.com

Recommended reading:

Cooper, R. Lavery, M. & Rinvolucri, M. 1991 Video, Oxford University Press

Viney, P. 2000 Non-Authentic Video for ELT, The Language Fun Farm

http://www.teflfarm.com/teachers/articles/0/video.htm

Appendix 17: Newspapers

Newspapers are an excellent, cheap and often readily available source of authentic

reading material. English language newspapers are generally available around the

world and many countries have their own English language newspapers.

Newspapers contain topical, relevant and interesting information and also contain

many clues to countries' attitudes and prejudices making them an invaluable

resource in the language classroom. They are something which learners are familiar

with, albeit in their own language.
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English language newspapers provide a rich source of examples of collocation. Just

try looking at an article about a recent survey or report and you will find many

phrases that can be exploited for lexical development. They can also provide

excellent material for studying cohesive devices and other discourse features.

When we think of newspapers we often only think in terms of articles. These are what

make up the bulk of the newspaper but we shouldn't ignore the following as

potentially very useful:

Photographs

Cartoons

Letters

TV schedules

Weather forecasts

Advertisements

Features

Some typical activities to use with newspapers:

Finding text types; brainstorm a list of what a newspaper contains then ask

learners to look for them.

Writing a letter to the editor.

Matching pictures to stories.

Predicting stories from pictures.

Writing captions for pictures.

Analysing headlines.

Writing headlines.

Discussing stories.

Role playing stories.

Comparing stories between newspapers e.g. to compare styles or bias.

Answering advertisements.

Re-ordering texts.

Following stories.

If you are thinking of reproducing items from a newspaper you should check that you

or your organisation has the necessary copyright clearance. It is also worth noting

that photographs appearing with stories generally have a separate copyright.

Internet Resources:

News Central http://www.all-links.com/newscentral/

Yahoo! Headlines http://headlines.yahoo.com
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The Independent http://www.independent.co.uk

The Guardian http://www.guardian.co.uk

Daily Telegraph http://www.telegraph.co.uk

The Washington Post http://washiingtonpost.com

Toronto Globe and Mail http://www.globeandmail.com

Sydney Morning Herald http://www.smh.com.au

Christchurch Press http://www.press.co.nz

Recommended reading:

Grundy,1993 Newspapers, OUP

Hardy-Gould,1999 Read All About It! OUP

http://www1.oup.co.uk/elt/magazine/issue_11/article/article.html

Appendix 18: Music and Song

The vast majority of us would agree that we like some kind of music and it can be a

motivating resource in the ELT classroom, whether to create atmosphere or to be

exploited for listening skills. It has also been proven that listening to music can

stimulate 'right' brain activity and in itself act as an aid to learning. Furthermore, some

people have a high degree of musical intelligence and/or an aural learning style, in

which case they will find listening to songs and music enhances their learning.

Pop music often reflects the language of the 'street' which we may not consider to be

grammatically correct. While some teachers may feel disturbed by this, it is authentic

language and such lyrics can provide a useful resource for discussing the differences

between these and more standard English.

Another important point to consider is who chooses the songs. It almost certainly

shouldn't always be the teacher and if possible learners should be encouraged to

select songs they would like to listen to.

Instrumental music can be used in the following ways:

Setting the scene, using famous music to lead into a connected topic

Creating moods e.g. relaxing or stimulating

Stimulating the imagination e.g. for descriptions, creative writing etc.

Providing a backdrop for creative visualisations

Introducing a video clip; the video is turned away from the learners’ and they

listen to the sound track

Here are some ideas for using lyrical music:

Gap fills: maybe focusing on one of the following; rhyming words, unstressed

words, content words

Writing extra verses
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Correcting false lyrics

Ordering verses

Matching/ordering pictures to the lyrics

Marking stress

Underlining unstressed words

Analysing rhythm

Analysing repeated grammatical structures

Singing along

Discussion of lyrics

Role play

Comprehension questions for gist and/or detail

Designing and accompanying music video

As with all authentic materials you should check that you have permission to

reproduce lyrics and to play the music concerned.

Internet Resources:

The International Lyrics Server http://www.lyrics.ch

BBC Radio 1 http://www.bbc.co.uk/radio1/

StreamSearch.com has a library of audio and video files. You will need Real Player

to access them. http://www.ss.com/homepage.asp

Recommended reading:

Murphey, T. 1992 Music & Song, Oxford University Press

Sanderson, P. 1998 Music and songs in the classroom: making choices, MET

7/2

Brown, P. 1998 The sound of music, MET 7/3,

Appendix 19: Using Visual Aids

It is probably a good idea to define straight away what ‘visuals’ and ‘visual aids’

mean. ‘Visual aids’ are traditionally taken to mean mounted pictures and drawings,

but ‘visuals’ is perhaps a more useful term, signifying all the ways in which the visual

sense can be exploited to aid and enhance learning. At its broadest, this term covers

the full spectrum from pictures, at one extreme, through non-pictorial aids such as

the board, the teacher and other students in the class, to video and computer

screens at the other.
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Types of Visuals

Pictorial

Flash cards

Pictures

Wall charts

Non-pictorial

‘Realia’ i.e. real objects

Menus, maps, etc.

Grids, graphs, tables

Mapped dialogues, role cards, etc.

White board

Mime/gestures

Cuisenaire rods

Slides

OHP

Video

Computers

Reasons for Using Visuals

Some of the advantages of using visuals are:

1. They can help to get across meaning (e.g. vocabulary items) or clarify

complicated points.

2. They work particularly well with learners who rely on visual clues to aid their

understanding.

3. They can make things more memorable.

4. They can stimulate the interest of the learners.

5. They can focus and keep learners’ attention.

6. They are a non-verbal stimulus and therefore reduce TTT (teacher talking time).

7. They can be used to increase STT (student talking time).

8. They can save time and effort, e.g. no need for lengthy teacher explanation

9. They can add variety and fun to lessons.

10. They can bring the outside world into the classroom (e.g. Realia) and add realism

to role-plays (e.g. tickets, money, hats, menus etc).
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11. They can be used to set up communicative activities, e.g. information gap,

communication games, etc.

12. They are flexible - they can be used at different levels for a variety of purposes,

e.g. for setting the scene, presentation, controlled practice, discussion, in fact at

almost any stage of a lesson.

13. Pictures are readily available and drawings can easily be made wherever you are

teaching.

14. They are readily available in course books for exploitation.

15. They can be used for exam preparation. Cambridge exams use photographs as

part of the oral interview.

When using visuals some points need to be kept in mind:

Avoid small, cluttered, black and white pictures, unless they are to be used for

pair work or small group work.

Show cultural sensitivity, e.g. do not use pictures of semi-naked people or

alcoholic drinks in certain countries.

Make sure everybody can see and has seen the visual before asking questions

about it.

Don’t under-use them (i.e. exploit them fully by using them for pair work etc).

Uses of Visuals

a) Introducing New Language

Visuals can be used when introducing grammar, vocabulary or functions. They can

serve the following purposes:

To set the scene/establish a context for new language, e.g. via pictures,

drawings, wall

To establish the characters involved, real or fictitious.

To establish a story line

b) Practice

Clearly one piece of visual material can be used in a number of different ways, from

presenting new language to stimulating discussion, though some may lend

themselves more readily to certain activities. In looking at the use of visuals in

various practice activities it is therefore necessary to think about how the material

can be exploited, rather than the material itself.

E.g. Picture: a greengrocer’s shop showing various piles of vegetables with price

signs.

This could be used in a number of ways:

1. To present vocabulary: a lexical set of vegetables

2. To present question forms: What is this? / are these?

3. Controlled Practice: T-S, S-S question and answer practice
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4. Further Practice: guided role-play between customer and shopkeeper

5. Freer Role-play: “You bought some of these vegetables but the tomatoes are old

and bad. Go back to the shop”.

c) Receptive Skills

Visuals can be used:

To establish the situation or context

To generate interest and motivate students to want to listen/read

To encourage prediction

Here are some activities that could be used with reading or listening:

Matching pictures to descriptions

Finding differences between pictures and their descriptions

Following directions on a map

Completing grid/charts

Arranging objects as described

Sequencing events

d) Phonology

Mnemonic pictures e.g. bee /i:/

Pictures for minimal pairs (‘ship’ and ‘sheep’ etc.)

Pictures to practise/check sound recognition by learners

Representation of the mouth

Phonemic chart

It is best if visual aids such as pictures and drawings are made to look as

professional as possible e.g. mounted on card and laminated. They will also last

longer this way. One of the best ways of collecting and storing visual materials is to

organise them into topic areas or lexical sets.

Recommended Reading:

Wright, A. 1989 Pictures for Language Learning, Cambridge University Press

Wright, A. 1984, 1000 Pictures for Teachers to Copy, Collins ELT

Appendix 20: The White or Black Board

The board is one of the most flexible aids available to both the teacher and the

learners, especially in a low resource context, but if it is to be a successful visual aid

the work needs to be as carefully planned and organised as any other aspect of the

lesson. A cluttered board has no visual appeal, and even less educational value.

Therefore it is necessary to think in advance about:
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When to use it in the lesson

The precise aim of its use at given points in the lesson

The best layout and organisation to achieve this aim

When you want learners to copy from it

Here are some potential uses of the white board:

To represent meaning visually via time lines/pictures/diagrams/drawings etc.

These may be the chief ways of getting over meaning, or they may support one

another, or they may supplement a verbal explanation.

To represent form visually, e.g. boxes to show the relationship between Q & A, or

passive and active form; substitution tables; exposition of a structural rule; etc.

To clarify difficulties with recognising the written form in its spoken version

especially where students are more used to the written word than the spoken

word, e.g. by showing where contractions/elision/assimilation/liaison, etc. occur.

To visually reinforce stress and intonation patterns, e.g. with boxes and arrows.

To introduce the lower level elements of the writing skill, e.g. spelling,

punctuation, use of capitals, etc. by highlighting these where relevant.

To help students relate pronunciation to spelling, e.g. by eliciting orally practised

examples for the white board and following with a short spell of reading aloud.

To provide a source of reference for students during oral or written activities, e.g.

model sentence/grammar rule/stress in vocabulary/vocabulary items.

To provide cues or prompts for written or oral practice.

To give learners clear and useful written records of class work for reference/

home/study/revision.

To set up situations/set scenes for dialogues, etc.

To summarise in an organised way the results of analysing language in

texts/role-plays/exercises.

To clearly categorise forms for different functions/relevant vocabulary for

discussion and role-plays.

To provide a change of pace and/or focus, by centring students’ attention on the

board after group or pair work.

To mark different stages in the lesson.

To use for writing up mistakes and asking learners to correct them.

Points to consider:

Decide which of the above uses you exploit most. Are there any you could exploit

more?

When/why do you choose to use the board to provide cues/prompts as an

alternative to other ways of prompting learners?
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What difference does it make if you put examples for discussion (e.g. contrasting

structures) on the white board instead of giving learners individual photocopies?

Consider: (a) focus (b) Group dynamics.

How often do you get the learners to write on the white board? What are the

advantages and disadvantages of doing this? (Remember that learners may not

be used to writing on the board, that it may make them anxious, and that it will

certainly take them longer than you as a result).

Some suggestions for polishing up your white board work:

1. Stand back from your white board work occasionally and look at it from the

learners’ point of view. Ask yourself the following questions: Is it visually

appealing? Is the main purpose clear? Is it obvious what you are doing at any

given stage in the lesson? Would you like to be on the receiving end of your white

board work? If not, why not?

2. Look in the learners’ books and see how it transfers to them. (This is particularly

important at lower levels where there is more interference from L1 and they tend

to write what they think they’ve seen). Will what they have copied down help

them when revising/referring/studying? If not, what changes could you make in

your white board work to ensure that it is helpful as a record of class-work?

3. Be brave and ask for learners’ comments on your board work. They may well

have suggestions as to how you could make it clearer for them.

4. Clean the white board once you move on to another stage of the lesson. NB It is

important to give learners time to copy, then you can clean the white board and

move on. The learners have their record for that part of the lesson and you have

a clean white board for the next part. This also means that learners are not

distracted by white board work that is no longer relevant, and they understand

that this indicates a change of activity or a change of focus in the lesson.

5 Divide the board appropriately according to the main aim of the board work. It’s

very easy when eliciting to end up with a very confused and confusing layout.

Therefore decide in advance where you will put what and stick to your plan. It’s

preferable to incorporate learners’ suggestions into an existing layout, than let

their suggestions dictate the layout.

6 Use headings/titles to categorise language work, e.g. ways of apologising,

theatre vocabulary. These help students locate information when they need to

refer to it later or revise.

7 Concentrate on board work in planning your lessons over a period of, say, a

week. Predict all the stages where you will make use of the board, and plan the

layout for each stage. Refer to these plans during the lesson.

8 Plan board work for vocabulary lessons as carefully as for structure lessons.

Think about the best way to remind students of a) meaning b) style c) part of

speech d) relevant grammar e) word stress. Is a self-explanatory sentence best?

(E.g. The watch never went wrong because it was very reliable) or a scale? (E.g.

anxious –worried- panic-stricken). Would accompanying drawings help? Maybe

different categories, e.g. professions divided up into scientific/artistic/manual/etc.

9 Get into the habit of automatically marking word stress when writing up lexis that

has cropped up. It only takes a second to elicit and mark and draw learners’

attention to it.

The Distance DELTA

Unit 7 Section 1 52

10 Use different colours to underline/box/mark stress and weak forms, highlight

parts of speech, etc. One idea is to be consistent in the colour you use according

to the type of rule you want to highlight, e.g. always use blue for rules of form, red

for pronunciation, etc.

There are lots of ways in which with a little thought we can exploit the board more

usefully. The basic points to remember are:

Think of it as a visual aid and give your board work visual impact.

Look at your board from the learners’ point of view.

Include board work in your lesson plan whatever kind of lesson it is.

Clean the board frequently.

Plan your board work in advance and if necessary include it in your lesson plan.

Remember learners are likely to write down whatever you write up. In the world of

computer programming the principle is “Garbage in, garbage out”. Think about this in

relation to your board work and what your students get from it. As a general rule, be

firm about when and when not your board is for copying down; but do be sensitive to

the needs of graphically-oriented learners for whom the written work may be a source

of confidence and security in their learning style. Remember that many learners will

hold the view that everything you write on the board should be copied down.

Appendix 21: Cuisenaire Rods

Cuisenaire rods are pieces of oblong plastic or wood in varying colours and lengths.

They were invented by a Belgian teacher (Georges Cuisenaire) for the teaching of

basic mathematical concepts. Since then they have been used to teach many

different subjects including language. They are particularly useful for learners who

have a strong visual or kinaesthetic learning style.

Here are some activities for using rods:

Illustrating word order: different colour rods can be used to represent different

parts of speech.

Practising imperatives: learners make an arrangement using rods and then give

instructions to a partner on how to copy it while hiding their own arrangement.

Prepositions of place as above.

Word stress: rods can be used to symbolise syllables and a different colour to

show the stressed syllable.

Sentence stress: different colours can be used to show stressed and unstressed

words.

Story prompts: tell a story using different rods to represent people, objects and/or

places and the learners retell the story.

Vocabulary prompts, e.g. the teacher builds a model of a living room and uses

different rods to represent different items of furniture while drilling the class, then

recycles the target vocabulary by picking up different rods and asking the

learners what they represent.
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Graphs and charts, different length rods can be used to illustrate the language of

graphs, charts and trends by placing them side by side.

Appendix 22: Projectors

The Overhead Projector:

Advantages

Disadvantages

1. Can write/use facing class (contrast to

board).

1. Mechanical problems: they can be

difficult to get working, focus and

so on.

2. Can use with lights ON.

2. Prone to bulb failure.

3. Clear/large focal point (good for large

classes).

3. Need for special pens.

4. Variety

4. Sometimes difficult to blow-up

pages of a book.

5. Can be changed/added to in front of class.

5. Expense

6. Impromptu writing/drawing

6. They generate heat and may cause

problems with reflection on a shiny

surface.

7. Can be used with pre-prepared

transparencies.

8. Flip-over transparencies to build up picture

(picture compos ition) or writing (correction).

9. Material can be re-used.

10. Time saving, especially for correction

purposes/instructions/lay-outs/diagramsall

of which can be done in advance.
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The Data Projector

A data projector is an electronic projector that is plugged into a computer. Data

projectors will probably become the presentation tool of choice in schools given the

funding to buy them although at present many will find them prohibitively expensive.

They can be used for the following:

Brainstorming ideas using a word processor

Power point presentations

Exploiting Internet sites for whole class presentation

Using in the same way as a board but being able to print off the results for direct

use by the learner

A professional presentation tool for learners to use with class presentations

If you are lucky enough to have one in your school, experiment with it by trying some

of the above.

Appendix 23: Using ICT and CALL

Integration

"Technology has the power to improve teaching and learning,

but it can also make a teacher's life more complicated.

Therefore, each resource should be examined for its unique

qualities and potential benefits for teachers and students.

Teachers should not use a tool simply because it is new and

available - each integration strategy should be matched to a

recognized need. We do not oppose experimentation but we do

advocate informed use."

Robyler & Edwards,2000 Integrating Educational Technology

Into Teaching, Prentice Hall

The key word when using ICT in the classroom is integration. When teachers first

become aware of new technologies they may overuse them and not consider them

critically in the same way that they consider other classroom resources. We would

not show our learners a full-length feature film in a lesson and we would not take in a

pile of grammar books and ask learners to find some exercises to do. If we did we

would be failing in our duty as teachers and our learners would have serious cause

for complaint. Of course, this situation does not only apply to ICT but could be the

case with the use of other new, unfamiliar teaching resources as well.

Some possible pitfalls are:

Asking learners:

To search for a topic area without considering if they have the relevant general

and technological skills needed for research.

To do exercises using CD-ROMS without proper attention to introduction (to the

instructions, for example) and feedback.

To correspond with other learners without a clear task in mind.
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To use computer skills that they may not possess.

Good practice involves:

Clear lesson and stage aims.

Realistic tasks in terms of time available.

Making sure learners have the requisite technical skills before they begin.

Making sure learners stay on task.

Having a contingency plan in case of technological problems.

Checking equipment and in the case of web sites the site itself before a lesson.

Ensuring that learners can view materials on the web critically if they are doing

research.

While using new technologies in our lessons we should be careful not to lose sight of

basic teaching principles. We must have a good reason for incorporating ICT and

lesson aims should remain clear not only to ourselves but also to the learners.

Word Processing

For those who don't know, a word processing software program is one which is

designed for writing and manipulating text. The most common use is for writing

documents such as letters and reports. You probably use one regularly.

The most obvious use is to integrate word processors into process writing removing

the need to spend time drafting and redrafting by hand. It could be argued that at

present learners have to write compositions by hand in exams. Nevertheless, in the

real world many learners will use a word processor for writing texts in English such

as business correspondence and personal emails. In English, word processors can

provide the following advantages:

Immediate editing facilities e.g. deleting and inserting text/pictures/tables,

changing fonts, using different colours and features such as bold and underline

to highlight text

Spell checking

Punctuation checking

Grammar checking

Cut, copy and paste facilities

Word count

Novelty value, something different from writing on paper

Presentation can be made to look professional by everybody

You may already be receiving homework by email or on disk with the potential for

electronic marking of learners’ work. This allows learners to incorporate corrections

relatively painlessly without having to rewrite everything by hand. In addition, this

could be used in an ongoing project based in a computer room with multiple work

stations, if you are lucky enough to have one. Electronic marking can make use of

the following features:
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Highlighting comments

Changing colour to track changes

Footnotes

There are many uses for a word processor in learning English. Try the following:

Teacher Learner

Spelling Changes a text. Corrects text with deliberately

misspelled words.

Spelling Uses the ‘Find and Replace’

feature to hide / substitute

certain letters.

Corrects text with selectively

misspelled words.

Punctuation Remove or change

punctuation: Tip: In Microsoft

Word, hold down the Shift

key and hit F3 to see various

punctuation options with

selected text.

Adds capitals, or other punctuation to

a text.

Lexis Removes e.g. all adjectives

from a text or prepares a text

specially.

Can be done on a gapfill

principle i.e. leaving a

physical gap or as an

enrichment exercise.

Either fills gaps or embellishes the

text according to the exercise type.

Reordering Takes a given or specially

prepared text and uses the

‘cut’ and ‘paste’ facility to

reorder the text generally or

remove selected sentences

and place out of context. To

improve understanding of

discourse markers.

Reorders the sentences and

reconstructs the original texts.

Summary

writing

A process which seems

made for word processing:

Identifies key information

(highlights in bold or

different colour or

underlines).

Reduces to note form.

Produces increasingly refined drafts

saving old drafts for later analysis.
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Recommended reading:

Jarvis, H. 2000, The changing role of computers in language teaching and the

case for ‘study skills’, MET 9/1

The Internet

In this section we will look at exploiting the Internet in the ELT classroom. We will

start by considering how best to find the information we need and then go on to how

we can evaluate web sites for teaching purposes. After that we will consider how we

can exploit the www as a tool for communication, followed by some addresses for

useful web sites for teaching and learning.

Searching

Teachers may want to search the Internet to find good, authentic up-to-date

supplementary materials to be used to support coursebooks and also to use in web -

based lessons. Learners can be asked to search the Internet for research purposes

possibly in the form of project work or to achieve a specific task e.g. plan a two-week

holiday in the USA, choose a sport and prepare a ten- minute presentation for the

class or prepare a poster presentation about your favourite film star.

One of the greatest advantages of the www is the amount of information it holds; this

could also be considered a serious disadvantage. Just searching Altavista

(http://altavista.com ) with the term EFL, turned up 108,000 references. It is possible

to waste a lot of time searching so it is best to be as specific as possible when

entering a search term. It is also a good idea to experiment with different search

engines, the tools that help you search the Internet.

A list of search engines and how they work is included in Appendix 24. Do

experiment with these and you will find that they can save both you and your learners

considerable time.

Recommended reading:

Teeler, D. & Gray, 2000 How to Use The Internet in ELT , Longman, Chapter 3

Windeatt, S. Hardisty, D. & Eastment, D. 2000 The Internet, Oxford University Press

Site Evaluation

So, let's assume you have found a site, which matches the topic you are looking for.

As we pointed out before one of the beauties of the www is that anybody can publish

anything but this can also be a curse. What we as teachers presenting authentic

material for our learners must do is to evaluate this material, as we would any other,

for suitability of use in the classroom. Learners will also need evaluation skills,

especially if they are using Internet materials for project work.

The following criteria for evaluation are based on Eastment, 1998,Quality Sites on

the World Wide Web. Where are the good web pages? MET 7/2. It may be that

only some of these criteria are relevant to the site being evaluated.

Aim

This may be self-explanatory but it is not always obvious to the casual surfer. This

can be for a number of reasons:

The aims of the site/page are not clearly stated.

The site/page does not achieve its aims.
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The true aims are hidden (product promotion, indoctrination etc.).

Accuracy

This concerns the following:

Spelling mistakes

Grammatical mistakes

Content

Authority

This relates to the author and publisher of the Web site:

The credibility of the publisher

The credibility of the author

Currency

According to Eastment this relates to:

The date the site was created/last updated and whether this is stated or not.

Depth

The size of a web site is difficult to gauge, but it is an important consideration when

evaluating web sites.

The amount of content provided

Design

This can be divided into a number of categories:

The speed of download

The ease of navigation

The colour scheme

Compatibility

Regularity of update

This may appear to be repetition of currency but in fact currency simply relates to the

age of the document being clearly stated. This category is more applicable to sites

that should be providing up-to-date content such as news sites.

Example Web Site Evaluation

Name and Web Site Address

Epicurious http://www.epicurious.com
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Aim

A site about food and drink with recipes

Accuracy

Good, accurate language. American English.

Authority

Produced by Conde'net who own a number of food and drink magazines.

Currency

N/A

Depth

Vast amounts of information and lots of layers to this site so can be difficult to find

your way around.

Design

A very busy home page which appears quite cluttered.

Regularity of Update

Yes, it's updated regularly.

Other

Great cooking technique videos which could be used for listening practice.

Communication Using the Internet

In the past language learners were only able to communicate with native speakers

and other learners by post or in the form of pen pal letters. The Internet has opened

up a whole new realm of possibilities for finding information and communicating with

people across the world with communication being much quicker and in some cases,

as in chat, being synchronous, and instantaneous. That is not to say, however, that

the same pitfalls of pen pal projects do not apply. Collaborative learning projects,

those requiring the collaboration of learners and teachers through time and space

rely on good organisation and need the will and interest of the participants to go the

distance. It will be up to the teacher(s) involved to keep up the interest and motivation

of the learners. If one or more participants drop out of such a project then it can

mean failure.
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Good organisation means the following:

Finding people to communicate with.

Setting times when people will be available to communicate. If the

communication is synchronous then you need to be aware of possible time

differences, maybe you should agree on using GMT as a reference point. If the

tasks are asynchronous, delayed communication, then set a time for messages

to be replied by.

Setting realistic, interesting tasks.

Setting limits on the number of interactions needed to complete the tasks.

Follow- up activities to report on the task.

Having a contingency plan if people drop out of the project, maybe by

communicating in pairs/groups rather than individuals.

The most obvious tasks are those which involve some kind of cultural exchange e.g.

comparing food and drink, education, free- time activities, home towns, festivals and

celebrations etc.

The main methods of communication through the Internet are the following:

Email: There are many sources of free email addresses available but you should

be aware that they are generally not secure and you may end up receiving

unsolicited mail including that of an offensive nature. If you want to use email in

the classroom you may have to set up a list of addresses ready for your class to

use.

Internet resources:

Yahoo! http://www.yahoo.com

Eudora http://www.eudora.mail.com

Hotmail http://www.hotmail.com

Discussion Lists: Discussion lists are generally set up with a particular topic or

group of people in mind. When you send an email to the discussion list it goes to

every member of the group; with a good Internet connection it may be almost

synchronous. One of the most popular is Egroups and it would take you about 15

minutes to set one up for your classes as long as you have their email addresses.

Discussion lists are generally 'closed' and you have to apply to join them.

Internet Resources:

Egroups http://www.egroups.com

LaTrobe University, send a blank email to announce-sl@latrobe.edu.au

Moos: Moo stands for "Multi-user domain, Object-Oriented." Early multi-user

domains, or "MUDs", began as net-based dungeons-and-dragons role-playing

type games, but MOOs have evolved from these origins to become fascinating

and engaging online communities. These are social environments in a text-based

virtual reality where people come to chat with friends, meet new people, and help

build the MOO. Users (sometimes called players or characters) connect from

anywhere in the world and are able to communicate with others in real time (as
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opposed to the delayed communication of e-mail). Another advantage is that they

are often monitored and if users are behaving inappropriately they can be

removed. The most famous MOO for English language learners is Schmooze

University, which gives learners an opportunity to practise their English in a

supervised environment. One disadvantage is that there are various MOO

commands which you need access to in order to use the MOO effectively. It's a

good idea to print these out and give them to your classes before they attempt to

use the environment.

Internet Resources:

Schmooze University http://schmooze.hunter.cuny.edu:8888/

Moo commands http://www.hunter.cuny.edu/ieli/commands.htm

Chat: Chat rooms provide the learner with a possibility of communicating in ‘real

time’ rather than having to wait for a reply as in email. People using chat are

connected to the Internet at the same time and can answer (if they choose to do

so) immediately. One of the most important considerations when using chat is to

find a safe environment for your learners. A lot of chat rooms are frequented by

some pretty unsavoury characters. Some web sites incorporate chat rooms and

do not need special software such as IRC Internet Relay Chat. Of course, if you

choose to use chat in the classroom you will have to find other people to chat

with, not necessarily with each other, and a meaningful task with justifiable

linguistic aims.

Internet Resources:

Dave's ESL Café Chat http://www.eslcafe.com/chat/chatpro.cgi

Yahoo ESL Club http://clubs.yahoo.com/clubs/englishasasecondlanguage

Recommended reading:

Linder, D. 2000, Making e-mail exchanges really work, MET 9/3

Web Sites For ELT

These are sites designed for teachers and learners of English to use. They can

contain some well thought out material but they can also contain a lot of material you

would not consider being of sufficient quality to use in the classroom, or out of it. You

should approach ELT sites with the same caution you would any other web site (or

indeed any other teaching material) and evaluate it according to the principles we

mentioned before. However, there are some very useful sites and here are a few to

take a look at.

Tefl Farm, a site for teachers mainly to discuss methodology and ideas,

http://www.teflfarm.com/

Flo -Joe, a site for CAE and FCE http://www.flo-joe.co.uk/index.htm

Daves ESL, a long established site for teachers and learners,

http://www.eslcafe.com/

Discovery, a great site for materials creation,

http://school.discovery.com/teachingtools/teachingtools.html

Enchanted Learning, designed with young learners in mind but could be useful for

lower levels, http://www.enchantedlearning.com/
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The British Council, a site for learners, http://www.learnenglish.org.uk/

Recommended Reading:

Windeatt, Hardisty & Eastment, 2000 The Internet, Oxford University Press,

Appendices D & E

Teeler & Gray, 2000 How to Use The Internet in ELT , Longman, Appendices C & D

CD-ROMS

I am assuming that as you are doing this course you have at least used the Distance

DELTA CD-ROM. You may well have used others with your learners. If you are

fortunate to have access to a computer room you may already be using CD-ROMS

with your classes. Moreover, you may have a self-access centre where learners can

access them for self-study. Samples of CD-ROMs can often be obtained for

evaluation purposes from publisher's representatives and I would advise you to ask

them for these.

CD-ROMS for use in the EFL classroom fall into the following categories:

General English e.g. Tense Buster, Clarity Language Consultants

CDROMS produced with other purposes in mind

Dictionaries e.g. Longman Interactive English Dictionary

Reference e.g. Encarta Encyclopaedia, Microsoft

Simulations e.g. Who is Oscar Lake? LPI

ESP e.g. M-Power Your Business English, International Business Images

Authoring e.g. Exercise Generator Plus, Clarity English Software

Assessment e.g. English Assessor, Vektor Multimedia/ BBC English

Complete courses e.g. BBC New English Course, BBC English

CD-ROMS can offer all the advantages of multimedia learning:

Video

Sound files for listening and phonology

Interactive exercises

Feedback, although not qualitative

In addition to these benefits they encourage learner autonomy and learners may

repeat exercises they are unsure of. Unlike the Internet they do not rely on transient

conditions in the WWW and are therefore less of a risk when lesson planning.

However, they are expensive, and there can still be problems with computers

crashing.

Recommended Reading:

Sharma, CD-ROM: A Teachers Handbook, Summertown Publishing, 1998
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Concordancing

A concordance is a list of words derived from a corpus, a body of text, and the

contexts in which those words occur.

The first concordances were developed for the study of the Bible and the works of

Shakespeare. Concordancing was a very time consuming and labour intensive

business until the advent of computers. However, computers have made the analysis

of text an everyday reality.

Concordances can be used for the following in the language classroom:

Creation of word lists

Analysis of word frequency

Study of collocation

Looking at different meanings of words in context

The results will depend on the type of corpora used:

Individual texts e.g. Short stories, poetry

Specialist corpora e.g. business letters

General Corpora e.g. all kinds of texts

Many learner dictionaries have been produced using general corpora, these have

allowed them to reflect the way that words are used in the real world and the

frequency with which they occur.

You could create your own corpus or you could use one that is available

commercially such as the British National Corpus, or Cobuild direct.

The Intermediate Choice, Mohamed & Acklam, Longman, 1995 is an example of a

coursebook whose writers used concordancing. Look at pages 79 and 115.

Recommended reading:

Tribble & Jones, Concordances in the Classroom, Longman, 1990

Willis, A Framework for Task-Based Learning, Longman, 1996, Creating a

Pedagogic corpus

Internet Resources:

For a demonstration try this site:

Collins Cobuild http://titania.cobuild.collins.co.uk/form.html

Or the British National Corpus http://info.ox.ac.uk/bnc/getting/sampler.html

Software Purchasing

Let us conclude this section with a brief discussion of issues regarding software

purchasing. Although it is possible to do a lot of CALL with very little in terms of

software, it is obviously possible to do much more with some investment.
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You should always:

Try before you buy. It is generally possible to get sample copies of CD-ROMS

and programs to test before you commit yourself.

Where possible ask colleagues if they have used the software and for their

opinions.

Always ask for the price for educational organisations.

Ask for the price for network licenses. The price goes down according to the

number of computers it is installed on.

Make sure the software is compatible with your computer system. If you are in

doubt ask your Systems Administrator.

Investigate the possibilities of free downloads from the www.

Internet Resources:

For free software:

http://www.download.com

http://www.twocows.com

http://www.cnet.com

Appendix 24: Useful Search Engines

Type: How they work

Index or spider (engine)

www.ragingsearch.com

www.altavista.com

www.webtop.com

www.northernlight.com

a A piece of software called a spider indexes the content

of sites it processes by building an index of words

found in each page and assigns a relevance weighting

to each. The term you search for is compared to this

database and a list of sites is returned in order of

perceived relevance e.g. keyword frequency. Usually

offer advanced searching.

Subject directory

www.yahoo.com

www.excite.com

b Web sites are categorised librarian style into pre-set

categories according to page title, URL text or specific

content labels embedded in the page/site. Good for

searching broad subject areas. Category headings

sometimes as useful as actual hits.

Relevance engine

www.google.com

c A relatively new type of search engine. It returns the

URLs of the sites which most other sites have linked to

for the type of information queried. e.g. if you search

for ‘migraine relief’, Google searches for sites which

say “for more information about migraine relief click

here” and give you the list of the sites more referred to
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for this topic.

Meta search engines

www.alltheweb.com

www.metacrawler.com

www.dogpile.com

d Searches other search engines and often provides a

very quick picture of good information sources

available for this topic but ... restricts you in search

syntax, doesn’t allow much refining if at all and

displays less information about its results than spiders

and subject directories.

Natural Language

Processing (engine)

www.askjeeves.com

e 1. Encourages you to ask properly phrased question.

e.g. “Where can I find information about..?”

2. Tries to clarify your query with ‘question and

answer’ interaction.

3. Performs a meta search and returns results in

friendly format.

Specialist engine

www.findlaw.com

www.themedengine.com

www.thelawengine.com

f Specialist subject directories / indexes which offer

greater in-depth coverage than a general source.

Increasingly common and popular.

Reviewed directory

www.britannica.com

www.bbc.co.uk/webguide

www.looksmart.com

www.about.com

www.clearinghouse.net

g A subject directory of sites which have been assessed

for usefulness, reliability, authority etc. Some of these

sites will also provide links to suggested resources

such as newspaper or encyclopaedia articles.

National engine

www.yahoo.it

www.ole.es

h Local versions (language and coverage) of dotcoms or

national only engines. If the information sought is local,

you might be better off searching for it locally.
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Materials and Resources

Summary

In this section we will investigate the use of teaching materials. These will include

both materials published with ELT in mind (e.g. Headway Intermediate Coursebook)

and authentic published materials (e.g. The News recorded from the BBC World

Service). We will consider the historical significance of the materials and resources

currently available to teachers, and the principles underlying their use. We will

explore ways in which teaching materials can be evaluated in terms of usefulness in

different teaching contexts, and how they may be exploited, adapted and

supplemented. We will also be looking at the aids and equipment which may (or may

not) be available to us as teachers (e.g. white / black boards, video and tape

recorders), and different ways of using them. You will discuss possible criteria for the

evaluation, selection and use of different materials, and apply these to materials and

equipment available to you in your current teaching situation.

Objectives

By the end of this section, you will have:

Broadened your awareness of available authentic published materials, as well as

those published specifically for English language teaching.

Discussed issues involved in the use of coursebooks.

Considered factors involved in evaluating materials and resources.

Practised evaluating materials in the context of your own teaching circumstances.

Explored the principles involved in exploiting, adapting and supplementing

materials for use with a group of learners you are familiar with.

Become aware of a range of resources and materials for further investigation.

Discussed the exploitation of different aids and equipment for teaching purposes.

Gained a clear idea of how to go about the assignment on Resources and

Materials.
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1. Historical Overview

There is a vast amount of English language teaching material available now, perhaps

more so than ever as a result of rapid developments with the Internet and the huge

coverage which this provides. This situation has not always been so. The

appearance of different types of material can be matched to historical developments,

both within English language teaching, and society in general. You might find it useful

to refer back to Unit 2 to remind yourself of some of these developments.

TASK 1: Testing Your Knowledge (15mins)

The following materials and activity types are widely used throughout the world in

ELT classrooms. Which theoretical approaches or historical developments

contributed to their use?

Cuisenaire rods

The use of authentic / semi-authentic reading and listening texts

Literary texts

Drills, possibly in a language laboratory

Newspapers

Coursebooks containing lots of functional language in dialogues

Dictation

Background music

Tape recorders for recording learners’ contributions

Learner training diaries

Games

Computers for transformational exercises

Video

Resource Packs

Learners as a resource

Readers

See Appendix 1.

It is important that, as teachers, we have a general understanding of the

development of materials in English language teaching. Our choices and decisions

relating to the use of resources and materials need to be underpinned by a

consideration of the thinking behind them, and the views of language and language

learning associated with them. It is not sufficient, for example, to justify the choice of

a classroom activity such as a board race, by saying that our learners like it, although
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this may be one factor in our decision to use it. We also need to know the answers to

questions like: What are the learners gaining from it? What are the principles

underlying its use? We will consider these issues further in subsection 4.

2. Coursebooks

There are enormous numbers and ranges of different types of coursebooks on the

market and there is considerable variation in the content and aims of different ones.

By coursebook, we mean a book or series of books which aims to deal with all

aspects of language and therefore to stand alone as a teaching resource. It will

almost certainly have been written for a specific level, and possibly also with a

particular language group in mind. It may well come as part of a set of books, with a

Student’s Book, a Teacher’s Book (containing guidance notes and procedural

suggestions, answers and so on), a Workbook (usually designed to be used to

provide extra practice / homework) and possibly a Test booklet, CD-ROM, video or

other additional and related material. Most coursebooks are designed to be followed

chronologically, to form a sequenced course of study (although most are also flexibly

written to allow the teacher to deviate from this sequence), in which language items,

practice activities and skills work are prescribed, or at least suggested, by the

author(s).

In your working situation, do you have a choice as to which coursebook to use? Do

you have to base your lessons around a coursebook? Or are you free to choose the

materials you use? Are you set concrete coursebook targets e.g. “By Christmas, you

should have completed Units 1 – 3”? There are probably aspects of your situation

which you are happy with, and aspects you would like to change. Whatever your

situation, you probably use coursebooks, from time to time, at least.

2.1. The Coursebook Debate

Teachers often have quite strong views about coursebooks. Do you have a favourite

coursebook? Are there certain coursebooks you would be very reluctant to use?

TASK 2: The Advantages & Disadvantages of Using Coursebooks

(20mins)

Thinking about your own experience, brainstorm as many pros and cons to using

coursebooks as the core of a course as you can.

e.g. Coursebooks can help to reduce teacher preparation time.

See Appendix 2.

Some teachers use a coursebook all the time and some teachers rarely use one,

most of us come somewhere in the middle. After doing a pre-service training course

such as the CELTA where they may have designed most of their own materials from

scratch, many new teachers feel that in some way it is a dereliction of their duty to

use the coursebook which is assigned to their learners. Having brainstormed this list,

where would you place yourself in this debate? Have your views on this changed

since you first started teaching? Are they also influenced by the views of your

learners and your employer?
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You have probably decided on a pragmatic line somewhere in the middle of the

coursebook debate i.e. there are valid reasons for using coursebooks, but they also

have weaknesses. As teachers we can often supplement coursebooks with other

materials to compensate for their weaknesses. These materials fall into 2 categories;

those written specifically for ELT and those written for other reasons. We will be

exploring these materials later in this section.

2.2. Evaluating Coursebooks

It is easy to make sweeping statements about why we like / dislike particular

coursebooks, but it is important to evaluate them as objectively as possible,

considering a range of factors. These factors broadly relate to:

1) The material

2) The learners

3) The teacher

4) The teaching/learning context
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TASK 3: Important Factors in Evaluating Coursebooks (45mins)

In this task, you will devise a questionnaire which you could use to evaluate

different coursebooks.

1) Think of a coursebook you know well. This could be a coursebook you

like very much, dislike, or feel ambivalent about. Consider carefully why

you feel the way you do about it. For example “The layout is confusing”

or “I hate the visuals because they’re so dated” or “The listening texts

are great because they are authentic”. Now try to look for general

principles, for example “The layout is confusing, so I believe visual

clarity is important.” Spend only 10 minutes on this.

2) Look at your list of points. Try to categorise them into groups and then

under general headings which you could use to compare your

coursebook with another one. For example, from the points above, we

could have headings relating to visuals and layout, up-to-dateness,

authenticity, and skills work. Rank the headings in order of importance.

3) Now, under each heading, brainstorm questions or statements which

would enable you to evaluate or compare and contrast either

coursebooks you know well, or even those which you have never come

across before. For example, you could devise statements such as: A

coursebook should have a clear and unambiguous layout etc.

4) Compare your questionnaire to the one in Appendix 3. Are there any

features you had forgotten or considered of little relevance? Are there

areas which you have included but which the example does not? There

are a lot of questions / areas to consider. Imagine you are going to

select a coursebook for a particular group of students you know well.

Choose the 5 most important sections only. Does this choice depend on

the group of students you are bearing in mind?

See Appendix 3

It is difficult to evaluate a coursebook in a vacuum i.e. we usually have a specific

group of learners in mind when we choose or evaluate any piece of material, and this

is extremely important. We may think that a given coursebook is perfect for one

group of learners, but wholly inappropriate for another. You will be asked to apply the

skill of evaluating published materials in the exam, and you will do this with a specific

group of learners in mind.
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TASK 4: Evaluating a Coursebook (45mins)

There are 2 possible ways of going about this task:

Either:

Select a coursebook which you are not very familiar with. If possible this should be

a relatively recently published one, or one which you may well use in the future

(this will make the task more relevant to you). Use your 5 most important groups of

questions from Task 3 (and / or the table supplied in the appendix for Task 3) to

carry out an evaluation, deciding on its usefulness for two different groups of

learners you are familiar with (of similar level).

Or:

Bearing one group of learners in mind, evaluate 2 coursebooks, deciding which

would best suit their learning needs.

You could post you conclusions on the Discussion Forum – it would certainly be

interesting to see if you agreed with others about the same books!

See Appendix 4.

For further reading on evaluating and selecting coursebooks (particularly if this is

something your job involves), look at Choosing Your Coursebook which contains

useful questionnaires and suggestions, proposing several possible approaches in

chapters 1 and 2. In Planning Lessons and Courses, Chapter 5, Penny Ur makes

some interesting suggestions for involving learners in pre-viewing and evaluating

coursebook materials.

At the start of this Section, we said that there were four factors to consider in

evaluating coursebooks; the material, the learners, the teacher and the

teaching/learning context. So far, we have considered the intrinsic nature of the

materials themselves, and in Tasks 3 and 4, the learners’ needs were emphasised as

a logical starting point. What factors relating to learners do we need to consider?

To answer the question you are likely to list all or most of the following:

Interests

Level of English

Personality

Age

Specific weaknesses

Reasons for studying English

Preferred learning styles

Nationality / cultural background
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TASK 5: Emphasising Learners in Materials Evaluation (20mins)

Look back at the work you did for Tasks 3 and 4. Consider your initial questions,

the sample evaluation checklist given in the appendix, and any additions /

suggestions you made. How far have the learner factors highlighted above been

accounted for? Could you add any further questions to ensure that your learners’

needs have been fully taken into account? You might find it useful to refer to

Choosing your Coursebook Chapters 1 and 2.

See Appendix 5.

In the same way that we usually make learners our starting point in selecting useful

language to teach, or topic areas to exploit, it is vitally important that our particular

group of learners are our starting point in selecting and evaluating teaching materials

of any type.

As teachers, we also have personal preferences and teaching strengths and

weaknesses to consider when it comes to coursebook selection, e.g. there are

certain topics we like or are particularly interested in, or perhaps we particularly enjoy

devising receptive skills tasks or activities for focusing on aspects of pronunciation.

We probably apply these without thinking too much about them. How important do

you think they are?

TASK 6: Teacher Input in Coursebook Selection (15mins)

Consider the following teacher quotes. To what extent do you sympathise with

them? Are there any which provide a valid basis for coursebook selection?

1) “I think it’s really important that I am also interested in the topics covered. After

all, I have to be in the class for 3 hours, too, so it’s equally important that I

enjoy them.”

2) “I can’t stand activities which ask learners to use their dictionaries. I get bored,

and also I know that if I were learning a language, I wouldn’t want to use one.”

3) “I’m not very good at drilling, or at least I’m not very confident about it because

I know that my pronunciation of English isn’t perfect. So, for me, it’s important

that a coursebook I use has a lot of drills.”

4) “I find it difficult to motivate learners unless they are working from a

coursebook which is full of imaginative and creative ideas.”

See Appendix 6.

The final area for consideration in evaluating coursebook materials is the

teaching/learning context. We have already considered, from the learners’ point of

view, the importance of factors such as cultural background, age and interests. More

specifically, the following points may need to be considered:
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The course length i.e. a short intensive (say 4-week) course may require a

different type of coursebook to a year long one. Many coursebooks state, often in

the introduction to the Teacher’s Book, which type of course the writers have

designed it for.

Contact time (i.e. 45-minute lessons versus 3-hour ones). This may affect our

choices in relation to the length of each unit, and how often it is necessary for us

to recap and review; i.e. something we investigated yesterday is more likely to be

fresh in a learner’s mind on an intensive course than something looked at last

week, for a group which meets weekly. The issue of providing balance and

variety is also affected by lesson frequency. Where learners meet frequently, it

may be more practical to tackle lengthy or dense texts (even if this is time -

consuming, the balance can be rectified in the next lesson), than where learners

meet infrequently. This area will be an important one for you to explore in your

assignments (see below).

The general principles we have considered in this section on the evaluation of

coursebook materials can be equally applied in the evaluation of all teaching

materials. In the next sections we will be looking at selecting and adapting materials.

Practice in evaluating and analysing materials will be extremely important not only for

the assignment on Resources and Materials, but also for the Course Planning

assignment and Question 3 in the examination.

3. What Materials and Resources are available?

We have considered coursebooks first, as these are often (although not always)

central to a scheme of study. However, there is a very wide range of other materials,

resources and aids potentially available to us as teachers. Actual availability will, of

course, depend on the context in which we teach.

TASK 7: The Range of Resources & Materials Available to Teachers

(15mins)

For this task, imagine that you are working in a language school which is fully

equipped and where the availability of resources is unlimited. What would you

expect to find there? You might find the following headings help to organise your

answer.

People

Books

Authentic Materials

Machinery

See Appendix 7.
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4. Principles in Selecting Materials and Resources

Regardless of whether we are working with a core coursebook or not, there will

usually come a time when we want to incorporate other kinds of material into our

lessons. One of our reasons for doing so may be to ensure variety of activities, or to

provide support to the core course materials, for example because our learners need

additional practice of, or exposure to, a particular language item or skill. These are

certainly valid reasons. However, it is important to look beyond this at the principles

behind the use of particular materials and the characteristics inherent in many

materials and activity types. We need to ensure we are using them for principled

reasons. This reflection should help to inform the decisions and choices we make. It

would probably not be a good idea to put together a random sequence of activities as

a lesson, for example, although this would provide variety. Similarly, it is possible to

over-practise a new language item. There are, however other reasons behind the

choices we make.

Consider the following case study:
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TASK 8: Case Study – Principled Use of Materials (20mins)

Tina is teaching a Pre-intermediate group of young adult learners in Spain. The

course takes place three times a week in the evening, and Tina has found that the

group is often tired and slow to react as a result of a long day at work. This is

especially the case towards the end of the week. She has been allocated a

coursebook, which she uses for a proportion of each lesson, but it is left up to her

to decide on how much she uses this. She likes the coursebook, but supplements

it quite a lot, making use of the different resources and supplementary materials

available in her school library. She often uses the coursebook to set homework,

but this is usually only done by one or two students in the group. The rest

complain that they have very little time to devote to study outside class. Tina feels

that her students are able to express themselves quite fluently, but that they need

to pay greater attention to accuracy. They also have a very limited vocabulary

range, and so her objectives for the next half of the term are to focus on these two

issues – grammatical accuracy and vocabulary extension.

One of Tina’s favourite activities is running dictation*, which she regularly uses.

Her Director of Studies, in an informal chat one day, asks her how and why she

uses them.

What should she say to satisfy her Director of Studies that she has considered

the principles behind her choice?

(*Running dictation: The teacher selects a text, and sticks several copies of it

around the walls or room in such a way that the learners are unable to read it

from where they sit. Their task is to transfer (accurately) the text onto their own

pages by going to the text, memorising a chunk of it, coming back and telling their

partner or team mate exactly what it says. Their partner should write it down

exactly as they are told. The students take it in turns to go to the text and

memorise chunks until it has all been written down. They then compare their

version with the original).

See Appendix 8.

Tina might explain to her Director of Studies that running dictations, as well as being

a fun activity, usefully fill a 30-minute slot in her lessons. It can be the case that in

planning, we start to consider materials and activities in terms of how much time they

will fill. In other words, this is an approach to lesson planning which makes filling up

class time a priority. On paper, this is clearly not a very thoughtful approach to

planning, but if we are honest, it is something we have all done from time to time.

Stepping back and looking at the principles behind the choices we make can be

challenging, but surprisingly refreshing. This is not to say that we should not

supplement our course materials and experiment with new ideas, but we need to

ensure that we are doing so in a principled way i.e. that our choices fit and suit the

situation we are in. This relates closely to the work you did in Unit 1 on principled

versus ritualistic teaching.

If we look at Tina’s example, there are some definite advantages to her use of

running dictation. However, there is also additional information we would need. For

example, if she always exploits reading texts as running dictations, would we still

support her choice? Probably not, as it would be a good idea for her to also

encourage learners to read chunks of text alone, and to practise and develop a range

of subskills. Similarly, if this is the only way in which she focuses on grammatical
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accuracy in her lessons, this would seem to be both repetitive and limiting in scope.

We need to know more about why she has chosen this particular activity type and

about her group of learners before we can say that it was a good choice.

TASK 9: Factors to Consider in Materials Selection 1 (15mins)

What other factors are involved in the selection of materials for a particular lesson

and a particular group of learners? Assume availability of materials and make a list.

E.g. students’ preferred learning styles.

Can you rank the ideas in terms of relative importance?

See Appendix 9

There are a lot of important factors to take into account in the planning and selection

of materials. Many of these are issues we are sub-consciously aware of as we plan.

Others perhaps need more careful examination. In your Portfolio Assignment for this

Unit, although you do not need to write a Part 1, you are expected to provide a sound

rationale, explaining your choice of material, resource or aid. Make sure that you

have included information on the points listed in Appendix 9, and that you have fully

considered the characteristics of your chosen material. You probably won’t have

enough space to mention everything, so be sure to select the aspects that are most

relevant to your particular teaching situation. If you are experimenting with something

new, you will probably find that the more you have thought about it, the more

convincing you will seem to your learners – they may feel uneasy at trying something

new. You might want to explain your rationale to them as reassurance.

TASK 10: Factors to Consider in Material Selection 2 (25mins)

Look back at the list of materials, resources and aids listed in Task 7. Choose 2

more and list factors to consider. Describe a situation in which you have or would

use them. Remember to include background information on your target group.

Post your ideas on the Discussion Forum for Unit 4.

See Appendix 10 for an example dealing with monolingual dictionaries.

5. Adapting Materials

Having selected a piece of published material, or an idea as to how to use a resource

or aid, it is often the case that we need to adapt it to make it more relevant or

appropriate to a particular group of learners. A simple example of this would be one

in which the content is more relevant to a group studying in Britain, and you are

teaching in Shanghai. This process of adaptation is important. It can help us to

ensure that our learners are motivated, and we can often do this by incorporating

their particular interests or other personal information about them.

In Planning Lessons and Courses, Chapter 6, there are some good examples of

how we might go about doing this. Here is an adapted example:
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Activity Type: Board race, warmer or filler

Aims: To energise a group, to appeal to kinaesthetic learners, to

focus on spelling in a fun way, to revise previously taught

vocabulary.

Topic: General knowledge

Group Profile This would work with any small or medium sized group of cooperative

adult learners. With younger learners you would

need to be careful about over-competitiveness. You would

need to consider whether or not learners were used to /

comfortable with running in the classroom in this way.

Materials: A board and pen or chalk

Setting up: The space in front of the board needs to be clear, and the

learners divided into 2 or 3 groups.

Procedure: Organise the board so that down the left side are written

headings such as country, city, famous person, film etc. and

the rest of the board is divided into columns (one for each

team). Call out a letter, and the first person from each team

should run to the board and write the name of a country

beginning with that letter, run back and pass on the chalk to

the next person who should write the name of a city beginning

with the same letter before passing the chalk on to the next

person and so on. When one team has finished, the team with

the most correctly spelt words wins. In feedback, learners

check all the items on the board for spelling mistakes, the

teacher highlights only where they cannot be self- or- peercorrected.

Timing: This can work well at any time in a lesson, and is most

effective as a short activity done often. Setting up and

preparing for this is quick and easy.

Language: Apart from the instructions and any interactional language you

want to encourage your learners to use (“Quick!”), the focus is

on the spelling of vocabulary. Learners will also use writing

skills (for accuracy), reading (proof reading at the end to

check each others’ work for accuracy), listening and speaking

(whispering) within their groups when sharing ideas. The

written accuracy, however, is the main thrust of the activity.

Roles: The teacher sets up the activity and arbitrates in feedback.

The learners are engaged in both the activity and its checking.

Level: Any, depending on the vocabulary

Possible Adaptations:

The most obvious is that any lexical area can be focused on, either as revision of

previously introduced vocabulary, or diagnostically, to see how much learners are

able to come up with. However, it could also be done in pairs on paper rather than in

teams at the board, with a larger or more serious class. It could also be set as a type

of test to be done individually. Remember that feedback would be different on paper
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than at the board (individual OHP transparencies would mean that each pair’s

answers could then be made visible to all, though). It could also be adapted to

become a dictionary scanning activity; you could, for example reward students for

coming up with a word which nobody else has thought of, and so on. Remember that

any changes you make will change other features of the activity, including the aims

and interaction, not to mention the setting up and aids needed. In other words, if you

look at any one of the section headings identified above, you could adapt an activity

on the basis of that area. In adapting any piece of material, or considering the use of

any resource, the factors we considered in Task 9 will be extremely important. The

only additional consideration is the language itself, i.e. you need to consider whether

it is possible to adapt a piece of material designed to focus on past simple, to suit a

different language structure altogether. It often is.

Task 11: Adapting Materials (30mins)

Look at Appendix 11. There is a sample piece of material in its original form, and

an example of it has been adapted by a teacher. There are 2 further pieces of

material. Consider the ways in which you could adapt one of them. Post your

suggestions on the Discussion Forum for Unit 4. Remember to include details as

to the aims behind your suggested changes, and some commentary as to your

reasons for making these changes.

6. People as a Resource

This is one resource always available to you, and one which you may sometimes

overlook. It can be divided into 3 categories:

6.1. The Teacher

Teacher talking time (often referred to as TTT) is sometimes regarded as

undesirable, based on the premise that it is the learners who need to practise their

use of English and that teachers need to maximise opportunities for this. There is

also the argument that complex, therefore lengthy, explanation / lecture by teachers

is rarely of benefit to learners in terms of understanding. Whilst there is undoubtedly

truth in both of these arguments, it is also the case that in many teaching situations,

the teacher is the only “expert” model the learners have access to on a regular basis.

As such, and used effectively and appropriately, the teacher has an enormous

amount to offer learners as a resource and model.

6.2. The Learners

Learners bring to the classroom a set of fully formed beliefs and opinions, their

cultural background, and a wealth of knowledge and real life experience. It will often

be the case that they will not necessarily share either your views on the world or your

value system, or those of other learners in the class. These differences can be

exploited as motivation for effective communication and interaction between learners

as a group, and the group and ourselves. In other words, we can use our learners as

resources. As a result, they are likely to see lessons as relevant and interesting.

They should regard learner-based activities as an opportunity for rehearsing real life

situations in the target language. They may also be able to create materials. In fact,

they are often able to contribute to the classroom in every way that the teacher does.
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6.3. The Community

This can involve both the language school as a community, and potentially the wider

community, too. Regardless of the teaching context, there are usually situations in

the wider community in which access to English as a means of communication is

available.

TASK 12: Using People as a Resource (20mins)

Under the 3 headings The Teacher, The Learner and The Community, brainstorm

ways in which these people can be exploited as a language teaching resource. For

example, the teacher can be used as a listening resource.

See Appendix 12.

For further ideas on using people as a resource, look at Project Work, One to One,

Lessons from the Learner and A Framework for Task-Based Learning.

7. ICT (Information and Communication Technology) and CALL

(Computer Assisted Language Learning)

This has been one of the largest growth areas in terms of materials development in

recent years. Not only is there a wealth of material available in the form of computer

software, CD-ROMs and the worldwide web, but much has been written about ways

of exploiting these resources. In your own teaching situation you may have made use

of some of these materials, but it may also be the case that you work with limited

resources. In this section we will briefly consider some of the principles involved in

the use of ICT. The topic will then be covered in more detail in Appendix 23, as this

may be an area which some of you would like to explore further either as part of your

assignment on Materials and Resources, or as part of your professional development

generally.

Task 13: The Advantages and Disadvantages of Using ICT as a

Resource (15mins)

1 Think of different ways in which ICT might be used as a teaching resource. E.g.

students might do a multiple-choice exercise on a computer disk.

2 Make a list of as many advantages and disadvantages as you can think of for

the use of ICT in English language teaching. Try to consider this from the point

of view of your own teaching situation and as a more general principle.

See Appendix 13.

A Note on Appendices

Individual resources appear as Appendices. It is up to you to decide which you would

like to investigate further, both for your Resources and Materials Assignment and for

your own interest. Please refer to Appendix 23 for further reading and discussion on
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the use of CALL and ICT, including teaching ideas, suggestions for the purchase of

software and references to useful websites.

Reading and discussion on other resources and materials is included in Appendices

14 – 22. Be selective in your choices for the assignment. You need to investigate and

use just one area.
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Reading

Essential Reading

Cunningsworth, A. 1995 Choosing Your Coursebook Macmillan Heinemann

Ellis, R. 1997 The Empirical Evaluation of Teaching Materials ELTJ 51/1

Recommended Additional Reading

This will of course depend on the focus you choose for your assignment – books on

that topic will become essential reading for you. The others listed here will be of

general interest. The booklist here is not exhaustive. For further advice on reading for

your topic, contact your tutor.

General

Hadfield, J. & Hadfield, C. 1998 Renewable Resources ETP 9

Sharma, P. 1998 , A Teachers’ Handbook Summertown Publishing

Tomlinson, B. 1998, Materials Development in Language Teaching Cambridge

University Press

Willis, J. 1996, A Framework for Task-Based Learning Longman

Woodward, T. 2001 Planning Lessons and Courses Cambridge University Press

Advertisements

Picken, J. 1999, State of the Ad: The Role of Advertisements in EFL Teaching

ELTJ 53/4

Art

Brand, Q.,1997 Art & Art Galleries: Resources for Teachers ETP 5

Authentic Materials / Listening

Field, J.1998, The Changing Face of Listening ETP 6

Peacock, M. 1997 The Effect of Authentic Materials on the Motivation of EFL

Learners ELTJ 51/2

Morrison, B. 1989, Using News Broadcasts for Authentic Listening

Comprehension ELTJ 43/1
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Coursebooks

Freebairn, I. 2000, The Coursebook – Future Continuous or Past? ETP 15

Teeler, D. 1999, Abandon All Books, Ye Who Enter Here Arena 22

Cuisenaire Rods

Norman, S. Using Cuisenaire Rods PET 22

Newton, C. A Box of Tricks ETP April 2001

Dictation

Davis, P. & Rinvolucri, M. 1988 Dictation Cambridge University Press

Wajnryb, R. 1990 Grammar Dictation Oxford University Press

Dictionaries

Thompson, G. 1987 Using Bilingual Dictionaries ELTJ 41/4

Wain, J. 1997, Using Dictionaries in Class: Resource or Reference? ETP 3

Wright, J. 1998 Dictionaries Oxford University Press

Film & Video

Coniam, D. 1997, Frolicking Around with Mr Bean MET 6/2

Cooper, R., Lavery, M. & Rinvolucri, M. 1991 Video Oxford University Press

Doye, C. 2000, Films for Self-Study MET 9/1

Holden, W. 2000, Making the Most of Movies: Keeping Film Response Journals

MET 9/2

Kaye, P. 1999, Feedback: Films for Self-Study MET 8/2

Mascull, B.1997 Film and Cinema Worlds ETP 4

Viney, P. 2000 Non-Authentic Video for ELT The Language Fun Farm

Language Laboratory

Ely, P. 1984 Bring the Lab Back to Life Pergamon Press

Learners as a Resource

Deller, S. 1990 Lessons from the Learner Longman

Wilberg, P. 1987 One to One LTP
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Music & Song

Brown, P. 1998, The Sound of Music MET 7/3

Caffey, S 2000, Turn, Turn, Turn: Alternative Ways of Presenting Songs MET

9/20

Davanellos, A. 1999 Songs ETP 13

Murphey, T. 1992 Music & Song Oxford University Press

Sanderson, P. 1998, Music and Song in the Classroom: Making Choices MET 7/2

Newspapers

Grundy, P. 1993 Newspapers Oxford University Press

Hardy-Gould. 1999 Read All About It! Oxford University Press

Poetry

Duff, A. & Maley, A. 1989 The Inward Ear Oxford University Press

Lamie, J. 1997, Alternative Texts for the Language Classroom: Poems MET 6/1

Project Work

Fried-Booth, D. 1986 Project Work Oxford University Press

Readers / Reading / Literature

Davis, C. 1995, Extensive Reading: An Extensive Extravagance? ELTJ 49/4

Duff, A. & Maley, A. 1990 Literature Oxford University Press

Greenwood, J. 1988 Class Readers Oxford University Press

Hall, G. 1999, About Language: Talking About Literature MET 8/3

Hill, D. 1997, From Reading to Writing: Class Readers Point the Way ETP 2

Storytelling

Ellis, G. & Brewster, J. 1991 The Story telling Handbook for Primary Teachers

Penguin

Morgan, J. & Rinvolucri, M. 1983 Once Upon a Time Cambridge University Press

Taylor, E. 2000 Using Folktales Cambridge University Press
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Visual Aids

Wright, A. 1989 Pictures for Language Learning Cambridge University Press

Wright, A. 1984 1000 Pictures for Teachers to Copy Collins ELT

New-Technology

General

Di Martino, E. 1999, The Contribution of New Technologies to Language

Teaching CALL Review Issue 1

Markee, N. & Bowers, R. 1999, Talking Shop: People, Machines and Language

Teaching ELTJ 53/4

Call / Computers

Hardisty, D. & Windeatt, S. 1989 CALL Oxford University Press

Jarvis, H. 2000, The Changing Role of Computers in Language Teaching and

the Case for ‘Study Skills’ MET 9/1

Skinner, B. & Austin, R. 1999, Computer Conferencing – Does It Motivate EFL

Students? ELTJ 53/4

Stokes, A. 1997, Making a Success of CALL ETP 4

CD-Roms

Norman, S. & L’Estrange, H. 1997, CD-ROM: The Pros and Cons ETP 3

Potter, L. & Warren, T. 1999, CD-ROMs For Autonomy CALL Review Issue 1

Sharma, P. 1999, Integrating CD-ROM Into Language Classes Arena 22

Concordancing & Corpora

Murison-Bowie, S.1995, What is Concordancing and Why Should We Do It?

Aegis 8

Podromou, L.1997, Corpora: The Real Thing? ETP 5

Potter, L. & Warren, T.1999, Using Corpora and Concordances for Independence

CALL Review Issue 1

Tribble, C. & Jones, G. 1990 Concordances in the Classroom Longman

Willis, J. 1996 A Framework for Task-Based Learning Longman

E-mail

Linder, D.2000, Making E-Mail Exchanges Really Work MET 9/3
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Scott, Y & Basallote, T.1997, E-mail in Class? You Can Do It, Too! ETP 5

Internet

Blackie, D. 1997, What Use is The Internet for Classroom Teachers? ETP 4

Carrier, M.1997, ELT Online: The Rise of the Internet ELTJ 51/3

Eastment, D. 1998, Survey Review: Quality Sites on the World Wide Web MET

7/2

Miller, P. 1999, Interactive Web Pages: Looking at How? But Not Forgetting

Why? CALL Review Issue 1

Newton, C. 1999, The World Wide Web for English Language Teaching Arena 22

Teeler, D. & Gray 2000 How to Use The Internet in ELT Longman

Windeatt, S., Hardisty, D. & Eastment D. 2000 The Internet Oxford University Press
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Appendices

Appendix 1:Testing Your Knowledge

You could have mentioned the following points:

Cuisenaire rods are associated with The Silent Way. Along with coloured

pronunciation charts, they were used as a means of eliciting language from the

learners.

The use of authentic / semi-authentic reading and listening texts is often

associated with the Natural Approach – based on the idea that it was useful for

learners to be exposed to texts which were above their language level, though

comprehensible to them. You might also have mentioned the Communicative

Approach here, because there was a shift away from language learning as being

academic study, and an emphasis on real life English, in which authenticity

played an important part.

Literary texts were widely used in Grammar Translation. There was a strong

emphasis on language study via literature. This was later rejected, as many of

the texts typically used were rather removed from every day life, generating

unusual and often quite bizarre language. However, today there has been a shift

back to the use of literature in language teaching, albeit perhaps with more

accessible texts.

Drills, possibly in a language laboratory: These were widely used under Audio-

Lingualism, based on behaviourist psychology associated with pattern practice.

Coursebooks which reflected this are Meridian, First Things First and the

Streamline series. Drills are also related to Grammar Translation – they played a

part in helping learners to remember rules. Drills under Grammar Translation did

not always involve the formation of full sentences, but perhaps of verb patterns in

isolation, for example.

Newspapers: These could be associated with the Natural Approach (see above)

and equally with later stages of the Communicative Approach. With the Headway

series, for example, there was an emphasis on authenticity and skills

development.

Coursebooks containing lots of functional language in dialogues started to appear

in the 1970s with the emergence of the Communicative Approach. The course

books which reflected this most were the Strategies Series. However, functional

language as important to language learners came earlier than this. Think, for

example, of early Berlitz type phrase books for travelling.

Dictation: This is more difficult to assign to a particular development as it has

appeared and disappeared several times. It was probably first associated with

Grammar Translation, especially as a testing technique. It was then rejected, but

has re-emerged again, for example in the form of dictogloss for a focus on

grammar.

Background music is usually associated with humanistic approaches, particularly

suggestopaedia. It was used to create a relaxing ambience, in the belief that

learners could learn more and more quickly than was previously thought. It was
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important that the learner did not consider language learning to be difficult, that

they were relaxed and open to learning.

Tape recorders for recording learners’ contributions: Community Language

Learning is often associated with this. Learners recorded dialogues, which they

then listened to and analysed / memorised. The teacher’s role was to supply

language as requested by the learners. L1 was used for the purposes of

requesting language from the teacher, but only the target language was

committed to the recording. This technique is also often used in one-to-one

teaching.

Learner training diaries became very popular in the 1980s, as proponents of the

Communicative Approach became interested in explicitly raising learners’

awareness of the processes involved in communication and language learning.

There was also a heavy emphasis on promoting learner autonomy, so that

learners could really maximise the use of their own time i.e. language learning

was not limited only to classroom instruction.

Games are often particularly associated with the Communicative Approach and

the boom in resource supplementary books which occurred. The principle of

having fun whilst learning was important as a motivational factor.

Computers for transformational exercises i.e. CALL emerged in the 1980s as the

use of computers in society started to burgeon. This is a good example of a

societal development impacting on ELT. Teachers and materials writers sought a

use for the new technology. This was justified and supported by the argument

that computer exercises allowed learners to work independently of the teacher,

and at their own pace. The use of computers is also linked to earlier behaviourist

theories of language learning, with the idea of programmed learning. So

computers were seen as another format for instilling language habits. The use of

computers is an area which has mushroomed dramatically in recent years. It has

become increasingly interactive with developments in multi-media and the

Internet. It is not uncommon now to hear of learners in Poland and Spain

simultaneously “chatting” in real time via Internet connections.

Video has become a widely used tool as video recorders have become widely

available throughout the world. Materials have developed as availability has

become more widespread. Note that this includes the use of authentic and nonauthentic

materials – the latter were developed first, and video series were often

attached to coursebooks in the late 1980s. The arguments for authenticity are the

same as those for other text types. The advantages of using video, essentially for

listening skills development, were (and are) that learners have access to

additional clues whilst listening, particularly paralinguistic features, rather than

listening to a disembodied voice from a cassette recorder.

Resource Packs have become increasingly popular since the mid-1990s. This is

probably an example of a successful idea (the Reward Resource Packs), and

subsequent teacher demand influencing ELT publishing, alongside a commercial

influence i.e. sales are boosted on popular books.

Learners as a resource. The humanistic approaches were probably the first to

emphasise this resource area, and this is a trend which continues today, in

General English and ESP.

Readers could be regarded as an off-shoot of the literary tradition, although they

have been particularly widely available since the Communicative Approach. They

are seen as a way to learn vocabulary and improve reading skills with an
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emphasis on the importance of extensive reading outside the language

classroom. So again, there is a learner training angle here.

Note: There are many factors affecting the adoption of materials by teachers around

the world, and we should see these only as trends. In different parts of the world, for

a number of reasons, different approaches and circumstances will influence the use

of materials heavily. Other significant factors are cost, availability, state school

curriculum development (i.e. prescribed syllabuses), testing and examination

procedures and so on.

Appendix 2: The Advantages & Disadvantages of Using Coursebooks

There are many good reasons for using a coursebook:

Learners have a written record of what they have learned.

It is possible for learners to look ahead at what they will be studying or look back

at what they have already studied.

Coursebooks are generally written by people with many years’ experience in the

field of ELT and we can reap the benefit of their ideas.

As busy teachers they save us a lot of time in terms of preparation.

Coursebooks very often include useful appendices e.g. of irregular verbs,

grammar reference etc.

They may have in-built recycling systems.

They very often have useful supplementary materials such as workbooks, tests,

videos, CD-ROMs and resource packs.

We can rarely compete with the standard of presentation and quality of

recordings etc. in materials we produce ourselves.

Materials are pitched at the level of our learners and they can usually be adapted

to suit our learners’ needs.

They provide comprehensive coverage of topics via a balance of tried and tested

ideas.

They are sequenced and so provide continuity and a sense of syllabus.

Learners expect to use them i.e. they form part of the “public” view of how

language learning should take place.

There are also reasons why we may choose not to use the coursebook:

Material may be inauthentic and therefore contrived or artificial.

Learners might need further practice and coursebooks tend to provide a limiting

range of controlled (often written) practice.

Learners might have specific needs not met by the coursebook.

Subject matter may be unsuitable for the cultural context e.g. many coursebooks

are quite eurocentric.
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We might consider the subject matter dull for our learners.

To take a break from the coursebook.

To take advantage of other media such as the Internet.

To vary ways of presenting new language.

The information in the coursebook may not be up to date.

The coursebook may be lexically limiting.

Learners might not like them.

They can have a rigid, predictable structure.

As we can see there are valid reasons for using a coursebook and for using other

materials to supplement them, using materials specifically published for ELT and

materials published for other reasons. The most pragmatic conclusion is probably to

use coursebooks selectively, and to use our judgement as to when they are

particularly suitable and when less so.

Appendix 3: Important Factors in Evaluating Coursebooks

There are no answers to the first part of this task as it relates to your personal

feelings towards a particular coursebook. It may be that one of the feelings you

have is that you are bored or have become stale, using the same pieces of

material again and again. It is probably a good idea to discount points such as

these as they will not be useful in evaluating other coursebooks (or materials)

which you know less well. Also, such points are not based on any perception of

your learners’ needs.

The table on the following page can be used to evaluate materials. The first

column provides broad headings as a summary. The second column details the

factors to be considered, and the third provides you with a grid that can be filled

in: the numbers refer to the following questions (not all of which are relevant in

every case).

1 Is this included?

2 Is it adequate in quantity?

3 Is it varied enough?

4 Is the quality up-to-standard?

NB these factors are not mutually exclusive and can be relevant to any book in

either a positive or a negative way. So when you use the chart, bear in mind that

it can be used with ticks or crosses.

In conjunction with the chart consider the following more general criteria:

1 Is the target language selected by the author useful?

(This includes structure, lexis and natural?

Functional exponents) appropriate?
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2 Does the book "hang together" well? Is it bitty? Does it have internal links and

connections? Does it offer a logical progression?

NB This is a long grid. You may find it appropriate to create a more user friendly one,

prioritising areas you consider to be most important for your learners.

Summary/Main

headings

Specific

considerations

1 2 3 4 Other

considerations

1. Language work

(grammar, lexis

phonology)

E.g. Illustration of

meaning

Highlighting of form

Attention to function

Controlled practice

Freer practice

2. Skills work Writing

Reading

Oral interaction e.g.

speaking / listening

Extended speaking

Listening

3. Subject matter Story lines

Topics

Interesting? Up-todate?

Not

patronising?

4. Homework and

self-access

mats

Can the book be

used by learners on

their own?

5. Lists,

summaries,

indices and

tables

Grammar tables and

explanations

Vocabulary lists/

glossaries

Index to grammar and

skills items

6. Supplementary

Materials

Audio tapes

Video tapes

The Distance DELTA

Unit 7 Section 1 27

CD-ROM's

Work book

Resource books

7. Rubric Statement of aims

Labelling of language

Instructions

Do teachers and

students see these?

Do they know

“what”?

Do they know

“how”?

8. Tests How often? Do they

really test what the

students have

studied?

9. Revision General recycling of

language

Specific revision unit

10. Teacher’s Book Lesson plans

Grammar analysis

Tape transcripts

Key to exercises

Additional practice

material

Or other

methodological

guidelines?

Also take into account:

Would the book appeal to all learners, anywhere in the world?

Is it the cultural content specifically European? British? American? Or is it tailored

to a particular market, e.g. The Arab world?

Is the language content natural?

Is any language other than English used? Why?

Visual presentation Are the pages attractively arranged or ‘crammed’? Charts,

pictures, illustrations- do they have a purpose?

Format Do all units follow the same formula?

Syllabus See Unit 7 Section 1 on syllabuses.
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If functionally based, is the grammar presented logically so

learners can make significant generalisations?

If structurally based, are the different uses of language

items, which are similar in form sufficiently differentiated

according to their meanings?

Appendix 4: Evaluating a Coursebook

Again, there are no right and wrong answers. The most important factor is whether or

not you felt that the coursebooks you analysed were suitable for the particular groups

of learners you had in mind. You were asked in Tasks 3 and 4 to limit yourself to the

5 categories you felt to be most important. This was to encourage you to prioritise.

There is nothing special about choosing 5 categories, and you may well have

decided that your selection of important categories depended on the specific group of

learners you were considering. This is a good conclusion to reach as the emphasis

here is on putting your learners first in materials selection. For example, if I were

teaching a group just once a week, I would prioritise section 4 on homework and selfaccess

in my coursebook choice, as this would be important in maintaining a sense

of continuity. However, if I were meeting a group every day, I would be less

concerned as to what the book could provide for me in this area as I would be

meeting the students regularly, and therefore would be able to see how accessible

they were finding the book for homework.

Appendix 5: Emphasising Learners in Materials Evaluation

This task was to remind you of the importance of considering your learners as a

specific group in selecting materials. Issues such as learning styles and strengths

and weaknesses may not have been fully addressed in the previous tasks.

Remember, too, that in commenting on topics of interest, there is often a difference

between what we as teachers consider to be an interesting topic, and what our

learners think. For example, there is often less to say about topics such as ‘Crime

and Punishment’ or ‘The Environment’ than we might think, as our learners are likely

to hold similar views, or at least to express them as such.

Appendix 6: Teacher Input in Coursebook Selection

Personally, I sympathise with all the teachers quoted, but in each case I would argue

that their point does not represent the most important one. It is one factor to take into

account, but I would always put the learners’ needs first. Most coursebooks need to

be adapted and supplemented in some way by the teacher.

Appendix 7: The Range of Resources & Materials Available to Teachers

Here is a list of possible ideas. You may well have thought of additional ones – good.

Don’t worry if there is anything mentioned here which you are unfamiliar with, you will

discover what it is later in the section:
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People:

The teacher, the learners, the community – both within the language school and the

wider community.

Books:

This section could be further subdivided:

Reference Books

Dictionaries (picture, mono- and bilingual, production dictionaries, specialised ones

and electronic or web-based)

Grammar/vocabulary reference books (such as Practical English Usage or English

Vocabulary in Use)

Methodology reference books (such as Teaching Listening Comprehension)

Supplementary/resource books

To support coursebooks and provide further practice/material (e.g. Reward

Resource Packs or Recipes for Tired Teachers). A very large section of these

books is devoted to skills work. For example both Oxford and Cambridge University

Press have a series of supplementary skills books. This may be an area of potential

research for your assignment.

Readers

Designed to encourage learners to read more extensively outside class, these are

usually graded in terms of lexical difficulty and are often abridged versions of classic

stories, films etc.

Authentic Materials

Newspapers, novels, magazines, songs and other authentic recordings, video

materials, access to radio, satellite and /or cable TV.

Machinery

OHP, tape recorder, radio or CD player, video recorder and TV, computer (possibly

with printer and modem for Internet access)

Other teaching aids

Such as white or black board, cuisenaire rods, visual aids, board games (e.g.

Scrabble), dice, realia.

Space

Self-Access areas, a library, tutorial rooms, a social area for mixing with students

(coffee lounge or bar).

Note that some of these materials and resources can be used by teachers or

learners (either supervised or for self-study).

Appendix 8: Case Study – Principled Use of Materials

Running Dictation has the following characteristics:
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a) It’s a fun, competitive activity.

b) It is kinaesthetic and generally involving, probably good as an energiser.

c) It is learner-centred.

d) It encourages learners to focus on accuracy of spelling, punctuation, structure

and pronunciation.

e) Learners use their listening and speaking skills – integrated.

f) Learners need to negotiate meaning.

It can become problematic if:

a) Instructions are not understood.

b) Texts are too long or too difficult – demotivating.

c) Learners don’t perceive its usefulness.

d) It doesn’t suit preferred learning styles.

Tina’s learners would seem to benefit from the characteristics, providing she has

considered the problems carefully. However, we would need more information as to

why she uses this technique often (could she be over-relying on it?), and how it fits

into her lessons as a whole.

Appendix 9: Factors to Consider in Materials Selection 1

The points below have been divided into 2 categories, relating to the general

situation and the lesson in particular. It is very difficult to rank them – they are all

important issues. Notice how many of them relate to the learners:

Factors related to the general situation include:

Learners’ needs.

Learners’ preferred learning styles.

Issues of learner training/independence, and learners’ views on this.

Class dynamics and energy levels.

Availability of space.

Relevance to the learners’ socio-cultural background.

Learners’ previous language learning experience and corresponding expectations

relating to activity types and teacher/learner roles.

Factors related to the lesson include:

Lesson aims and anticipated problems.

Time available.

The need for a balance of input, practice and skills work.

The need for a balance of activities and interaction patterns.
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The amount and type of language generated.

Ease or difficulty of instructions.

Appendix 10: Factors to Consider in Materials Selection 2

Using a monolingual (English-English) dictionary to look up vocabulary:

Characteristics:

Learners need to be able to do the following:

Use the alphabet to find the relevant entry.

Access and use the information provided on pronunciation.

Access and use the information provided on grammar (e.g. countable /

uncountable, transitive / intransitive).

Understand the definition given.

Paraphrase the definition into their own words.

Where there is more than one meaning for an item, deduce which definition is

relevant to the context they are working in

Go elsewhere in the dictionary if there is something else in the entry they don’t

understand.

Identify the main content word when looking for a multi-word entry such as a fixed

phrase (e.g. to look into something – the learner needs to find ‘look’).

In addition, the teacher has made the following assumptions in using

dictionaries:

There is sufficient time for the learners to use the dictionaries meaningfully (i.e. it

is a more time-consuming approach).

There are dictionaries available, and these are suitable for the level of the

learners (e.g. a limited vocabulary definition dictionary for elementary learners).

The learners are confident enough to tackle the task (and that the number of

words they will look up is limited).

The learners will find it a useful and meaningful activity, and that they will see the

value in looking words or phrases up for themselves as a learner training activity.

The learners will appreciate that they can gain more information than they could

from a bilingual (translation) dictionary.

Appendix 11: Adapting Materials

Look at the following extract from Cutting Edge Intermediate (Students’ Book). It

could be adapted and extended in the following ways:
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Cunningham, S. & Moor, P. 1998 Cutting Edge Intermediate Longman (page 56)
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1. The writing task could be lifted from the page i.e. it could be presented to the

students on cut- up pieces of card.

Aim: To make the material easier to manipulate. To appeal more to visual and

kinaesthetic learning styles.

2. Having reconstructed the letter, learners could then try to write the

advertisement which it is a response to (or the teacher could offer several job

advertisements, learners have to choose which one matches most closely).

Aim: To encourage learners to identify key points when reading, and to infer their

relative importance to the text as a whole.

3. Learners could word process their responses and save them on disk.

Aim: To provide learners with a permanent skeleton covering letter, which they

could adapt to any jobs they subsequently applied for. The use of word

processors could also be said to encourage learners to practise proof reading

and editing their own work.

4. Learners could write an informal letter to a friend, describing the job they are

applying for and the reasons why they think they should get it.

Aim: To encourage learners to compare and contrast layout, style and language

used in a formal and informal letter describing the same things. The fixed

phrases they have identified in exercise 3 could then be compared, for

example, to similar fixed phrases used in an informal letter (or even further

contrasted to a spoken context) e.g.

Written (formal) I look forward to hearing from you soon

Written (informal) Write soon

Spoken (informal) See you later

5. Learners could roleplay the job interview

Aim: To encourage freer speaking practice. To provide a diagnosis of learners’ use

of fixed phrases and language commonly used in interviews (e.g. describing

your experience, outlining your own strengths, interests etc.), as the basis of

a future language focus lesson.
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Look at the other 2 pieces of material, taken from Intermediate Matters and Look

Ahead Upper Intermediate. How would you suggest adapting and extending them?

Organise your answers in the same way as the examples above. Remember to post

some of your ideas on the Discussion Forum for Unit 4.

Bell, J. & Gower, R. 1991 Intermediate Matters Longman (page 55)
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Naunton, J., Hopkins, A. & Potter, J. 1995, Look Ahead Upper Intermediate Longman

(page 40)
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Extracts for Appendix 11 taken from:

Cunningham, S. & Moor, P. 1998 Cutting Edge Intermediate Longman (page 56)

Bell, J. & Gower, R. 1991 Intermediate Matters Longman (page 55)

Naunton, J., Hopkins, A. & Potter, J. 1995 Look Ahead Upper Intermediate

Longman (page 40)

Appendix 12: Using People as a Resource

The Teacher

The following activities make use of the teacher as a resource:

Dictation

Story telling and anecdote sharing

Jokes

‘Real’ conversation or chatting with students

Telling students about language

Teacher acting as a listening text (this is sometimes called ‘Live’ listening)

The Learners

The following activities exploit learners as a resource:

Make use of real life problems and personal experiences.

Exploit memories e.g. old routines, places you used to visit, holidays, schooldays,

friends, the first time you … Have you ever…? regrets etc.

Traditions, festivals and celebrations

Opinions and preferences

Personality quizzes

Fortune telling

Anecdotes

Surveys and questionnaires

Cross cultural comparison (either with you, or within the class)

Learners give planned presentations and talks to the class

Learners write comprehension questions for each other

Learners select materials for reading, listening and viewing
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Learners write revision materials or tests for each other

Learners choose topics for discussion

The Community

The following activities make use of the school community as a resource:

Project work on: staff profiles, redesigning the school, suggesting improvements

to the syllabus, writing a school prospectus, planning school trips or events.

The following could be used with the wider community:

Tourist information projects

Local history projects

Planning walking tours (with taped information and instructions)

Interviewing members of the public on topical issues

Local celebrations and events

Appendix 13: The Advantages and Disadvantages of Using ICT as a

Resource

1. Activities you could use ICT for include:

Word processing letters

Students researching a country on the Internet

Students e-mailing students in another country

Focusing on listening skills via a CD-ROM

These are included only as examples; there are many, many ways in which ICT can

be used.

2. Advantages

Student- paced: Learners work through material at their own pace rather than

the teacher’s or other learners’.

Interactive: It can give feedback and evaluation albeit in a limited way.

Resource: The www provides a huge resource of authentic material and can be

used for research.

Communication: The www can be used to communicate with other learners and

native speakers by using email, news groups and real time chat; i.e. it is possible

to interact with somebody somewhere else in the world in the form of a written

dialogue.

Flexibility: It can be used in the classroom, in self-access centres, at home or

even the learner’s place of work.
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Increases teacher productivity: Teachers have more time to focus on learners

who are having difficulty.

Fun: It still has high novelty and entertainment value.

Multimedia: It provides a combination of media such as text, graphics, sound

and video which can be interactive and/or searchable.

Editing: Allows learners to edit and present their work in a professional way.

Publishing: Learners can publish their work on the www for everyone to see.

IT Skills: As a side benefit learners may improve their IT skills.

Materials Creation: Teachers can use even everyday software for creating

materials.

Disadvantages

Cost: The purchase of hardware and software may be prohibitively expensive.

IT Skills: The teacher and learners will need some skills such as keyboard and

mouse skills. They will also need to be familiar with the software being used.

Computer Fatigue: Learners using a computer all day at work may not want to

use one in lesson time.

Technological Problems: Technology doesn't always work. The computer may

crash and at certain times of day Internet connections may be very slow.

Accuracy of Information and Language: Anybody can publish anything on the

www. Information may be inaccurate, biased, the quality of language may be

poor and the content may be offensive

Technophobia: some learners (and teachers) may experience genuine anxiety

when faced with "new" technology.

Appendix 14: Dictionaries

The majority of learners probably come to their first language class with a dictionary

of some sort. Many people travelling to another country for the first time would expect

to buy a small translation dictionary to help them get by. Dictionaries, particularly for

translation, have been viewed as part of the equipment of language study for a very

long time. A dictionary is the most basic tool of the language learner.

As teachers, we are generally more inclined to think of monolingual (English-English)

dictionaries when we hear the word ‘dictionary’. Effective dictionary use can greatly

increase learner autonomy, particularly if monolingual dictionaries are used. The

following points relate to the use of monolingual dictionaries and the different types

available.

Which dictionary learners buy will depend on a number of factors:

Size

Level

Cost
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Format -paper or electronic

Picture Dictionaries

These can be used at low levels for simple lexical sets such as food, jobs and clothes

but very quickly show their limitations by not being able to convey the meanings of

abstract concepts.

Bilingual Dictionaries

I know many teachers who actually ban the use of these in their classrooms. I think

many of us have come across the dictionary dependent learner who cannot utter a

sentence without referring to their pocket bilingual dictionary and often misses out on

what is happening in the classroom because they have their nose stuck in their

dictionary. In cases like these it is a good idea to encourage learners to use

dictionaries in a productive fashion and perhaps set times when dictionaries such as

these can be used and when they can't. There is an article on the reading list relating

to this issue.

Bilingual dictionaries can often be limited and even inaccurate in their content of

idioms and phrasal verbs. In addition, they may use a "pseudo" phonemic script

which tries to relate English sounds to the learners’ own language, which may result

in unintelligible or awkward pronunciation.

On the other hand, learners do need some support when out of the classroom and if

they don't know/can't remember a word, then a monolingual dictionary is of no use.

Also small dictionaries are portable and can be taken everywhere.

In conclusion, whatever we may feel about them, we need to help learners to make

the most of these dictionaries and make them aware of their limitations.

Monolingual Dictionaries

Here is a list of some of the features you can find in a good learner's monolingual

dictionary:

Clear, easy to understand definitions

Example sentences

Pronunciation - phonemic script, word stress, British or American

Grammar-parts of speech, countable/uncountable, transitive/intransitive, phrasal

verbs

Idioms

Level of formality

Formal/informal

British and American English equivalents

Synonyms

Usage

Good learner dictionaries contain huge quantities of information; however, the learner

is seldom aware of this and may not know how to use their dictionary effectively.

Therefore we need to demonstrate to our learners how to make the most of this
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valuable resource. Many dictionaries are available with free workbooks to introduce

the features they contain; other dictionaries contain exercises for learners to work

through.

One drawback to monolingual dictionaries is that they are rarely portable. For this

reason it is useful to have access to class sets of dictionaries to take into class.

Another disadvantage is that they are good for receptive activities but are limited in

terms of production where the learner does not know the word.

There are many high quality monolingual dictionaries for a variety of levels on the

market and your learners will look to you to advise them on what constitutes a good

dictionary and which one to buy.

Production Dictionaries

Production dictionaries are relatively new concept and designed to deal with the

problem of using a monolingual dictionary for writing. They use keywords such as

‘angry’.

"Each concept includes words within the same semantic set. ANGRY, for example,

includes groups of words meaning feeling angry - (angry, mad, annoyed, be in a

temper, etc.), feeling extremely angry (irate, furious, seething, etc.), angry because

you think something is wrong or unfair (indignant, be up in arms, resent, in a huff,

etc.) and so on - a total of 68 meanings divided into 11 subsections under the single

concept of ANGRY."

(From The Longman Dictionaries Web Site, 1996-2000)

This is a new type of dictionary and can be used by Upper intermediate or Advanced

learners after some training. They have proved particularly useful with higher level

exam classes.

Specialised Dictionaries

There are many specialist dictionaries available to learners on many different

subjects e.g. law, finance, phrasal verbs, idioms, etc.

Electronic and Web-Based Dictionaries

Many dictionaries are available now on CD-ROM. Others can be found, free on the

Internet.

Internet Resources

Have a look at this site, which contains free dictionaries.

Research-it!

http://www.itools.com/research-it/#Language

Recommended Reading

Thompson, G Using Bilingual Dictionaries, ELTJ 41/4, 1987

Wain, J. Using Dictionaries in Class: Resource or Reference? ETP Issue 3, April

1997

http://www.etprofessional.com/articles/3 -_33.htm

Wright, J. 1998 Dictionaries, Oxford University Press
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Appendix 15: Readers and Literature

Readers may be defined as books, usually fiction, which the teacher wants the

learners to read for general interest outside class. Their focus, then, is on extensive

reading, something there is often not enough time for in lessons. Learners may tell

teachers that it is one of their aims to be able to read books in English. However,

readers and other books remain an often-neglected resource. Many teachers avoid

using them because they are unsure how best to exploit them. There are a number of

questions to consider. Should they be set for homework and followed up in precious

class time? Should they be available for learners to borrow and use in their own way

and according to their own interests? Should they be specially graded according to

level? Should they be specially written for EFL learners or abridged versions of L2

literature?

Case Study: Setting up a Library

You may be lucky enough to work in a school which has a library which contains a

variety of readers at different levels where learners can borrow books and

accompanying cassettes to work through at their own pace. If not, it might be

possible to set up such a library. I did this in a developing country where we had no

funding, by taking a collection of a nominal sum from learners who could afford to

contribute. We went to a second-hand book market and bought as many readers as

we could, which far exceeded the number of learners in the school. I also asked

publishers representatives if they could help us and they were very generous with

giving us old stock of readers. Two members of the class catalogued the books and

became our librarians. Learners borrowed books and wrote short reviews, which

were kept in our 'library' for others to read. One of the classes started a book club

where they discussed the books they had been reading. The next year, after I had

left, the classes organised another collection and bought more books.

Graded readers are an ideal way to introduce the idea of reading whole books to

learners. They specifically written (or adapted) with a limited language range for

different levels. They are often adaptations of well-known novels or films. They

usually contain a glossary of the more difficult vocabulary used, but they are

designed to be accessible without the need of a dictionary. They may be graded

according to lexis, grammatical structure and cohesion. Many graded readers come

with ready-made worksheets, which may be exploited in class or used for self

access. For higher levels you may want to try using books written with native

speakers in mind. It is important to choose, or help your learners choose, texts which

are at an appropriate level for them as it can be demotivating to tackle a book which

is too difficult. Another factor when selecting texts for your learners to read is whether

the book will actually interest them or not. Where possible, then, learners should be

involved in selecting something they would like to read.

Books enjoyed by the whole class have enormous potential for classroom activities.

Here are just a few possibilities:

Lexical development

Discussion

Prediction

Summarising
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Analysing characters

Plot analysis

Exploiting relationships with the theme

There will be further discussion of readers in Unit 6 Section 2.

Recommended reading:

Greenwood, J. 1988, Class Readers Oxford University Press

Duff, A & Maley, A. 1990,Literature Oxford University Press

Internet Resources:

Bibliomania: http://www.bibliomania.com

Shakespeare: http://www.library.thinkquest.org/19539/front.htm

Appendix 16: Video

Video used in language classrooms provides a more realistic alternative to audiotapes

to help improve listening techniques. As in most cases in real life situations we

have visual clues to help us determine the context; the aid of facial expressions and

gestures (paralinguistic features) mirror real communication. Video can bring the real

world into the classroom in a way that is difficult to replicate using other media.

Furthermore, learners find the use of video both motivating and very often

entertaining.

There are many sources of video material:

Video produced for the ELT classroom

Films

TV Series

TV Adverts

Sports programmes

The News

Documentaries, soap operas, in fact any made- for-TV programmes

The Internet

Videos made by learners and teachers

There are several advantages to using video materials prepared for the ELT

classroom: They are often designed to support coursebook content; they are graded

for use and are often short in length enabling intensive exploitation; They generally

come equipped with activity books, teacher’s notes and transcripts. On the other

hand, they may well lack authenticity and may not offer the learner the opportunities

for training they need to enjoy TV and films in the way that real video extracts can.

Here are some possible activities to use with video:
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1) Prediction

Viewing with sound only

Viewing with picture only

Viewing backwards

Analysing body language and gesture

2) Making your own videos:

Video diaries

Job interviews

Role Play

For correction purposes

Project work

3) When using video be careful of the following:

Always check your equipment before the lesson.

Use only short segments of recorded material; 15 minutes is probably the

absolute maximum if you are using material intended for native speakers.

If you are recording material from TV check that your organisation has a

copyright agreement with the channel concerned

Internet Resources:

StreamSearch.com has a library of audio and video files. You will need Real Player

to access them.

http://www.ss.com/homepage.asp

Transcripts sites

Script-O-Rama http://www.script-o-rama.com

Recommended reading:

Cooper, R. Lavery, M. & Rinvolucri, M. 1991 Video, Oxford University Press

Viney, P. 2000 Non-Authentic Video for ELT, The Language Fun Farm

http://www.teflfarm.com/teachers/articles/0/video.htm

Appendix 17: Newspapers

Newspapers are an excellent, cheap and often readily available source of authentic

reading material. English language newspapers are generally available around the

world and many countries have their own English language newspapers.

Newspapers contain topical, relevant and interesting information and also contain

many clues to countries' attitudes and prejudices making them an invaluable

resource in the language classroom. They are something which learners are familiar

with, albeit in their own language.
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English language newspapers provide a rich source of examples of collocation. Just

try looking at an article about a recent survey or report and you will find many

phrases that can be exploited for lexical development. They can also provide

excellent material for studying cohesive devices and other discourse features.

When we think of newspapers we often only think in terms of articles. These are what

make up the bulk of the newspaper but we shouldn't ignore the following as

potentially very useful:

Photographs

Cartoons

Letters

TV schedules

Weather forecasts

Advertisements

Features

Some typical activities to use with newspapers:

Finding text types; brainstorm a list of what a newspaper contains then ask

learners to look for them.

Writing a letter to the editor.

Matching pictures to stories.

Predicting stories from pictures.

Writing captions for pictures.

Analysing headlines.

Writing headlines.

Discussing stories.

Role playing stories.

Comparing stories between newspapers e.g. to compare styles or bias.

Answering advertisements.

Re-ordering texts.

Following stories.

If you are thinking of reproducing items from a newspaper you should check that you

or your organisation has the necessary copyright clearance. It is also worth noting

that photographs appearing with stories generally have a separate copyright.

Internet Resources:

News Central http://www.all-links.com/newscentral/

Yahoo! Headlines http://headlines.yahoo.com
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The Independent http://www.independent.co.uk

The Guardian http://www.guardian.co.uk

Daily Telegraph http://www.telegraph.co.uk

The Washington Post http://washiingtonpost.com

Toronto Globe and Mail http://www.globeandmail.com

Sydney Morning Herald http://www.smh.com.au

Christchurch Press http://www.press.co.nz

Recommended reading:

Grundy,1993 Newspapers, OUP

Hardy-Gould,1999 Read All About It! OUP

http://www1.oup.co.uk/elt/magazine/issue_11/article/article.html

Appendix 18: Music and Song

The vast majority of us would agree that we like some kind of music and it can be a

motivating resource in the ELT classroom, whether to create atmosphere or to be

exploited for listening skills. It has also been proven that listening to music can

stimulate 'right' brain activity and in itself act as an aid to learning. Furthermore, some

people have a high degree of musical intelligence and/or an aural learning style, in

which case they will find listening to songs and music enhances their learning.

Pop music often reflects the language of the 'street' which we may not consider to be

grammatically correct. While some teachers may feel disturbed by this, it is authentic

language and such lyrics can provide a useful resource for discussing the differences

between these and more standard English.

Another important point to consider is who chooses the songs. It almost certainly

shouldn't always be the teacher and if possible learners should be encouraged to

select songs they would like to listen to.

Instrumental music can be used in the following ways:

Setting the scene, using famous music to lead into a connected topic

Creating moods e.g. relaxing or stimulating

Stimulating the imagination e.g. for descriptions, creative writing etc.

Providing a backdrop for creative visualisations

Introducing a video clip; the video is turned away from the learners’ and they

listen to the sound track

Here are some ideas for using lyrical music:

Gap fills: maybe focusing on one of the following; rhyming words, unstressed

words, content words

Writing extra verses
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Correcting false lyrics

Ordering verses

Matching/ordering pictures to the lyrics

Marking stress

Underlining unstressed words

Analysing rhythm

Analysing repeated grammatical structures

Singing along

Discussion of lyrics

Role play

Comprehension questions for gist and/or detail

Designing and accompanying music video

As with all authentic materials you should check that you have permission to

reproduce lyrics and to play the music concerned.

Internet Resources:

The International Lyrics Server http://www.lyrics.ch

BBC Radio 1 http://www.bbc.co.uk/radio1/

StreamSearch.com has a library of audio and video files. You will need Real Player

to access them. http://www.ss.com/homepage.asp

Recommended reading:

Murphey, T. 1992 Music & Song, Oxford University Press

Sanderson, P. 1998 Music and songs in the classroom: making choices, MET

7/2

Brown, P. 1998 The sound of music, MET 7/3,

Appendix 19: Using Visual Aids

It is probably a good idea to define straight away what ‘visuals’ and ‘visual aids’

mean. ‘Visual aids’ are traditionally taken to mean mounted pictures and drawings,

but ‘visuals’ is perhaps a more useful term, signifying all the ways in which the visual

sense can be exploited to aid and enhance learning. At its broadest, this term covers

the full spectrum from pictures, at one extreme, through non-pictorial aids such as

the board, the teacher and other students in the class, to video and computer

screens at the other.
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Types of Visuals

Pictorial

Flash cards

Pictures

Wall charts

Non-pictorial

‘Realia’ i.e. real objects

Menus, maps, etc.

Grids, graphs, tables

Mapped dialogues, role cards, etc.

White board

Mime/gestures

Cuisenaire rods

Slides

OHP

Video

Computers

Reasons for Using Visuals

Some of the advantages of using visuals are:

1. They can help to get across meaning (e.g. vocabulary items) or clarify

complicated points.

2. They work particularly well with learners who rely on visual clues to aid their

understanding.

3. They can make things more memorable.

4. They can stimulate the interest of the learners.

5. They can focus and keep learners’ attention.

6. They are a non-verbal stimulus and therefore reduce TTT (teacher talking time).

7. They can be used to increase STT (student talking time).

8. They can save time and effort, e.g. no need for lengthy teacher explanation

9. They can add variety and fun to lessons.

10. They can bring the outside world into the classroom (e.g. Realia) and add realism

to role-plays (e.g. tickets, money, hats, menus etc).
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11. They can be used to set up communicative activities, e.g. information gap,

communication games, etc.

12. They are flexible - they can be used at different levels for a variety of purposes,

e.g. for setting the scene, presentation, controlled practice, discussion, in fact at

almost any stage of a lesson.

13. Pictures are readily available and drawings can easily be made wherever you are

teaching.

14. They are readily available in course books for exploitation.

15. They can be used for exam preparation. Cambridge exams use photographs as

part of the oral interview.

When using visuals some points need to be kept in mind:

Avoid small, cluttered, black and white pictures, unless they are to be used for

pair work or small group work.

Show cultural sensitivity, e.g. do not use pictures of semi-naked people or

alcoholic drinks in certain countries.

Make sure everybody can see and has seen the visual before asking questions

about it.

Don’t under-use them (i.e. exploit them fully by using them for pair work etc).

Uses of Visuals

a) Introducing New Language

Visuals can be used when introducing grammar, vocabulary or functions. They can

serve the following purposes:

To set the scene/establish a context for new language, e.g. via pictures,

drawings, wall

To establish the characters involved, real or fictitious.

To establish a story line

b) Practice

Clearly one piece of visual material can be used in a number of different ways, from

presenting new language to stimulating discussion, though some may lend

themselves more readily to certain activities. In looking at the use of visuals in

various practice activities it is therefore necessary to think about how the material

can be exploited, rather than the material itself.

E.g. Picture: a greengrocer’s shop showing various piles of vegetables with price

signs.

This could be used in a number of ways:

1. To present vocabulary: a lexical set of vegetables

2. To present question forms: What is this? / are these?

3. Controlled Practice: T-S, S-S question and answer practice
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4. Further Practice: guided role-play between customer and shopkeeper

5. Freer Role-play: “You bought some of these vegetables but the tomatoes are old

and bad. Go back to the shop”.

c) Receptive Skills

Visuals can be used:

To establish the situation or context

To generate interest and motivate students to want to listen/read

To encourage prediction

Here are some activities that could be used with reading or listening:

Matching pictures to descriptions

Finding differences between pictures and their descriptions

Following directions on a map

Completing grid/charts

Arranging objects as described

Sequencing events

d) Phonology

Mnemonic pictures e.g. bee /i:/

Pictures for minimal pairs (‘ship’ and ‘sheep’ etc.)

Pictures to practise/check sound recognition by learners

Representation of the mouth

Phonemic chart

It is best if visual aids such as pictures and drawings are made to look as

professional as possible e.g. mounted on card and laminated. They will also last

longer this way. One of the best ways of collecting and storing visual materials is to

organise them into topic areas or lexical sets.

Recommended Reading:

Wright, A. 1989 Pictures for Language Learning, Cambridge University Press

Wright, A. 1984, 1000 Pictures for Teachers to Copy, Collins ELT

Appendix 20: The White or Black Board

The board is one of the most flexible aids available to both the teacher and the

learners, especially in a low resource context, but if it is to be a successful visual aid

the work needs to be as carefully planned and organised as any other aspect of the

lesson. A cluttered board has no visual appeal, and even less educational value.

Therefore it is necessary to think in advance about:
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When to use it in the lesson

The precise aim of its use at given points in the lesson

The best layout and organisation to achieve this aim

When you want learners to copy from it

Here are some potential uses of the white board:

To represent meaning visually via time lines/pictures/diagrams/drawings etc.

These may be the chief ways of getting over meaning, or they may support one

another, or they may supplement a verbal explanation.

To represent form visually, e.g. boxes to show the relationship between Q & A, or

passive and active form; substitution tables; exposition of a structural rule; etc.

To clarify difficulties with recognising the written form in its spoken version

especially where students are more used to the written word than the spoken

word, e.g. by showing where contractions/elision/assimilation/liaison, etc. occur.

To visually reinforce stress and intonation patterns, e.g. with boxes and arrows.

To introduce the lower level elements of the writing skill, e.g. spelling,

punctuation, use of capitals, etc. by highlighting these where relevant.

To help students relate pronunciation to spelling, e.g. by eliciting orally practised

examples for the white board and following with a short spell of reading aloud.

To provide a source of reference for students during oral or written activities, e.g.

model sentence/grammar rule/stress in vocabulary/vocabulary items.

To provide cues or prompts for written or oral practice.

To give learners clear and useful written records of class work for reference/

home/study/revision.

To set up situations/set scenes for dialogues, etc.

To summarise in an organised way the results of analysing language in

texts/role-plays/exercises.

To clearly categorise forms for different functions/relevant vocabulary for

discussion and role-plays.

To provide a change of pace and/or focus, by centring students’ attention on the

board after group or pair work.

To mark different stages in the lesson.

To use for writing up mistakes and asking learners to correct them.

Points to consider:

Decide which of the above uses you exploit most. Are there any you could exploit

more?

When/why do you choose to use the board to provide cues/prompts as an

alternative to other ways of prompting learners?
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What difference does it make if you put examples for discussion (e.g. contrasting

structures) on the white board instead of giving learners individual photocopies?

Consider: (a) focus (b) Group dynamics.

How often do you get the learners to write on the white board? What are the

advantages and disadvantages of doing this? (Remember that learners may not

be used to writing on the board, that it may make them anxious, and that it will

certainly take them longer than you as a result).

Some suggestions for polishing up your white board work:

1. Stand back from your white board work occasionally and look at it from the

learners’ point of view. Ask yourself the following questions: Is it visually

appealing? Is the main purpose clear? Is it obvious what you are doing at any

given stage in the lesson? Would you like to be on the receiving end of your white

board work? If not, why not?

2. Look in the learners’ books and see how it transfers to them. (This is particularly

important at lower levels where there is more interference from L1 and they tend

to write what they think they’ve seen). Will what they have copied down help

them when revising/referring/studying? If not, what changes could you make in

your white board work to ensure that it is helpful as a record of class-work?

3. Be brave and ask for learners’ comments on your board work. They may well

have suggestions as to how you could make it clearer for them.

4. Clean the white board once you move on to another stage of the lesson. NB It is

important to give learners time to copy, then you can clean the white board and

move on. The learners have their record for that part of the lesson and you have

a clean white board for the next part. This also means that learners are not

distracted by white board work that is no longer relevant, and they understand

that this indicates a change of activity or a change of focus in the lesson.

5 Divide the board appropriately according to the main aim of the board work. It’s

very easy when eliciting to end up with a very confused and confusing layout.

Therefore decide in advance where you will put what and stick to your plan. It’s

preferable to incorporate learners’ suggestions into an existing layout, than let

their suggestions dictate the layout.

6 Use headings/titles to categorise language work, e.g. ways of apologising,

theatre vocabulary. These help students locate information when they need to

refer to it later or revise.

7 Concentrate on board work in planning your lessons over a period of, say, a

week. Predict all the stages where you will make use of the board, and plan the

layout for each stage. Refer to these plans during the lesson.

8 Plan board work for vocabulary lessons as carefully as for structure lessons.

Think about the best way to remind students of a) meaning b) style c) part of

speech d) relevant grammar e) word stress. Is a self-explanatory sentence best?

(E.g. The watch never went wrong because it was very reliable) or a scale? (E.g.

anxious –worried- panic-stricken). Would accompanying drawings help? Maybe

different categories, e.g. professions divided up into scientific/artistic/manual/etc.

9 Get into the habit of automatically marking word stress when writing up lexis that

has cropped up. It only takes a second to elicit and mark and draw learners’

attention to it.
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10 Use different colours to underline/box/mark stress and weak forms, highlight

parts of speech, etc. One idea is to be consistent in the colour you use according

to the type of rule you want to highlight, e.g. always use blue for rules of form, red

for pronunciation, etc.

There are lots of ways in which with a little thought we can exploit the board more

usefully. The basic points to remember are:

Think of it as a visual aid and give your board work visual impact.

Look at your board from the learners’ point of view.

Include board work in your lesson plan whatever kind of lesson it is.

Clean the board frequently.

Plan your board work in advance and if necessary include it in your lesson plan.

Remember learners are likely to write down whatever you write up. In the world of

computer programming the principle is “Garbage in, garbage out”. Think about this in

relation to your board work and what your students get from it. As a general rule, be

firm about when and when not your board is for copying down; but do be sensitive to

the needs of graphically-oriented learners for whom the written work may be a source

of confidence and security in their learning style. Remember that many learners will

hold the view that everything you write on the board should be copied down.

Appendix 21: Cuisenaire Rods

Cuisenaire rods are pieces of oblong plastic or wood in varying colours and lengths.

They were invented by a Belgian teacher (Georges Cuisenaire) for the teaching of

basic mathematical concepts. Since then they have been used to teach many

different subjects including language. They are particularly useful for learners who

have a strong visual or kinaesthetic learning style.

Here are some activities for using rods:

Illustrating word order: different colour rods can be used to represent different

parts of speech.

Practising imperatives: learners make an arrangement using rods and then give

instructions to a partner on how to copy it while hiding their own arrangement.

Prepositions of place as above.

Word stress: rods can be used to symbolise syllables and a different colour to

show the stressed syllable.

Sentence stress: different colours can be used to show stressed and unstressed

words.

Story prompts: tell a story using different rods to represent people, objects and/or

places and the learners retell the story.

Vocabulary prompts, e.g. the teacher builds a model of a living room and uses

different rods to represent different items of furniture while drilling the class, then

recycles the target vocabulary by picking up different rods and asking the

learners what they represent.
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Graphs and charts, different length rods can be used to illustrate the language of

graphs, charts and trends by placing them side by side.

Appendix 22: Projectors

The Overhead Projector:

Advantages

Disadvantages

1. Can write/use facing class (contrast to

board).

1. Mechanical problems: they can be

difficult to get working, focus and

so on.

2. Can use with lights ON.

2. Prone to bulb failure.

3. Clear/large focal point (good for large

classes).

3. Need for special pens.

4. Variety

4. Sometimes difficult to blow-up

pages of a book.

5. Can be changed/added to in front of class.

5. Expense

6. Impromptu writing/drawing

6. They generate heat and may cause

problems with reflection on a shiny

surface.

7. Can be used with pre-prepared

transparencies.

8. Flip-over transparencies to build up picture

(picture compos ition) or writing (correction).

9. Material can be re-used.

10. Time saving, especially for correction

purposes/instructions/lay-outs/diagramsall

of which can be done in advance.
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The Data Projector

A data projector is an electronic projector that is plugged into a computer. Data

projectors will probably become the presentation tool of choice in schools given the

funding to buy them although at present many will find them prohibitively expensive.

They can be used for the following:

Brainstorming ideas using a word processor

Power point presentations

Exploiting Internet sites for whole class presentation

Using in the same way as a board but being able to print off the results for direct

use by the learner

A professional presentation tool for learners to use with class presentations

If you are lucky enough to have one in your school, experiment with it by trying some

of the above.

Appendix 23: Using ICT and CALL

Integration

"Technology has the power to improve teaching and learning,

but it can also make a teacher's life more complicated.

Therefore, each resource should be examined for its unique

qualities and potential benefits for teachers and students.

Teachers should not use a tool simply because it is new and

available - each integration strategy should be matched to a

recognized need. We do not oppose experimentation but we do

advocate informed use."

Robyler & Edwards,2000 Integrating Educational Technology

Into Teaching, Prentice Hall

The key word when using ICT in the classroom is integration. When teachers first

become aware of new technologies they may overuse them and not consider them

critically in the same way that they consider other classroom resources. We would

not show our learners a full-length feature film in a lesson and we would not take in a

pile of grammar books and ask learners to find some exercises to do. If we did we

would be failing in our duty as teachers and our learners would have serious cause

for complaint. Of course, this situation does not only apply to ICT but could be the

case with the use of other new, unfamiliar teaching resources as well.

Some possible pitfalls are:

Asking learners:

To search for a topic area without considering if they have the relevant general

and technological skills needed for research.

To do exercises using CD-ROMS without proper attention to introduction (to the

instructions, for example) and feedback.

To correspond with other learners without a clear task in mind.
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To use computer skills that they may not possess.

Good practice involves:

Clear lesson and stage aims.

Realistic tasks in terms of time available.

Making sure learners have the requisite technical skills before they begin.

Making sure learners stay on task.

Having a contingency plan in case of technological problems.

Checking equipment and in the case of web sites the site itself before a lesson.

Ensuring that learners can view materials on the web critically if they are doing

research.

While using new technologies in our lessons we should be careful not to lose sight of

basic teaching principles. We must have a good reason for incorporating ICT and

lesson aims should remain clear not only to ourselves but also to the learners.

Word Processing

For those who don't know, a word processing software program is one which is

designed for writing and manipulating text. The most common use is for writing

documents such as letters and reports. You probably use one regularly.

The most obvious use is to integrate word processors into process writing removing

the need to spend time drafting and redrafting by hand. It could be argued that at

present learners have to write compositions by hand in exams. Nevertheless, in the

real world many learners will use a word processor for writing texts in English such

as business correspondence and personal emails. In English, word processors can

provide the following advantages:

Immediate editing facilities e.g. deleting and inserting text/pictures/tables,

changing fonts, using different colours and features such as bold and underline

to highlight text

Spell checking

Punctuation checking

Grammar checking

Cut, copy and paste facilities

Word count

Novelty value, something different from writing on paper

Presentation can be made to look professional by everybody

You may already be receiving homework by email or on disk with the potential for

electronic marking of learners’ work. This allows learners to incorporate corrections

relatively painlessly without having to rewrite everything by hand. In addition, this

could be used in an ongoing project based in a computer room with multiple work

stations, if you are lucky enough to have one. Electronic marking can make use of

the following features:
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Highlighting comments

Changing colour to track changes

Footnotes

There are many uses for a word processor in learning English. Try the following:

Teacher Learner

Spelling Changes a text. Corrects text with deliberately

misspelled words.

Spelling Uses the ‘Find and Replace’

feature to hide / substitute

certain letters.

Corrects text with selectively

misspelled words.

Punctuation Remove or change

punctuation: Tip: In Microsoft

Word, hold down the Shift

key and hit F3 to see various

punctuation options with

selected text.

Adds capitals, or other punctuation to

a text.

Lexis Removes e.g. all adjectives

from a text or prepares a text

specially.

Can be done on a gapfill

principle i.e. leaving a

physical gap or as an

enrichment exercise.

Either fills gaps or embellishes the

text according to the exercise type.

Reordering Takes a given or specially

prepared text and uses the

‘cut’ and ‘paste’ facility to

reorder the text generally or

remove selected sentences

and place out of context. To

improve understanding of

discourse markers.

Reorders the sentences and

reconstructs the original texts.

Summary

writing

A process which seems

made for word processing:

Identifies key information

(highlights in bold or

different colour or

underlines).

Reduces to note form.

Produces increasingly refined drafts

saving old drafts for later analysis.
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Recommended reading:

Jarvis, H. 2000, The changing role of computers in language teaching and the

case for ‘study skills’, MET 9/1

The Internet

In this section we will look at exploiting the Internet in the ELT classroom. We will

start by considering how best to find the information we need and then go on to how

we can evaluate web sites for teaching purposes. After that we will consider how we

can exploit the www as a tool for communication, followed by some addresses for

useful web sites for teaching and learning.

Searching

Teachers may want to search the Internet to find good, authentic up-to-date

supplementary materials to be used to support coursebooks and also to use in web -

based lessons. Learners can be asked to search the Internet for research purposes

possibly in the form of project work or to achieve a specific task e.g. plan a two-week

holiday in the USA, choose a sport and prepare a ten- minute presentation for the

class or prepare a poster presentation about your favourite film star.

One of the greatest advantages of the www is the amount of information it holds; this

could also be considered a serious disadvantage. Just searching Altavista

(http://altavista.com ) with the term EFL, turned up 108,000 references. It is possible

to waste a lot of time searching so it is best to be as specific as possible when

entering a search term. It is also a good idea to experiment with different search

engines, the tools that help you search the Internet.

A list of search engines and how they work is included in Appendix 24. Do

experiment with these and you will find that they can save both you and your learners

considerable time.

Recommended reading:

Teeler, D. & Gray, 2000 How to Use The Internet in ELT , Longman, Chapter 3

Windeatt, S. Hardisty, D. & Eastment, D. 2000 The Internet, Oxford University Press

Site Evaluation

So, let's assume you have found a site, which matches the topic you are looking for.

As we pointed out before one of the beauties of the www is that anybody can publish

anything but this can also be a curse. What we as teachers presenting authentic

material for our learners must do is to evaluate this material, as we would any other,

for suitability of use in the classroom. Learners will also need evaluation skills,

especially if they are using Internet materials for project work.

The following criteria for evaluation are based on Eastment, 1998,Quality Sites on

the World Wide Web. Where are the good web pages? MET 7/2. It may be that

only some of these criteria are relevant to the site being evaluated.

Aim

This may be self-explanatory but it is not always obvious to the casual surfer. This

can be for a number of reasons:

The aims of the site/page are not clearly stated.

The site/page does not achieve its aims.
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The true aims are hidden (product promotion, indoctrination etc.).

Accuracy

This concerns the following:

Spelling mistakes

Grammatical mistakes

Content

Authority

This relates to the author and publisher of the Web site:

The credibility of the publisher

The credibility of the author

Currency

According to Eastment this relates to:

The date the site was created/last updated and whether this is stated or not.

Depth

The size of a web site is difficult to gauge, but it is an important consideration when

evaluating web sites.

The amount of content provided

Design

This can be divided into a number of categories:

The speed of download

The ease of navigation

The colour scheme

Compatibility

Regularity of update

This may appear to be repetition of currency but in fact currency simply relates to the

age of the document being clearly stated. This category is more applicable to sites

that should be providing up-to-date content such as news sites.

Example Web Site Evaluation

Name and Web Site Address

Epicurious http://www.epicurious.com
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Aim

A site about food and drink with recipes

Accuracy

Good, accurate language. American English.

Authority

Produced by Conde'net who own a number of food and drink magazines.

Currency

N/A

Depth

Vast amounts of information and lots of layers to this site so can be difficult to find

your way around.

Design

A very busy home page which appears quite cluttered.

Regularity of Update

Yes, it's updated regularly.

Other

Great cooking technique videos which could be used for listening practice.

Communication Using the Internet

In the past language learners were only able to communicate with native speakers

and other learners by post or in the form of pen pal letters. The Internet has opened

up a whole new realm of possibilities for finding information and communicating with

people across the world with communication being much quicker and in some cases,

as in chat, being synchronous, and instantaneous. That is not to say, however, that

the same pitfalls of pen pal projects do not apply. Collaborative learning projects,

those requiring the collaboration of learners and teachers through time and space

rely on good organisation and need the will and interest of the participants to go the

distance. It will be up to the teacher(s) involved to keep up the interest and motivation

of the learners. If one or more participants drop out of such a project then it can

mean failure.
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Good organisation means the following:

Finding people to communicate with.

Setting times when people will be available to communicate. If the

communication is synchronous then you need to be aware of possible time

differences, maybe you should agree on using GMT as a reference point. If the

tasks are asynchronous, delayed communication, then set a time for messages

to be replied by.

Setting realistic, interesting tasks.

Setting limits on the number of interactions needed to complete the tasks.

Follow- up activities to report on the task.

Having a contingency plan if people drop out of the project, maybe by

communicating in pairs/groups rather than individuals.

The most obvious tasks are those which involve some kind of cultural exchange e.g.

comparing food and drink, education, free- time activities, home towns, festivals and

celebrations etc.

The main methods of communication through the Internet are the following:

Email: There are many sources of free email addresses available but you should

be aware that they are generally not secure and you may end up receiving

unsolicited mail including that of an offensive nature. If you want to use email in

the classroom you may have to set up a list of addresses ready for your class to

use.

Internet resources:

Yahoo! http://www.yahoo.com

Eudora http://www.eudora.mail.com

Hotmail http://www.hotmail.com

Discussion Lists: Discussion lists are generally set up with a particular topic or

group of people in mind. When you send an email to the discussion list it goes to

every member of the group; with a good Internet connection it may be almost

synchronous. One of the most popular is Egroups and it would take you about 15

minutes to set one up for your classes as long as you have their email addresses.

Discussion lists are generally 'closed' and you have to apply to join them.

Internet Resources:

Egroups http://www.egroups.com

LaTrobe University, send a blank email to announce-sl@latrobe.edu.au

Moos: Moo stands for "Multi-user domain, Object-Oriented." Early multi-user

domains, or "MUDs", began as net-based dungeons-and-dragons role-playing

type games, but MOOs have evolved from these origins to become fascinating

and engaging online communities. These are social environments in a text-based

virtual reality where people come to chat with friends, meet new people, and help

build the MOO. Users (sometimes called players or characters) connect from

anywhere in the world and are able to communicate with others in real time (as
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opposed to the delayed communication of e-mail). Another advantage is that they

are often monitored and if users are behaving inappropriately they can be

removed. The most famous MOO for English language learners is Schmooze

University, which gives learners an opportunity to practise their English in a

supervised environment. One disadvantage is that there are various MOO

commands which you need access to in order to use the MOO effectively. It's a

good idea to print these out and give them to your classes before they attempt to

use the environment.

Internet Resources:

Schmooze University http://schmooze.hunter.cuny.edu:8888/

Moo commands http://www.hunter.cuny.edu/ieli/commands.htm

Chat: Chat rooms provide the learner with a possibility of communicating in ‘real

time’ rather than having to wait for a reply as in email. People using chat are

connected to the Internet at the same time and can answer (if they choose to do

so) immediately. One of the most important considerations when using chat is to

find a safe environment for your learners. A lot of chat rooms are frequented by

some pretty unsavoury characters. Some web sites incorporate chat rooms and

do not need special software such as IRC Internet Relay Chat. Of course, if you

choose to use chat in the classroom you will have to find other people to chat

with, not necessarily with each other, and a meaningful task with justifiable

linguistic aims.

Internet Resources:

Dave's ESL Café Chat http://www.eslcafe.com/chat/chatpro.cgi

Yahoo ESL Club http://clubs.yahoo.com/clubs/englishasasecondlanguage

Recommended reading:

Linder, D. 2000, Making e-mail exchanges really work, MET 9/3

Web Sites For ELT

These are sites designed for teachers and learners of English to use. They can

contain some well thought out material but they can also contain a lot of material you

would not consider being of sufficient quality to use in the classroom, or out of it. You

should approach ELT sites with the same caution you would any other web site (or

indeed any other teaching material) and evaluate it according to the principles we

mentioned before. However, there are some very useful sites and here are a few to

take a look at.

Tefl Farm, a site for teachers mainly to discuss methodology and ideas,

http://www.teflfarm.com/

Flo -Joe, a site for CAE and FCE http://www.flo-joe.co.uk/index.htm

Daves ESL, a long established site for teachers and learners,

http://www.eslcafe.com/

Discovery, a great site for materials creation,

http://school.discovery.com/teachingtools/teachingtools.html

Enchanted Learning, designed with young learners in mind but could be useful for

lower levels, http://www.enchantedlearning.com/
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The British Council, a site for learners, http://www.learnenglish.org.uk/

Recommended Reading:

Windeatt, Hardisty & Eastment, 2000 The Internet, Oxford University Press,

Appendices D & E

Teeler & Gray, 2000 How to Use The Internet in ELT , Longman, Appendices C & D

CD-ROMS

I am assuming that as you are doing this course you have at least used the Distance

DELTA CD-ROM. You may well have used others with your learners. If you are

fortunate to have access to a computer room you may already be using CD-ROMS

with your classes. Moreover, you may have a self-access centre where learners can

access them for self-study. Samples of CD-ROMs can often be obtained for

evaluation purposes from publisher's representatives and I would advise you to ask

them for these.

CD-ROMS for use in the EFL classroom fall into the following categories:

General English e.g. Tense Buster, Clarity Language Consultants

CDROMS produced with other purposes in mind

Dictionaries e.g. Longman Interactive English Dictionary

Reference e.g. Encarta Encyclopaedia, Microsoft

Simulations e.g. Who is Oscar Lake? LPI

ESP e.g. M-Power Your Business English, International Business Images

Authoring e.g. Exercise Generator Plus, Clarity English Software

Assessment e.g. English Assessor, Vektor Multimedia/ BBC English

Complete courses e.g. BBC New English Course, BBC English

CD-ROMS can offer all the advantages of multimedia learning:

Video

Sound files for listening and phonology

Interactive exercises

Feedback, although not qualitative

In addition to these benefits they encourage learner autonomy and learners may

repeat exercises they are unsure of. Unlike the Internet they do not rely on transient

conditions in the WWW and are therefore less of a risk when lesson planning.

However, they are expensive, and there can still be problems with computers

crashing.

Recommended Reading:

Sharma, CD-ROM: A Teachers Handbook, Summertown Publishing, 1998
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Concordancing

A concordance is a list of words derived from a corpus, a body of text, and the

contexts in which those words occur.

The first concordances were developed for the study of the Bible and the works of

Shakespeare. Concordancing was a very time consuming and labour intensive

business until the advent of computers. However, computers have made the analysis

of text an everyday reality.

Concordances can be used for the following in the language classroom:

Creation of word lists

Analysis of word frequency

Study of collocation

Looking at different meanings of words in context

The results will depend on the type of corpora used:

Individual texts e.g. Short stories, poetry

Specialist corpora e.g. business letters

General Corpora e.g. all kinds of texts

Many learner dictionaries have been produced using general corpora, these have

allowed them to reflect the way that words are used in the real world and the

frequency with which they occur.

You could create your own corpus or you could use one that is available

commercially such as the British National Corpus, or Cobuild direct.

The Intermediate Choice, Mohamed & Acklam, Longman, 1995 is an example of a

coursebook whose writers used concordancing. Look at pages 79 and 115.

Recommended reading:

Tribble & Jones, Concordances in the Classroom, Longman, 1990

Willis, A Framework for Task-Based Learning, Longman, 1996, Creating a

Pedagogic corpus

Internet Resources:

For a demonstration try this site:

Collins Cobuild http://titania.cobuild.collins.co.uk/form.html

Or the British National Corpus http://info.ox.ac.uk/bnc/getting/sampler.html

Software Purchasing

Let us conclude this section with a brief discussion of issues regarding software

purchasing. Although it is possible to do a lot of CALL with very little in terms of

software, it is obviously possible to do much more with some investment.
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You should always:

Try before you buy. It is generally possible to get sample copies of CD-ROMS

and programs to test before you commit yourself.

Where possible ask colleagues if they have used the software and for their

opinions.

Always ask for the price for educational organisations.

Ask for the price for network licenses. The price goes down according to the

number of computers it is installed on.

Make sure the software is compatible with your computer system. If you are in

doubt ask your Systems Administrator.

Investigate the possibilities of free downloads from the www.

Internet Resources:

For free software:

http://www.download.com

http://www.twocows.com

http://www.cnet.com

Appendix 24: Useful Search Engines

Type: How they work

Index or spider (engine)

www.ragingsearch.com

www.altavista.com

www.webtop.com

www.northernlight.com

a A piece of software called a spider indexes the content

of sites it processes by building an index of words

found in each page and assigns a relevance weighting

to each. The term you search for is compared to this

database and a list of sites is returned in order of

perceived relevance e.g. keyword frequency. Usually

offer advanced searching.

Subject directory

www.yahoo.com

www.excite.com

b Web sites are categorised librarian style into pre-set

categories according to page title, URL text or specific

content labels embedded in the page/site. Good for

searching broad subject areas. Category headings

sometimes as useful as actual hits.

Relevance engine

www.google.com

c A relatively new type of search engine. It returns the

URLs of the sites which most other sites have linked to

for the type of information queried. e.g. if you search

for ‘migraine relief’, Google searches for sites which

say “for more information about migraine relief click

here” and give you the list of the sites more referred to
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for this topic.

Meta search engines

www.alltheweb.com

www.metacrawler.com

www.dogpile.com

d Searches other search engines and often provides a

very quick picture of good information sources

available for this topic but ... restricts you in search

syntax, doesn’t allow much refining if at all and

displays less information about its results than spiders

and subject directories.

Natural Language

Processing (engine)

www.askjeeves.com

e 1. Encourages you to ask properly phrased question.

e.g. “Where can I find information about..?”

2. Tries to clarify your query with ‘question and

answer’ interaction.

3. Performs a meta search and returns results in

friendly format.

Specialist engine

www.findlaw.com

www.themedengine.com

www.thelawengine.com

f Specialist subject directories / indexes which offer

greater in-depth coverage than a general source.

Increasingly common and popular.

Reviewed directory

www.britannica.com

www.bbc.co.uk/webguide

www.looksmart.com

www.about.com

www.clearinghouse.net

g A subject directory of sites which have been assessed

for usefulness, reliability, authority etc. Some of these

sites will also provide links to suggested resources

such as newspaper or encyclopaedia articles.

National engine

www.yahoo.it

www.ole.es

h Local versions (language and coverage) of dotcoms or

national only engines. If the information sought is local,

you might be better off searching for it locally.
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The Noun Phrase

Summary

Traditionally course books and teacher training courses have concentrated on the

verb phrase and treated the noun phrase as a poor relation, even though “a simple

count of errors in the writing produced by intermediate students often reveals a

higher proportion of noun-phrase-related errors than errors in the verb system”

(Thornbury 1997).

In this section we will be looking at various aspects of the noun phrase through an

analysis of authentic texts, learners’ written work and published materials. You will

also be undertaking some reading, and gathering plenty of practical teaching ideas.

We recommend you work through the different subsections separately rather than

trying to cover all the information and tasks in one go.

Objectives

By the end of the section you will:

Feel more confident about terminology.

Have deepened your analysis of nouns, determiners (including articles) and

adjectives.

Know where to do further research on the noun phrase.

Have practised exam type tasks in respect of the noun phrase.

Have collected teaching ideas.
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1. Introduction

First of all a definition of the noun phrase:

“A group of words with a noun or a pronoun as the main part. The

noun phrase may consist of only one word (for example ‘Gina’ in ‘Gina

arrived yesterday’) or it may be long and complex (for example, all the

words before ‘must’ in: ‘The students who enrolled late and who have

not yet filled in their cards must do so by Friday’)".

Longman Dictionary of Teaching and Applied Linguistics

(Richards, Platt & Platt, 1992)

In terms of form, we can add that a noun phrase can be made up of:

Pre-modifier Noun/ pronoun Post-modifier

My

More than 100

The cute

photos

people

one

of Australia.

injured in the blast.

with the black tail.

Before continuing, we strongly advise you to do some basic revision of word classes /

phrases and simple sentence structure by working through the tasks in Unit 11 (Word

classes and phrases) and Unit 12 (Sentence Structure: the simple sentence) in

About Language (Thornbury, 1997), which were part of your pre-course reading.

2. Nouns

In this section we will be beginning with a classification task similar to Question 2 in

the Exam. We will then be focussing in more detail on one aspect of nouns that often

causes learners difficulty - countability.
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2.1. Analysis of Noun Categories

Task 1: Noun Categories (20mins)

In this extract from the Social Programme of a language school, comment on the

nouns, noun phrases and pronouns in bold in as much detail as you can. The first

one is done for you.

Wednesday 10th January

Visit to Madame Tussaud’s

Ever fancied rubbing shoulders (1) with the rich and famous (2)? Well, get

down to Madame Tussaud’s! (3) Whether you fancy playing super agents with

007, measuring up to svelte Naomi Campbell or puckering up to heart throb (4)

Brad Pitt, this is the place to be. Anyone who’s (5) anyone (6) from sports to the

media, (7) politics (8) to punishment (in the chilling Chamber of Horrors) is here;

you (9) can even travel back in time (10) on the spectacular Spirit of London ride.

Madame Tussaud’s offers unique up-close-and-personal access to the hottest

celebrities. And you can gossip about them (11) to your heart’s content (12) –

they won’t answer back! It’s (13) important to book early as this is a very popular

trip.

Meet: 2.30pm

Place: Reception

Tickets: £12.00

E.g. (1) rubbing shoulders: noun phrase, the object of the verb ‘fancied’ and

post-modified by the prepositional phrase ‘with the rich and famous’. rubbing: the

gerund form of the verb ‘rub,’ acting as a noun; shoulders: plural countable

common noun.

See Appendix 1 for answers.

If you want further practice of this kind of classification and on nouns in general, work

your way through Tasks 1, 5, 9 and 10 of Unit 22 of About Language (The Noun

Phrase).
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2.2. Countability

Task 2: Countable and Uncountable Nouns (10mins)

1. List at least five problems your learners have with countable and uncountable

nouns.

2. Find some examples of where something is uncountable in English but countable

in a language you know, or vice versa.

See Appendix 2 for some suggestions for 1.

Task 3: Reading (15mins)

1. We can say: “I went to get a coffee” (countable) and “I went to get some coffee?”

(uncountable). What are the properties of an item in (1) a countable context and

(2) an uncountable context? We have done a few examples for you:

Countable context

1. Can co-occur with ‘several’.

2. Each ‘coffee’ has a distinct boundary.

3.

Uncountable context

1. Cannot occur with ‘several’.

2. Indistinct boundaries etc.

3.

3. Read the sections on countability and on individuation in Unit 2 of Explaining

English Grammar (Yule, 1998) and add to your list above.

Yule’s description of individuation is a good example of grammar at 30,000 feet

looking at a core concept in language (reference Unit 1, Section 3). Does it help you

understand better? Is it usable with learners?
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Note: We also recommend you do some revision of compound nouns as these come

up fairly frequently in the exam. Refresh your memory on the different ways they can

be made and on the rules of word stress.

3. Determiners

In this section we will be looking at determiners and focusing in particular on the

issue of ‘some’ and ‘any.’ In Section 3 we will concentrate on another set of

determiners that are difficult for learners: the articles.

3.1. Analysis of Determiners

Task 4: Determiners (5mins)

1. What is the function of determiners, i.e. what do they do?

2. Can you list ten determiners e.g. a/an, many?

See Appendix 3 for a list.

3.2. Commentary

In the Appendix the determiners are divided into two groups. Those in Group A help

to identify things, to say which one/s the speaker is talking about, to indicate whether

they are known to the listener or not, to show whether they are general or specific.

Those in Group B are mostly ‘quantifiers’ and say how much or how many of

something we are talking about. Learners sometimes have problems remembering

which of these can be used only with countable nouns, which only uncountable and

which with both. Look at the list again. Could you give your learners a clear answer to

this question?

3.3. Some and Any

In Unit 1 we looked at the difference between descriptive, pedagogic and prescriptive

grammars. (Can you recall the difference?) The treatment of ‘some’ and ‘any’

demonstrates perfectly the tension between the descriptive and pedagogic accounts.

In the following task you will be looking at different analyses of the ‘rules’ regarding

‘some’ and ‘any’ and thinking about how you focus on them with classes.
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Task 5: Reading and Reflection (30–40mins)

1. Look in the nearest elementary course book you can find. Exactly what rules

are taught about ‘some’ and ‘any’?

2. What do you tell your elementary learners about ‘some’ and ‘any?’ Do they

seem to have any problems with the ‘rules’ you give them?

3. Read the section on ‘Some and Any’ in Chapter 4 of The English Verb (Lewis,

1986). Do you find Lewis’ argument persuasive enough to make you change the

way you teach ‘some’ and ‘any’ to elementary classes?

4. Now read the section on ‘Some’ and ‘Any’ in Unit 5 of Grammar for English

Language Teachers (Parrott, 2000). Parrott here makes a distinction between

stressed and unstressed ‘some’ and categorises the uses of ‘some’ and ‘any’

differently from Lewis. Do you find this analysis helpful? Will it change your

teaching of this area in any way?

3.4. Further Reading Tasks

Task 9 in Unit 23 of About Language will give you further work on ‘some’ and ‘any.’

If you do not feel confident about other determiners, we suggest you do some extra

reading, particularly about quantifiers in Grammar for English Language Teachers

or Practical English Usage.

4. Articles

The most problematic types of determiners for many learners to use accurately are

articles. We can see this clearly in much of our learners’ written work, where one of

the most common areas of difficulty is article use, misuse, or omission. In the DELTA

exam, when invited to give ideas to help students, teachers have been known to say,

“I would give a lesson on articles to sort out the learners’ difficulties” or “I would go

over the rules and do some gap-filling exercises.” But is it really that easy?
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Task 6: Speaking from Experience (10 minutes)

1. List at least four problems your learners have with articles. Use your knowledge

of their L1 to account for these difficulties.

2. How do you approach the teaching of articles? Does your approach differ at

different levels? Make some notes.

3. How serious are problems with articles? Make some notes.

4.1. Commentary

Here are some quotes from teachers about teaching articles which cover some of the

basic problems. Tick the ones you agree with.

“I don’t”.

“The thing I think is very difficult about the article is that on the one hand it’s

extremely complex and yet on the other it’s all-pervasive. It’s there in every text

and utterance – mistakes are constant”.

“There are so many rules… I recently gave my advanced students a grammar

lesson on overall uses of the articles but I can’t honestly say it helped”.

“I tried to sort it out for a class and afterwards they were so conscious of it they

seemed to make even more mistakes – maybe it’s one of those things that is best

just acquired. I reckon they, the rules, are probably un-teachable”.

“I wait till the problem arises then tackle it by taking in a couple of exercises and

drawing out the rules by analysing the answers. They seem to understand, and

they can analyse quite well, but it doesn’t seem to help them actually use it”.

”I try not to overload with too many rules – I don’t think it helps at any level – just

the basic general and specific rule, then I try to tag on others as they arise.

Learning them in isolation doesn’t help at all”.

“It’s not only that other languages use articles very differently, sometimes entirely

the opposite use, like in Italian for abstract nouns, but some don’t have any at all.

It’s a real problem for Japanese and Arabic students for example”.

“The indefinite article ‘a’ is very hard to hear in spoken English and it’s not that

important for getting your message across, so first of all they don’t hear it and

then there’s no great need for them to use it to communicate”.
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4.2. Analysis of Article Use

Task 7: Learners’ Errors (40mins)

Look at the following examples of learners’ errors in written work. In each case:

a) Comment on the error.

b) Suggest one idea for awareness raising and one for production to help the

learner with this particular aspect or aspects of articles.

c) Tackle this task as if you were answering Question 1 in the Exam, so write your

ideas in sufficient detail for a reader to have a clear idea of the activity /

procedure.

1. Fumiko, elementary, writing in her journal:

Sunday: I had very wonderful weekend. On Saturday, I went to Cambridge. It is

very peaceful, so I wanted to stay there. Architecture is very beautiful.

Monday: I came to London because I want speak English. But I’m not happy.

Weather is very bad. Food is not delicious. I miss Japanese food, boyfriend and

my parents.

2. Roberto, pre-intermediate, writing about his interests:

I like very much the music, and go to cinema, Bruce Willis films and the action

films.

3. Shisuka, First Certificate, writing an invitation:

How are you? How are you spending your summer holiday?

I am going to spend two weeks at the countryside with two friends and book

the house which has four bedrooms. The cost of house is £160 per week. It is

quite cheap, isn’t it? Moreover, each room is big and comfortable.

4. Stefan, intermediate, writing about his last holiday:

We went to United States. We took children with us and we stayed in Los

Angeles and then we went to Florida.

See Appendix 4.

Many linguists have attempted to pinpoint the core meanings of articles, and

descriptions have included such oppositions as general/particular, singular/plural,

definite/indefinite. We suggest you read what two books have to say on the subject,

taking notes as relevant. We will also suggest references for further research.
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Task 8: Reading (30mins)

Grammar For Language Teachers (Parrott, 2000) (20mins)

Before you read, write the answers to these questions:

1. What are articles and what do they do?

2. What do we need to know about articles and singular, plural and uncountable

nouns?

3. What would you say is the most basic rule about when to use ‘a/an’, ‘the’ or the

zero article?

4. How do most course books divide up articles?

5. How do fixed expressions fit in?

Now read Unit 4.1–4.3 on Articles and compare your answers with the author’s.

Read 4.4 and compare his analysis of problems and their seriousness with your

own in the initial task you did.

Explaining English Grammar (Yule, 1998) (10mins)

Read the section in Unit 2 on classifying and identifying, which follows on from the

work on individuation. Do you find this a helpful distinction?

Further suggested reading:

Articles of Faith: The Acquisition, Learning and Teaching of ‘a’ and ‘the’ in

Grammar and the Language Teacher (Bygate, Tonkyn & Williams, Prentice Hall)

Exploring Grammar in Context (Carter, Hughes & McCarthy, 2000): Units 16 and

17.

4.3. Teaching Ideas

For your own benefit and to collect a range of ideas for use in the Exam, should the

articles come up, we suggest you take the time at this point to make a list of ideas for

working on articles. Look in a few more recently published books or some resource

books. To start you off, you could note down some of the ideas in Appendix 4 for

helping learners and look in Grammar Practice Activities (Ur, 1988) for an idea on

using newspaper headlines.

NB: Don’t quote all these ideas verbatim. Remember, as has been said in the

examination preparation work, your answers will be marked together as a Centre,

and it won’t look very convincing if you all produce exactly the same ideas, so select

any you like and find your own examples to illustrate the idea.
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5. Adjectives

In this section we are going to start by defining adjectives and asking you to review

how you deal with them in class. You will then be working through a series of tasks

which include: analysing course book materials, attempting to answer questions from

a new teacher, and doing some reading. As a result, by the end of the section you

should feel more knowledgeable about adjectives and more confident about

focussing on them in class. You should also feel more ready to tackle any exam

question relating to them.

5.1. What is an adjective?

At school we might have learnt that an adjective is ‘a word that describes a person,

place or thing.’ That seems fine for ‘a great guy, the local shops, state-of-the-art

graphics,’ but doesn’t seem to cover ‘extraordinary creativity’ or ‘general run-down

ness,’ or ‘unacceptable behaviour,’ unless we describe these nouns as ‘things’. Here

are two workable definitions:

‘A word that describes the thing, quality, state or action which a noun refers to’

(Richards, Platt & Platt, 1992)

‘Adjectives provide more information about the qualities of something described

in a noun, a noun phrase, or clause’ (Parrott, 2000)

Task 9: Reflecting on Your Teaching / Learning Experience (10mins)

Thinking back over your teaching and learning experience, when and where have you

included / encountered adjectives? a) List some lessons that have had an adjectival

focus,’ b) how useful have adjectives been to you in learning another language? E.g:

a) I often teach adjectives to describe personality at intermediate and higher levels.

b) I don’t think I ever really concentrated on adjectives, I kind of learnt them in fixed

phrases, you know, like…
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5.2. Analysing Coursebook Materials

TASK 10 : Analysis and evaluation of published materials (45 mins)

Following are three extracts from course books. In each case:

identify the features of adjectives that are being focussed on

identify at least 3 problems that learners are likely to experience with these

features (in general for all learners and specifically for those in your context)

Evaluate the material in relation to a context or class that you are familiar with.

Aim here to make at least 5 points.

Advice : if you have difficulty with the rubric here, try extract 1 then look at Appendix

5 Extract 1 before continuing with extracts 2 and 3. Tackle this task as if it were an

exam question, so write appropriately clearly and fully.

See Appendix 5
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Extract 1, Kay, S. Jones, V. 2000 Inside Out Intermediate Macmillan Heinemann (pages 20-

21)
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Extract 2:Cunningham, S. Moor, P. 1998 Cutting Edge Intermediate Longman (page 66)
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Extract 3: Gairns, R. Redman, S. 1998, True to Life Upper-Intermediate Cambridge

University Press (pages 55 & 56)
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5.3. A more In-depth Analysis

We are now going on to analyse adjectives in more depth, using a test-teach-test

approach. You will start by seeing how well you can answer a series of questions,

then do some reading, and then return to the questions to see how far your reading

has contributed to your knowledge of adjectives.

Task 11: Questions from a New Teacher (15-20mins)

You have agreed to mentor a new teacher. He comes to you with a series of

questions about adjectives. Write an answer to his questions. If you can give more

than a bare minimum, do so, e.g. by providing other examples.

1. Some books say that two syllable adjectives take -er and some say three

syllable adjectives. Which is right? And which is correct, ‘politer’ or ‘more

polite?

2. Why can’t we say ‘very wonderful?’

3. If you have to use adverbs to describe verbs, why do we say, ‘You look good’?

4. A student in my class asked me how you know when to use ‘un’ or something

else in front of a negative adjective. For example, how do you know if it’s

‘unreliable’ or ‘nonreliable’?

5. When we say something like ‘he was disappointed’, is that a passive or an

adjective?

6. Maria wrote in her homework “he looked at the asleep children.” Why is this

wrong? You can say: “he looked at the noisy children or the frightened

children”.

7. I don’t understand how ‘quite’ works, because it seems to be different for

something ‘quite good,’ and ‘quite excellent’.

8. What’s a compound adjective? Is it the same thing as a multiword adjective?

9. Stefan wrote ‘he had a very broken leg’ and I corrected it and he wants to know

what the rule is for when you can use ‘very’.

10. What would you say if someone asked you “What’s the opposite of ‘dry’?”?

Now put these to one side and do the following reading tasks. If, during your reading,

you find something that clarifies or amplifies your answers above, add it to them.
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Task 12: Reading (1 hour)

1. Work through About Language (Thornbury, 1997) Unit 24: Adjectives and

Adverbs, Tasks 1–5.

2. Read and work through Grammar for English Language Teachers (Parrott,

2000), Unit 2 on Adjectives and the section on Adverbs of degree in Unit 3.

3. Research remaining points in Practical English Usage (Swann, 1995) or other

available reference books.

4. Check your amended answers against the notes in Appendix 6.

6. More Complex Noun Phrases: Further Reading

We suggest you continue to research this on your own. Look particularly into relative

(adjectival) clauses (the topic of this month’s send-in question) and prepositional

phrases. This can form part of your preparation for the Exam.

The following are highly recommended:

About Language: Unit 22 Task 7 is on pre- and post-modification and Task 8 is

on relative clauses.

Exploring Grammar in Context: Unit 18: On Complex Noun Phrases: on premodification,

post-modification, prepositional phrases, relative clauses. Excellent

commentaries on how this relates to different genres.

Explaining English Grammar: Unit 9: on relative clauses.

Also practise simply looking at any piece of authentic material and analysing the

noun phrases in it. Make yourself ‘comment on their use and form’ to give yourself

training particularly for Question 2 of the Exam.
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Reading

Essential Reading

Yule, G. 1998 Explaining English Grammar Oxford University Press

Lewis, M. 1986 The English Verb LTP

Parrott, M. 2000 Grammar for English Language Teachers Cambridge University

Press

Swan, M. 1995 Practical English Usage (2nd edition) Oxford University Press

Thornbury, S. 1997 About Language Cambridge University Press

Recommended Additional Reading

Beaumont, M. & Gallaway, C. 1994 Articles of Faith: The Acquisition, Learning

and Teaching of ‘a’ and ‘the’, in Grammar and the Language Teacher (ed

Bygate, M., Tonkyn, A. & Williams, E.) Prentice Hall

Carter, R., Hughes, R. & McCarthy, M. 2000 Exploring Grammar in Context

Cambridge University Press

Cunningham, S. & Moor, P. 1998 Cutting Edge Intermediate Longman

Gairns, R. & Redman, S. 1998 True to Life Upper-Intermediate Cambridge

University Press

Kay, S. & Jones, V. 2000 Inside Out Macmillan Heinemann

Richards, J., Platt, J. & Platt, H., 1992 Longman Dictionary of Language Teaching

and Applied Linguistics Longman

Ur, P. 1988 Grammar Practice Activities Cambridge University
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Appendices

Appendix 1: Noun Categories

2. The rich and famous: adjectives functioning as nouns prefaced by ‘the’ and being

used as generalisations instead of ‘rich / famous people.’ Part of a prepositional

phrase (‘with the rich and famous’) post-modifying ‘rubbing shoulders’.

3. Madame Tussaud’s: proper noun with the possessive ‘s, presumably a shortened

version of Madame Tussaud’s Waxworks Museum; part of a prepositional phrase

(‘to Madame Tussaud’s’).

4. Heart throb: a compound noun made up of a noun (heart) pre-modifying another

noun (throb), and, therefore, acting like an adjective. The pre-modifying noun

cannot, however, be used as a typical adjective, e.g. we cannot say ‘the throb is

heart’ (cf the red car / the car is red). Object of ‘puckering up to’.

5. Who: relative pronoun referring to a person (in this case ‘Anyone’) and

introducing a relative / adjectival defining clause.

6. Anyone: pronoun complement of ‘s (is) and part of fixed expression ‘Anyone

who’s anyone,’ meaning anyone important. The whole phrase is in subject

position.

7. The media: collective noun with ‘the’ can take either a singular or a plural verb;

part of a prepositional phrase (‘to the media’).

8. Politics: abstract uncountable noun plural in form but taking a singular verb part of

ellipted prepositional phrase (from politics).

9. You: pronoun, subject of the modal verb ‘can’. Here it refers not to the second

person singular or plural but means ‘anyone / people’.

10. Time: uncountable noun, part of the prepositional phrase ‘in time’.

11. Them: object pronoun, 3rd person plural; refers anaphorically to ‘celebrities’; part

of a prepositional phrase (‘about them’).

12. Heart’s content: a compound noun made up of a possessive noun (heart’s) premodifying

another noun (content) and part of a semi-fixed phrase ‘to (+

possessive adjective or noun, e.g. John’s) heart’s content’.

13. It’s: an ‘empty’ or ‘dummy’ pronoun, which does not replace a noun or refer to

another noun in the text and has no intrinsic meaning.

Appendix 2: Countable and Uncountable Nouns

Some examples of problems:

1. Learners use uncountable nouns as if they were countable, e.g. some

informations, a furniture.

2. The equivalent in L1 may be countable, e.g. hairs.

3. Some uncountables are illogical, e.g. time, money.
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4. Some things can be viewed as countable in one context and not in another, e.g. a

beer, beer.

5. Remembering which determiners can be used where, e.g. many / much, few /

little, a /zero article / the, each, etc.

6. Use of ‘some’ and ‘any’ (see following section).

7. Use with ‘there is’ and ‘there are’, e.g. there’s some rice, a singular verb with

uncountables etc.

Appendix 3: Determiners

Group A

Articles: a/an, the

Possessive adjectives: my, your, his, her, its, our, your, their, one’s, whose

Demonstratives: this, that, these, those

Group B

One, two, three; other

Some, any, no

Much, many, more, most; (a) little, less, least; a few, fewer, fewest, enough;

several

All, both, half, neither

Each, every, either

What, whatever, which, whichever

Question: Can you account for the division of these determiners into two groups?

Try to give each group a general description before going back to the commentary.

Appendix 4: Learners’ Errors

Here are the problems, with a few teaching suggestions. The description of these

ideas will also give you an idea of the kind of detail you need to answer Question 1,

Task 3 in the Exam.

Fumiko

1. ‘A very wonderful weekend’. F is not using the indefinite article before a

singular countable noun, probably because she wouldn’t use it in Japanese.

A/R: I would write out two accounts of my weekend, one with no articles in front of

this type of noun and one correct. E.g. ‘I had good weekend. On Saturday, I

went to see friend and we went shopping. I bought T-shirt, ‘etc. I would get

students in pairs to decide which account was in correct English and to tell

me why. I would then highlight the rule on the board. In future lessons I would

always write singular countable nouns up with their appropriate article, e.g. ‘a
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classroom, a student, a lesson, the sun, the world’, to get the class used to

the idea that most of the time nouns have to have an article in front of them.

P: I would take away the good version and ask the students to put in all the

missing articles in the poor version. I would then get them to correct each

other’s next homework for this error.

2. The architecture is very beautiful. (also the weather, the food). F is not telling

the reader that she is talking about specific architecture in Cambridge.

A/R: At this very low level, I would probably write her paragraph on the board (with

her permission; after all, it’s a journal) and expand out her sentence, by

asking her “All architecture or only in Cambridge?” and write on the board

“The architecture (in Cambridge)” and show her we need ‘the’ here. I would

then ask the class to decide if we need ‘the’ anywhere else. Hopefully they

will identify ‘the weather (in London)” and “the food (in London)” as being the

same idea.

P: Get learners to give their opinions about the food, the weather, the transport,

the architecture, etc. in London.

Roberto

3. ‘I like music very much… and action films’. R is using ‘the’ in front of abstract

and plural nouns when making generalisations, probably as a direct

translation from L1.

In English we use the zero article here.

A/R: I would write on the board:

I like very much the music

I like the music very much

I like music very much

I like very much music

And ask learners in pairs to say which one/s are correct. From this we would highlight

the rule of no article before an abstract noun when we are talking about things in

general. (We could also simultaneously correct the word order problem). I could offer

further practice by getting them to listen to me talking about what I like and dislike

and get them to make notes and then reconstruct what I said. Here I would also

include plural nouns ‘I like cats’ and gerunds for naturalness.

P: Students talk to each other about their likes, dislikes, interests, with a partner.

A third student is the grammar expert and stops them if they make a mistake

with articles.

4. ‘Going to the cinema.’ R doesn’t know that there’s a set of entertainment

words where we tend to use ‘the’ as a fixed lexical phrase.

A/R: Whilst I was telling them about my likes (see above) I would include fixed

expressions like ‘the cinema/ theatre / ballet’ and highlight these afterwards.

P: Get them to ask each other in a drill. Do you like the opera? etc.

Shisuka

The Distance DELTA

Unit 7 Section 3 109

5. ‘A house / the house.’ She is getting muddled with articles and needs to

remember the rule about singular countable noun ‘a,’ changes to ‘the’ when

the reader knows which house she is talking about (anaphoric reference).

A/R: Take any text, either a story or a good model of this text and underline all the

anaphoric uses of ‘the’. Get the learners to draw arrows to show what they

are referring back to.

P: A text reconstruction activity where students have to reconstruct a correct

version. E.g. students have:

I / like / book / house / with / four / bedrooms. / house / be / near / Oxford.

This could also be done as a dictogloss (grammar dictation). Learners in groups work

on reconstructing it and have to pay close attention to article use.

NB This student is also having trouble with the determiner ‘each’. What does she not

know?

Stefan

6. ‘The United States.’ S doesn’t know the rule that before countries which are

groups of islands or states, we use ‘the’.

A/R: For the more general problems with place names: Use some cut-up authentic

or semi-authentic travel information about a city / cities and get students to

underline examples of countries, parks, stations, bridges, shopping streets,

etc. and note whether we use an article with them or not.

P: There’s a nice idea in Cutting Edge Upper Intermediate where learners have

to correct quiz questions, putting articles in if necessary, and then have to ask

the other team. Points are given for correct questions and answers.

E.g: Maceys’, most famous department store in New York, is:

a) Opposite Statue of Liberty

b) Opposite Central Park

c) Opposite Brooklyn Bridge

d) None of these

7. ‘The children.’ This is a tricky use, because Stefan wants to refer not to all

children but to children he and the reader know about, i.e. his children.

A/R: Use a text with lots of this type of reference. Something about one’s home is

good, because you can include ‘the children, the garden, the bathroom,’ etc

and ask students in pairs to underline all the ’the’s’ and say why they are

being used.

P: Do one of the FCE type exercises where you have to cross out any extra

words in each line. This can be used to practise lots of different rules of

articles at the same time.

E.g: We took the children to the park the yesterday afternoon and we had a fun. We

left the house at about 3 o’clock.

NB Remember in the exam PEPE (make a point and then give an example).
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Appendix 5: Analysis and evaluation of published materials.

Extract 1: Inside Out

a) participles being used as adjectives / the contrast between the –ed and –ing forms

of the adjective

b) Problems include:

the difficulty of distinguishing which one to use when, particularly the –ed form

causes problems

there may be no such distinction in L1

the actual lexical meaning of each word may be unknown and the distinctions

between words may be unclear, e.g. excited, nervous

the pronunciation is likely to be difficult, particularly the word stress (e.g.

interested, fascinated) and the pronunciation of the –ed ending, e.g. bored,

interested

c) Sample context: Check that you made a clear reference to learner NEEDS

I often work with intermediate multi-lingual classes in the UK, studying English on

intensive courses and using Inside Out as their coursebook. They are usually

studying for a variety of reasons and some people in the class would probably

already know this language. Students usually want and need to focus on speaking

and communication. They often 'know' the grammar but can't use it.

A variety of points could be made in relation to your chosen context. Those below are

general and do not specifically relate to the context above:

Positive points

Ex. 5: starting with the film extracts is likely to be motivating, more so than the

typical approach to this vocabulary (usually brainstorming or matching) and it is

appropriate for the level as the lexis here is likely to be revision.

The personalisation in exercise 6 would engage learners well. Likewise 'A Good

Read' exercise 3 and the 'How are you Feeling' section.

The language is very clearly contextualised in a fairly natural way and this will

help with meaning and use. The context will help students to work out the

meaning.

Ex. 1: The approach taken here is test-teach and this would be appropriately

diagnostic as some of the class at this level are likely to know these forms.

Ex 2: This guided discovery approach would suit classes that enjoys problem

solving. There's a strong case for encouraging mental effort, which can then aid

understanding and retention. The 2 questions are quite helpful and focus on the

main difference well.
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Skills work is integrated: there is listening, speaking and reading. This means

there is likely to be something that appeals to everyone and also gives variety to

the class.

The layout of the page is fairly attractive - not too cluttered.

There's a good amount of pair and group work. This kind of interaction and

opportunity for speaking is important for the classes.

Negative points

There is no work on pronunciation; word stress is quite an issue with these

words.

'How are you Feeling,' Ex. 3 could be rather forced and dry unless sts were

encouraged to expand on their ideas / encouraged and ask follow-up questions.

The writers should have given more guidance and thought to typical collocations

the students will need, e.g. I’m nervous about…, I get bored surfing… Indeed,

many of the reactions would sound ridiculous with be or feel (I feel exhausted

jogging)

Also many of the topics don’t lend themselves to the –ed form in ex. 1 (I’m

excited by the night life! cf The nightlife is exciting)

The pages would benefit from some pictures to set context/make it look more

attractive

Extract 2: Cutting Edge Intermediate

a) Ungradable ‘extreme’ adjectives and three intensifiers which can/cannot be used

with gradable and/or ungradable adjectives (very, really, absolutely)

b) Problems include

the meaning of the new words, especially the meaning of ‘terrific’ as a positive

word

the collocations of the intensifiers, particularly stopping learners using ‘very’ with

an ungradable adjective

the pronunciation of the ungradable adjectives, particularly in terms of word

stress, e.g. terrific, astonished

the stress and intonation on e.g. really / absolutely boiling

at later levels, the collocations, e.g. completely astonished, but not completely

completely boiling

c) In this case, no context is described, only some notes on positive and negative

features for evaluation; these would all depend on the context chosen and you would

need to make clear links. NB Did you include the learners' NEEDS in your context?

Note that in the exam you would have to expand and comment more on each point

included.
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Positive points

The language is contextualised in a natural way in film reviews and (later)

newspaper headlines; the latter are very exploitable as the T could bring in some

real headlines too.

A guided discovery approach to the target language

An integrated skills approach

A test-teach approach in exercise 3 and 5

Interesting controlled practice stage - rewriting the headlines. Certainly more

interesting than a typical written exercise.

Logical staging from identification of the language to controlled practice

Attention to phonology (word stress) here receptive

Attention to the stylistic effect of the extreme adjectives (dramatic!)

Use of a recording technique to help memory (the collocation ‘lobsters’ in 5)

Negative points

nothing to help sts with the stress and intonation of the intensifiers and adjectives

Ss might not like the pseudo advert/names/artwork. Something more realistic

might be better

There’s no oral practice, either controlled or freer. There's no personalisation.

This seems an omission, especially in the light of the pronunciation work done. T

might have to think of their own ideas to further develop the theme and the

practice

There doesn't seem to be much opportunity for collaboration

Extract 3: True To Life Upper Intermediate

a) Focus on adjectives to describe clothes. Adjective word order.

b) Problems might include

ss becoming over-concerned and conscious about whether they’re getting the

word order correct

ss actually remembering the order, especially when speaking

ss making adjectives plural to agree with nouns, e.g. suedes shoes

ss using ‘and’ e.g. purple and scruffy shoes.

ss putting adjectives after the noun: trousers blue

the pronunciation of some words, e.g. suede, corduroy, mauve
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c) In this case, no context is described, only some notes on positive and negative

features for evaluation; these would all depend on the context chosen and you would

need to make clear links. NB Did you include the learners' NEEDS in your context?

Note that in the exam you would have to expand and comment more on each point

included.

Positive points

encouragement of learner autonomy: students investigate meaning and

phonology in the dictionary (1)

the categorisation activity is engaging, learner-centred and is appropriate for the

level, where some of these words will already be known (1)

collaboration: several opportunities for pair and group work and for students to

teach each other (e.g. in 1)

opportunity for learners to contribute their own examples / recycle language they

know (1)

some deductive, quick ‘rule-giving’ - economic (2)

attention to phonology, productive and receptive (1)

communication; the final activity on page 55 actually contextualises the language:

talking about clothes gives the learners the opportunity for realistic use of the

language and the questionnaire on page 56 is personalised

focusing on lexical phrases as well as single words - this is a particular strength

of this course (3) the phrases focussed on are very natural and could be

transferred to other decision-making contexts (e.g. choosing furnishings)

value of controlled practice of target language (2 / 3)

listening to native speakers doing a task before the students do it: this offers a

helpful model and also lets them hear the language in context

cross-cultural comparison

opportunities for further self study / learner autonomy (reference to the workbook)

colourful visual aspect to the page would appeal (especially to visual learners)

Negative points

the topic and lexis might simply not interest certain members of your class (you

may, however, have a class of fashion designers!)

the authors have reduced the very long list of adjective order that used to be a

common feature of earlier course books, but you may still feel it could be

simplified further

the questionnaire on page 56 may not appeal to your group
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topic might simply not interest certain members of your class (you may, however,

have a class of fashion designers!).

The authors have reduced the very long list of adjective order that used to be a

common feature of earlier course books, but you may still feel it could be

simplified further.

The questionnaire on page 56 may really appeal (or not) to your group.

The phrases focussed on in 3 are very natural and could be transferred to other

decision-making contexts (e.g. choosing furnishings).

Listening to native-speakers first can help to motivate and provide a clear model

for a speaking activity (5).

Appendix 6: Questions from a New Teacher

1. Some 2 syllable adjectives take –er and –est, especially adjectives ending in an

unstressed vowel or /\l/ or /\r/

E.g: ‘simple, narrow, clever, quiet.’ With many two syllable adjectives, e.g. ‘common,

polite,’ you can either use –er/-est or more/most. Adjectives of 3 or more syllables

take more/most.

2. ‘Wonderful’ is an ungradable adjective, showing an extreme quality (like ‘furious,

exhausted, freezing’) and we can only use intensifiers which emphasise their

extreme nature (‘absolutely, utterly, completely, depending on collocation’).

Other ungradable adjectives have absolute qualities (e.g. ‘correct, female, dead,’

etc.) and therefore cannot be intensified.

3. With copula verbs, i.e. ‘be, look, taste, smell, sound, feel, seem, appear, become,

get’ we use an adjective not an adverb.

4. You don’t. There are tendencies, which can be taught, but there are exceptions.

The tendencies are:

ir + adjectives beginning with r

il + adjectives beginning with l

im + adjectives beginning with p or m

5. It may have started life as a passive form, but would generally be described as a

participle being used as an adjective. This type of adjective, formed by the

present or past participle can be used before nouns (a boring lesson), after

copula verbs (he looked annoyed) and after nouns (the men arrested were mostly

from…) where it is a reduced relative clause (‘the men were arrested’) and is

much favoured in newspaper articles where compactness and drama are valued.

6. To answer this you need to know the following:

We can use most adjectives before nouns e.g. a good meal; a lucky chance

(attributively)

We can use adjectives after some verbs e.g. The meal looks good; it was a

lucky chance (predicatively).
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Most adjectives can be used in both positions; however, there are a few

adjectives that we can’t use before nouns e.g. ‘The dog’s asleep’ but not ‘The

asleep dog’, ‘Tony felt afraid’, not ‘The afraid boy.’

7. A ‘down toner’ such as ‘quite’ is only used with gradable adjectives, e.g. ‘quite

nice, good, interesting.’ When it is used with an ungradable adjective its meaning

changes and it means ‘absolutely’ (‘quite brilliant, exhausted, wonderful’). The

stress and intonation also change.

8. Yes, it’s the same thing. It is an adjective made up of two parts, one of which is

often a participle, e.g:

a) ‘Badly-behaved, oddly phrased, well-known, smooth-running’ (adverb +

participle, usually with a hyphen).

b) ‘Computer-mad, house bound, home-made’ (noun + adjective / participle,

usually with a hyphen).

c) ‘Broken-down, torn-up, worn-out’ (coming from a multi-word verb).

9. In the same way that you can’t use ‘very’ for extreme adjectives, there is another

kind of adjective that is ungradable because it is absolute, e.g. ‘dead, alive,

broken, glazed,’ etc.

10. I’d say: “it depends in what context.” Adjectives don’t exist in isolation. The

opposite of ‘dry’ could be ‘rainy’ ‘wet’ or ‘sweet’.
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Portfolio Assignment: Resources and Materials

For this assignment you will be choosing a resource, a set of materials or a

coursebook to use in a lesson. The assignment consists of a commentary (500

words) and a lesson plan. You teach this lesson, which is observed by your Local

Tutor. You then need to write an evaluation of the strengths and weaknesses of this

lesson, concluding with an action plan for your future professional development (500

words). There is no background essay for this assignment.

Read the following guidelines in conjunction with the Cambridge ESOL specifications

and criteria for this assignment in the Cambridge DELTA Syllabus and

Assessment Guidelines (3rd Edition) pages 22 - 24.

Choosing the Resource or Materials

We recommend that you choose something that will be appropriate for your

chosen group and that will give you the chance to experiment with something

new. You can also use this opportunity to plan a lesson which will introduce

something different into your portfolio. For example, if you cover listening and writing

in your Skills Assignments, this might be a good opportunity to do some reading; if

you do grammar and lexis for your Systems Assignments, you might choose to

incorporate discourse into this lesson. However, you can always make lexis or

grammar the main focus of this assignment as long as you are not covering the same

area (e.g. not the passives or affixation in both).

Below is a list of possible resources to choose from:

the internet computers

video some form of authentic material

visual aids cuisenaire rods

the language laboratory literature

songs newspapers

dictionaries the video camera

feature films the local community / host families

a coursebook (see below) the overhead projector

a resource book (eg on pronunciation) readers

Powerpoint Language Activators (pub. Longman)

an ELT CD rom the phonemic chart

You may think of another topic; discuss it with your Course Tutor to see if it is

suitable.
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Regarding coursebooks, there would be little point in simply using your normal

coursebook unless you were trying out a feature you have not used before. You

might, however, wish to experiment with something rather different from another

coursebook (e.g. a task-based lesson or one with a strong focus on business

collocations).

Your lesson needs to have a central focus on the resource or materials you select;

for example, for an assignment on using the overhead projector, it would not be

appropriate to teach a lesson where you only used the OHP to show students the

answers to an exercise they had done.

You need to find your own ways to exploit the materials. For example, if you followed

a page of a coursebook slavishly you would not pass, because we would expect you

to tailor your use of it to suit your specific group.

You should show evidence of background reading and research; whilst this is not

explicitly stipulated in the assessment criteria, we suggest you select between 2 and

4 books or articles to inform you of principles and teaching ideas / techniques, as well

as constraints in relation to the resource or material. In previous Distance DELTA

courses, weaker assignments have frequently shown insufficient background

knowledge of the selected resource. You should include a bibliography at the end of

your commentary.

See Unit 1, for advice on the lesson plan and the self-evaluation and action plan.

The criteria for assessing the lesson are the same as for the Language Systems

and Language Skills Assignments, although your observer will obviously be

particularly focusing on your use of the resources or materials.

‘Template’ plan for the commentary

Below is a suggested way of organising your commentary, together with approximate

word limits for each section. Numbers and letters in brackets refer to the criteria on

pages 23 – 24 of the Cambridge DELTA Syllabus and Assessment Guidelines

(3rd Edition). Word counts below are approximate; the upper limit for this

commentary is 500 words.

Cover page

Including a title (for example: Using ‘The Essential

Activator’), list of contents (headings with page numbers

and any appendices of sample materials). NB This is not

included in the word count

↓
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Commentary A – Criteria for Choice of Resource

This will include your own reasons for selecting the resource

and why you have chosen this resource with the particular

group of learners. At this point, you may wish to include

your rationale for choosing the resource as it relates to the

language and / or skills aims of your lesson (2 i)

(B = 150 - 200 words)

↓
Commentary B– Constraints

You need to show an appreciation of some of the difficulties

/drawbacks in using the resource in a teaching/learning

context (2 i)

(C = 150 - 200 words)

↓
Commentary C – Relationship and Balance

Here you need to describe how language systems and skills

are connected in your lesson. If you did not do so in B

above, you will also need to clarify the links between the

resource and the lesson aims (2 ii)

(D = 150 – 200 words)

↓
Word Count; Bibliography
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Checklist of things to bear in mind

Before you submit your draft and final versions to your course Tutor, make

sure you can honestly tick the following points.

I have read the Cambridge ESOL assessment guidelines and in my Commentary

written a rationale for the resource itself rather than just the lesson as a whole (2 i

and ii).

I have written my aims as student outcomes and have not confused aims with

activities.

I have stipulated sub-skill(s) and detailed examples of the language to be focused

on and its use in the aims section. My aims answer the question ‘Why am I doing

this?’ and not ‘What am I doing / How am I doing it?’ (1 ii b)

I have planned each stage in detail and have given realistic estimates for the

timing of each stage and the lesson as a whole (1 ii c).

I have proofread all parts of the assignment very carefully and have checked

there are no unnecessary careless spelling mistakes, poor grammar or

punctuation or phraseology.

Whenever I have used terminology I have given a thorough definition or example

to show that I have understood what it meant.

My procedure is so clear and detailed that another thinking teacher would be to

teach the lesson from the plan without needing to talk directly to me about it.
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Exam Thread: Focus on Question Three

1 Summary

This month we will be revising and practising the three tasks in Question Three, and

also practising evaluating self-study material.

We will then be setting this month’s send-in question and we would like you to do this

individually, without conferring. You can either decide to do this with no preparation

or you can prepare it beforehand but you should write it under timed conditions.

2 Objectives

By the end of this section you will:

have revised the content and criteria for Question Three

had further guidance in answering the three tasks

be more confident about evaluating self-study materials

have practised a timed essay.
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3 Contents

1. Revision of Question Three

2. Further Training/Practice with Question Three

2.1 Question Three Task 1

2.2 Question Three Task 2

2.3 Question Three Task 3

3. Training: Evaluating Self-study Books

4. Practice

Appendices

(Material from the DELTA written exam report is reproduced by kind permission of

Cambridge ESOL)
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1 Revision of Question Three
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TASK 1: Quiz (5 mins)

Choose the correct answer:

1. Question Three Task 1 often tests your:

a) analysis of language systems or skills

b) ability to evaluate the material

c) ability to use the material

2. Task 2 asks you to describe underlying assumptions/principles about language

and learning. Which of these is the right sort of assumption?

a) The learners can read phonemic script

b) The learners will find this interesting.

c) The value of a guided discovery approach.

3. In Task 2 how many assumptions/principles do you need to cover?

a) 4

b) 6

c) 9 or more

4. In Task 3 where you are asked to evaluate materials, this means:

a) saying how you would use them

b) talking about the positive and negative aspects of the materials

c) describing their purpose

5. In Task 3 you are often asked to evaluate in relation to:

a) a group

b) a context

c) a group or context

6. In Task 3 how many separate points would you need to make?

a) 4

b) 6

c) 9 or more

See Appendix 1
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2 Further Training/Practice on Question Three

The Question Three in this unit focuses primarily on material about a language skill

rather than a system, in this case the speaking skill.

2.1 Question Three: Task One

TASK 2: Timed practice of Task One (5 mins reading; 15 mins writing)

Read the rubric for Question 3 from the December 2003 paper and after you have

underlined the key words write an answer to Task 1

See Appendix 2 for specific assessment criteria, a guideline answer and a sample

answer. Check your own answer against this.

There is one extract from published material for this question. It is reproduced by

permission of Longman on pages 6 and 7 of the insert.

Extract: Look Ahead Student’s Book (Intermediate), Andy Hopkins and Jocelyn

Potter @ Longman Group Limited and the British Broadcasting Corporation 1995

(pages 92-93).

Question 3 Task One (20 mins)

Look at the script of the conversation in exercise 2. This is a scripted discussion.

State at least four ways in which an authentic unscripted discussion might differ.

Question 3 Task Two (20 mins)

What assumptions about teaching and learning underlie exercises 1-6 on pages 92-

93?

Question 3 Task Three (20 minutes)

Briefly evaluate the usefulness of exercises 1-9 in relation to a teaching context (not

a specific class) with which you are familiar. Briefly describe that context.

6

0233/3 Insert Dec03

Sample Text relating to Question 3
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2.2 Question Three Task Two

TASK 3: Question Three: Task Two (25 mins)

1. Write 6 underlying assumptions about teaching and learning underlying exercises

1-6 on pages 92-93. (20 mins)

2. Now read the specific assessment guidelines below together with the sample

answer and find two reasons why this failed (5 mins)

Check in Appendix 3 for examiners' comments on the Fail answer, the guideline

answer and a sample Distinction answer.

Specific Assessment Criteria

In order to reach PASS standard, candidates must:

refer to four assumptions with regard to both learning and teaching

give examples from the exercises in the material for each assumption.

In order to reach DISTINCTION standard, candidates must:

provide a range of assumptions with detailed comment and exemplification.

Sample Fail Answer

The materials designer assumes that

there is value in hearing language in context rather than discrete items (Ex

2)

intonation is important for meaning (Ex 6)

an inductive approach is more valuable than a deductive. Sts have to work out

the answers themselves e.g. Ex 4 and 5

receptive activities should precede productive ones e.g. Ex 6

cognitive effort aids learning e.g. Ex 3 needs sts to work out and deduce

from the text.

an integrated skills lesson is more effective. Here, reading and listening are

integrated.

the correct style is important in interactions – Ex 5.2
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2.3 Question Three Task Three

TASK 4: Question Three Task Three (10 mins)

Read the following Fail answer. Imagine you are a Course Tutor and annotate the

answer with suggestions for improvement

See Appendix 4 for the specific assessment criteria, annotated fail answer, guideline

answer and a distinction answer covering some of the same points as the fail answer

Sample fail answer

Teaching context - I regularly teach classes of monolingual students at

intermediate level. They have mixed purposes for learning and usually attend

twice a week.

One positive point about this material is the topics, which are interesting. The

speaking activities would be useful and the personalisation motivating

There is a useful focus on intonation, which would help my students greatly.

The layout is not very appealing. It is too dense on the page and would look more

attractive with pictures. It also comes across as very bitty, which could be

off-putting to my group.

Integrated skills: this means that students get practice in listening, reading and

language work, which is beneficial. The listening activity would be best if there

was a pre-listening of some sort, so I would ask students to predict what people

might say and spend much more time pre-teaching vocabulary. At other stages

in the lesson I would need to adapt and add my own materials. For example, the

grammar focus is too brief so I would do a full presentation on the board and

give much more controlled practice and drilling.

There's a good progression from language focus to controlled practice to freer

speaking which would be logical for my group.

3 Training: Evaluating Self-Study Books

You may be fairly clear about evaluating extracts for classroom use because you are

a practising teacher and will be making decisions about materials on a daily basis.

However, you may not have given so much thought to evaluating self-study books

and evaluation of these has appeared a few times in the exam.
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TASK 5: Self-Study Books (10 – 15 mins)

Imagine you are learning another language and you are an intermediate learner. You

can’t afford to go to classes any more and you have decided to continue studying by

yourself using a self-study book. Make a list of 9 features you would expect or like to

find in such a book and 6 features that would annoy you. (You may find it easier to do

this whilst looking at a self-study book).

See Appendix 5

3.1.1 Task 6: Evaluating a Self Study Book (15mins)

Now pick up the first self-study book you find in the staffroom (or a different one if you

used one for Task 5 above; self-study books include workbooks which accompany a

coursebook). Open it at any page and write an evaluation of that page as self-study

material. Obviously if you choose a workbook, you will need to take into consideration

that it is designed to supplement a coursebook and not stand in its own right.

4 Practice

For this month’s question, time yourself strictly (1 hour 10 minutes) and write it by

hand and unprepared. If you like you can add comments at the end for the tutor (e.g.

“I wanted to go on to say… but I ran out of time”). Post, fax or type it out and upload it

to your Course Tutor.
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Appendix 1:

1. (a). The question is about language or skills analysis, usually grammar but

possibly lexis, phonology or discourse. It can sometimes be about language skills,

e.g. about features of spoken English. You might also be asked in this question to

identify potential problems learners might have with one of these aspects.

2. (c). This question tests whether you know about materials design and the theory

that underpins the writer's work. It is not about the types of assumptions you make

when planning a lesson.

3. (b) To pass you usually need 4 clearly described assumptions. However, to be on

the safe side, we suggest you aim for 6 or more in case some of them are

discounted. If short of time, just make sure you have 4.

4. (b) Beware you don't stray into saying how you'd use the material.

5. (c) A group or context (in older exams, it specified a context)

6. (b) To pass, you usually need 4 clear evaluations explicitly linked to your selected

context. However, if you aim for at least 6 points you are likely to present a rounded

evaluation. Remember to include some drawbacks even if you like most of the

material (and vice versa).

Red Alert! Remember to read the rubric carefully and underline key words so that

you do not end up answering the wrong question.

We recommend you re-read the Exam Thread section in Unit 2, Section 5 to refresh

your memory about identifying underlying assumptions and evaluating materials.

Appendix 2: Question Three Task One

Specific Assessment Criteria

I

n order to reach PASS standard, candidates must:

outline four features that distinguish a scripted discussion from an unscripted

one, ideally giving examples from the published material where appropriate.

I

n order to reach DISTINCTION standard, candidates must:

outline and comment on four features that distinguish a scripted from an

unscripted discussion, giving examples from the published material. There must

be correct use of terminology.
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Guideline Answer

Candidates could mention any of the following features which are more common in

authentic discussion:

There would be (more):

Backchannelling

Interrupting and stealing of other people’s turns. Turns would also overlap.

False starts

Fillers / hesitation devices

Formulaic language to gain time

Repetition of ideas or language (e.g. they in lines 15, 16, 18, 19)

Rephrasing / reformulation

Ungrammaticality and unfinished sentences

Vagueness

Colloquial language (e.g. I mean, things like that …)

Use of ellipsis or exophoric referencing depending on the amount of shared

knowledge

Digressions

Simpler sentence construction

Redundancy

Fronting

The following features were not accepted:

Contractions

Fuller range of intonation to express vagueness

Overuse of one form

Paralinguistic features

Examiner’s Comment

Candidates were generally confident with the area of speaking sub-skills. Stronger

candidates clearly identified features and gave examples from the material where

unscripted conversation might differ. Weaker candidates did not seem to have had

much input on the area or misinterpreted the task and wrote about differences

between speaking and writing, for example mentioning intonation and paralinguistics

as areas of difference. Some answers lacked any commentary and simply gave a list

of features.
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The following sample answer was awarded a Pass grade

The inauthentic nature of this discussion can be highlighted if we look at the

ways in which an authentic conversation might differ.

Level of formality

The formality of such lexis as “for instance” (line 11); “a geneticist” (line 4);

“intended to” (line 12) would most likely be replaced by less formal expressions –

“like… “, “a gene expert”, “meant to” respectively.

Length and construction of sentences

The unnaturally long sentences, delivered with minor pauses and hesitation and

little reformulation would simply not occur in authentic dialogue. (Examples

include lines 26-29 and lines 18-20). Unscripted dialogue consists of much more

short, punchy sentences, and attempts at complex sentences usually contain at

least one pause or reformulation of an idea within the sentence.

Lack of repetition

The nature of unscripted authentic conversation leads to a great deal of

repetition, both in terms of lexis, ideas and expressions. There is a great deal of

use of synonymy in this tapescript (e.g. “fight diseases” line 12 and “solve

problems” line 9) and use of different word forms “intelligence, intelligent”

which are less common in authentic speech. There is no repetition of ideas or

even restatement of ideas, which are common features of unscripted dialogue.

Referencing

I feel there is more use of anaphoric reference, particularly with use of

pronouns “they”, “that”, “ones” than is common in authentic speech, where we

tend to restate the noun or expression to ensure communication with the

listener and facilitate understanding.

Turn-taking and Length of turns

The politeness in the turn-taking – with just one ‘semi-interruption’ (presumably

in the middle of a long pause) (line 25) – would not occur in authentic

conversation, particularly in a situation when there is so much disagreement. The

listeners would be constantly looking to butt in to challenge views and clarify

opinions – there is little evidence of active listening at all in this tapescript. No

one is fighting to take the floor when the end of a turn is reached. It appears

there is a “passing of the conch” to decide who goes next! The turns themselves

are also unnaturally long and well composed.
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Examiner’s Comment on Sample Answer

The candidate gave more detail than required but he identified a range of features

and exemplified well from the text. He could have expressed himself more succinctly

but his knowledge of the area was clearly reflected in the points that he made. This

was considered to be a strong pass by the examiners.

Appendix 3

Guideline Answer

1 The material is organised around a theme (the future and genetic engineering)

and the skills and language areas are built into this theme. One can assume that the

learners will be motivated by the theme because it is interesting and allows for

personalisation. It is quite an ‘adult’ theme, presumably because the authors believe

that students are intelligent people who want to be intellectually engaged.

2 The vocabulary and functional exponents are presented in a spoken context,

suggesting a view that language is best understood and learned in its contexts of

use. Furthermore, the material is based on an integrated approach to learning

language, i.e. the students’ knowledge of vocabulary, phonology, functions and

communication skills are developed in tandem.

3 The authors acknowledge the fact that some students can find listening a difficult

skill and they should be allowed to listen and read at the same time if the aim of the

exercise is primarily to present / revise language. However, they also believe that

students should be given a task when listening and that they should understand the

content before they look at language items; this kind of approach is particularly

favoured by a more communicative approach (Exs 2 and 3)

4 They also believe that students should be focussed on language in terms of

phonology (intonation) used as a discourse feature (Ex 6) and use, formality /

informality (Ex 5).

5 In terms of teaching and materials design, they appear to believe that students

enjoy cognitively challenging tasks, e.g. Ex 3 checks the students’ understanding of

the content with an unusual task.

6 They also believe that students’ learning should be guided: the topic is introduced

via a visual prompt in Ex 1, the theme is then developed in Exs 2 and 3, and

language work is done in Exs 4-6.

7 They believe in the value of personalisation (Ex 3) and believe that learners

should be provided with the opportunity to express their own views because they are

adults and will have opinions or be interested in what others have to say. This may

be derived from communicative and/or humanistic approaches.

8 The writers think that learners want to know (or it is important for them to know)

what they are going to study (Focus list and each exercise has a heading). This

should help them to become more responsible for their own learning.
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9 Students learn best if they are actively engaged in the learning process: in Exs 4

and 5 they have to find the language exponents. Presumably if learners notice the

language for themselves and identify how it works, they will remember it better.
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Examiners' Comment

The examiners noted some improvement in candidates’ answers for this task with

more of them thinking in terms of theoretical underpinning and better answers clearly

showing a good understanding of the writers’ beliefs. They noted that convincing

answers stated an assumption, referenced it to specific sections of the text and then

said why the authors might have this assumption. It would be helpful if more centres

trained their candidates to approach this task in this way. This might help weaker

candidates to express points as assumptions about the design of the material as

opposed to assumptions about the learners’ knowledge, e.g. the authors believe that

intonation is important for sounding polite (which is true) rather than the authors

believe that training learners to be aware of the importance of intonation is important

because they may sound impolite or abrupt and therefore not be able to make their

point effectively. Examiners noted that some answers were still very list-like and

superficial. Some candidates still simply described the activities although this was

less prevalent than in previous sessions. Candidates should be dissuaded from

listing as many assumptions as they can with no extra commentary.

Examiner’s Comment on the Fail sample answer

The examiners noted that this answer was just into the fail band because whilst the

candidate listed six different assumptions and referenced these to the text, he did not

give any rationale. There was no consideration as to why reading and listening skills

are integrated, why style and intonation are important features to focus on etc. In

addition, they noted that it is not sufficient to simply list an exercise number. The

candidate needed to say what particular point in the exercise was evidence of the

assumption. Overall, they concluded that whilst the candidate correctly identified

some assumptions, he needed to give more commentary and exemplification to

pass.

The following sample answer (3) was awarded a Distinction grade

Assumptions about teaching:

This textbook extract reveals that the authors believe:

language should be presented in context – tenet of the Communicative

Approach rather than being presented in isolated sentences. This will help to

clarify the meaning and appropriacy of target language

reception and a focus on form should precede production: listening before

any speaking and isolation of phonological form (ex. 6) before practice –

controlled. This is a reflection of continuing influence of behaviourist

theories championed in the Audio-lingual Approach – a model should be

provided and practised.

skills and systems should be integrated. Listening, Speaking, Phonology and

Lexis work are all combined reflecting the idea of integrating skills and

systems work which came with the Communicative Approach.

the idea that a focus on meaning should come before form. Ex. 3 invites

students to process the ideas in the text before any language work begins.
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This also came with the Communicative Approach and breaks away from the

isolated sentences favoured in Grammar Translation and Audio-lingual

approaches.

The idea that topic and function are more appropriate ways to organise

syllabi than discrete items. The break-away from structuralist syllabi came

in the 1970s with moves towards syllabi concentrating on a topic, notion or

function as its organising principle. The authors follow the multi-layered

approach combining topic and function.

Assumptions about learning

The authors believe:

Activating interest and schemata (Exercise 1) is an essential stage in

activating the cognitive process and aids acquisition as well as breaking

affective barriers. A result of more humanistic attitudes towards learner

styles which formed part of the Communicative Approach.

Personalisation of language and topic area increases cognitive involvement.

(Exercise 3). Making a subjective decision increases the students’

engagement with a text and therefore potential acquisition of language

focussed on.

Guided discovery towards lexical items (Ex. 5) or rules (ex. 6) is a better way

of encouraging learners to internalise these rules and apply them than

presenting rules which should be applied to a text. This reflects research

into Second Language Acquisition pioneered in the 60s and 70s.

Controlled practice from a model is the best way to acquire pronunciation

features of native speakers (Ex. 6). The Audio-linguists believe that it is

precisely this modelling and repetition which aids acquisition and retrieval.

Listening (Ex. 2) to a text whilst reading aids acquisition and understanding

and develops awareness of chunking in spoken English.

Lexis can be acquired most usefully in chunks or phrases as well as individual

words (Ex. 4.1). This comes from the word on lexical collocation and fixed

expressions by Lewis in the 1990s and the Lexical Approach which resulted.

Examiner’s Comment on the Sample Distinction Answer

The examiners noted that this was a detailed answer with good reference to theory

and clear reference to the material. It showed depth and range and was unusual as

the candidate divided his answer into assumptions about language and learning.

However, whilst the reference to theory worked well in the case of this candidate who

clearly felt confident in this area, it may not be advisable for candidates who do not

have such a breadth of knowledge to take this approach.
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Appendix 4: Evaluating the material

Specific Assessment Criteria

I

n order to reach PASS standard, candidates must:

refer to a teaching context or a class. The level must be appropriate and

reference should be made to learners’ needs

make four comments on the usefulness of the material with reference to the

context mentioned above

provide positive and/or negative points which are relevant to the teaching context

given.

In order to reach DISTINCTION standard, candidates must:

provide a very clear teaching context

show keen insight into the material and breadth of understanding of how such

material can help or hinder learning in the classroom

relate points to the teaching context.

Annotated fail answer

Teaching context - I regularly teach classes of monolingual students at

intermediate level. They have mixed purposes for learning and usually attend

twice a week[FE1].

One positive point about this material is the topics, which are interesting. The

speaking activities would be useful and the personalisation motivating[FE2]

There is a useful focus on intonation which would help my students greatly[FE3].

The Layout is not very appealing. It is too dense on the page and would look

more attractive with pictures. It also comes across as very bitty, which could

be off-putting to my group[FE4].

Integrated skills: this means that students get practice in listening, reading and

language work, which is beneficial. The listening activity would be best if there

was a pre-listening of same sort so I would ask students to predict what people

might say and spend much more time pre-teaching vocabulary. At other stages

in the lesson I would need to adapt and add my own materials, for example, the

grammar focus is too brief so I would do a full presentation on the board and

give much more controlled practice and drilling[FE5].

There's a good progression from language focus to controlled practice to freer

speaking which would be logical for my group[FE6].
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Following is a Distinction level version of the fail sample, taken from the actual

exam. Compare this with the fail version.

I regularly teach intermediate classes, whose students are predominantly Thai

and therefore tend to be a product of a state school system which focuses

heavily on grammar and sentence level production, with little oral practice and

virtually no pronunciation development. Added to this, many of the students have

had a large gap between school study of English and a return to English at

language schools such as ours and thus have a fossilised form of ‘Thaiglish’ which

they’ve used to communicate in the intervening period. They tend to be divided

between those who intend to study abroad and those for whom communication

with foreign bosses, clients etc. in Thailand, is paramount. All state a primary

motivation is the desire to be able to ‘speak English better’!

As a result, I think there are some definite strengths with the extract

exercises. I feel the students in this context would appreciate the topic area of

science and genes; family tends to be a major topic of conversation and the

academic requirements of many students at this level means they wouldn’t be

put off by a ‘heavy’ topic. They would certainly appreciate the integrated skills

and systems work and the focus on controlled practice of pronunciation features

caters to the Thai strengths inherited from rote-learning at school. The

personalisation element in exercises 3 and 9 would appeal to Thai students in

this context and I particularly like the assignation of a role ‘pessimist’ or

‘optimist’ to each pair, as Thais can be reluctant to voice their own opinion,

particularly on even slightly controversial topics.

I feel the material is exploitable and in a sense cries out for the teacher to add

in his/her own material and develop the focus in each area. This does, in fact,

make the whole sequence quite heavily teacher-led, but again, I think this is

appropriate for Thai learning preferences.

The weaknesses, I would say, are the fact that the layout does not really cater

for the fact that these learners tend to be visual and kinaesthetic learners and

therefore a loss of engagement working through exercise after exercise could

be a potential problem.

The set of exercises does seem a little bitty, with no real continuity or flow

from one to the other, and I think Thai learners would not appreciate that

aspect.

I think it is a useful generalisation that Thais at this level tend to appreciate a

Grammar focus element – largely due to their learning experience and resultant

expectations – and the brevity of this in the extract (Ex. 7 and 8) would need to

be expanded by the teacher.

However, I feel overall, the material and focus is useful, and the phrases

highlighted would certainly benefit the learners in this context. The progression

from a focus on meaning to controlled focus and practice of form, to freer
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speaking would suit Thai learning preferences, and certainly meet the needs of

many students in this context. With work to exploit the language focus more

fully, and ways to make the material more accessible to kinaesthetic and visual

learners, I would have few reservations about using this extract with learners at

intermediate level in this context.

Comment on Distinction answer

The candidate’s context is unusually clear and the fact that he has organised his

answer into strengths and weaknesses of the material meant that the points that he

makes are easy for the examiners to access and are also convincing. For almost all

points there is a clear reference back to the Thai context.

Appendix 5: Self- Study Books

The following is a personal view. Your list could be different.

Must haves:

1. Clear explanations either in L1 or in accessible language.

2. Realistic language examples.

3. Exercises for controlled practice of the language.

4. Very clear instructions for the exercises.

5. An answer key, with explanations of any tricky areas.

Good to have:

1. Variety of exercise types and skills work.

2. The opportunity to work out some rules for oneself, but with the rule then clearly

given, in the key.

3. Some visuals / attractive layout.

4. A cassette for listening practice.

5. The cassette would also have some pronunciation practice.

Annoying features

1. Unclear instructions.

2. Unrealistic language.

3. Lack of information in the key.

4. Activities which would be better done in class with a partner.

5. Guided discovery activities with no clear answer.

6. Too many open-ended activities e.g. personalised activities where a teacher

would need to check the answer.

Page: 135

[FE1] This does not give the marker sufficient information about the context. You need to

include the nationality of the learners, more detail on their purposes for learning, the type of

courses and, most importantly, the strengths, weaknesses and needs of the learners.

Page: 135

[FE2] These are valid points but lack any reference to the specific context.

Page: 135

[FE3] As above, point 2

Page: 135

[FE4] As above. Although you have referred to the group here, this is rather token and you still

haven't related the point sufficiently to the specific context

Page: 135

[FE5] It's valid to say that the material is lacking in some respects but you are straying off-task

here and beginning to describe how you'd do this.

Page: 135

[FE6] As above. In general this answer fails because of the poorly described context and the

lack of any explicit and convincing reference back to that context.
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Extended Assignment: Completing the Second Draft

Contents

1. Review

2. Working on the second draft

3. Summary of tasks for this unit
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1 Review

By now you should have:

sent in and received feedback on your first draft of the assignment. This

consisted of complete Parts 1, 2 and 3, and the first part of Part 4 (Objectives),

and appendices. That is the whole assignment except for the recommended

materials and activities.

looked for activities and materials to achieve the objectives you have set for your

learner, and written up Part 4 of the assignment, Objectives and

Recommendations.

2 Working on the second draft

This is the last section on the Extended Assignment and the aim here is to provide

you with a checklist to ensure you have fulfilled all the requirements of this part of the

course. You will be sending in a second draft of your assignment this month and the

tutors will focus particularly on whether you have incorporated any suggestions made

by tutors when they looked at your first draft. They will also be looking to see that you

have followed the guidelines about presentation, length, bibliography, referencing

and so on.

2.1 Presentation

The assignment should:

Be clearly written with no mistakes. Make sure you have used a spell checker

and read it through carefully yourself.

Use headings for sections in the body of the assignment.

Contain a word count (not below 4000 or above 4500 words).

Contain a title page including your name, centre number, candidate number and

DELTA Exam date (e.g. DELTA June 2005).

Contain a list of contents (based on section headings) including page numbers.

See the samples in the Extended Assignment Report 2004 for clear contents

pages.

Contain a list of appendices saying what they contain (this should form part of the

list of contents) e.g. Appendix 1 written sample: email written at work.

Be presented neatly in a single LIGHTWEIGHT file (remember it has to travel a

lot). Number the pages clearly so that if they get ‘shuffled’ the correct order can

be ascertained easily. Do not staple the pages. Do NOT divide your assignment

into lots of individual plastic pouches; this makes it very time consuming to mark

and will therefore upset the examiner, which of course must be avoided at all

costs!

2.2 Contents and Length

The assignment should include the following sections (you will probably have

subdivided these):

Learner profile: 750 words

The Distance DELTA

Unit 7 Section 6 140

Description of samples and test or assessment procedure, rationale for their

selection, application of testing and assessment factors to your own test: 1000+

words

Analysis of data: an evaluation of strengths and weaknesses: 1500 + words

Learning objectives and suggestions for achieving them: 750 + words

Appendices containing the completed tests, annotated samples of writing,

annotated transcript of spoken data, questionnaires on needs analysis, learning

style etc, and photocopies of any home made or ‘obscure’ material for the

Materials and Activities section. Aim to make these as reader-friendly as

possible so that the assessor can find a reference easily.

2.3 Reading, Bibliography and Referencing

You need to demonstrate in your assignment that you have read or consulted

relevant sources particularly when it comes to the discussion of test factors and types

of motivation and learning style. This means that you need to provide a bibliography

and also include references in the text where appropriate.

Check your bibliography is accurate, in alphabetical order by author, and divided into

research reading and suggested materials. Don’t include books that you haven’t

looked at! The bibliography should reflect what you have actually read and

specifically referred to in the text. Remember that the reader of your assignment may

want to check or consult the titles you list.

Also check references within the body of the text itself if you are quoting directly or

repeating what someone has written. This can be done either by footnotes (for

references and also glossary) at the bottom of each page or at the end of each

chapter, or by references in brackets within the text to indicate sources. If you quote

from an author, include the page number too. So, if you choose to use brackets, you

can write (Baxter, A. 1997, p 52).

Make sure in the main body of the text that you reference your Appendices clearly so

that the reader can find the example quickly and easily.

Have a look back at Unit 2 at the Extended Assignment section. You were told here

what the criteria for a pass and distinction level assignment are (taken from the

DELTA Syllabus and Assessment Guidelines.) Make sure you have met all the

criteria! Re-read the Extended Assignment Report 2004.
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3 Summary of tasks for this unit

Write up the materials and activities section of the assignment. Attach relevant

materials as appendices.

Read the feedback from your Course Tutor on the first draft of the assignment.

Write second draft of the assignment and send it to your Course Tutor. It will be

returned to you again for any final adjustments.

That’s the end of the Assignment Thread. Don’t forget to hand in the assignment

at your Examination Centre on the day of the exam! The Examining Officer will

then send it to Cambridge with the exam papers. Don’t send it to London unless

you are doing the exam here and don’t send it to Cambridge yourself.

Good luck and we hope you’ve found the Extended Assignment worthwhile and

interesting!
Unit 7 Summary and Feedback

This month, Fran Barnard, Jon Butt, Sally Hirst, Helen Barker and Julie Tice

marked PA5, the draft for PA6 and the Exam Question for Unit 7.

PA5

Part 1

There were some very good answers to this. Those of you who had a very

specific group in mind and who went from there to production of a relevant

assignment generally did best whereas those who started from a general area

and tried to fit that to their students tended not to do so well.

More good news is that in general you are proof reading your work more

carefully and so we found far fewer slips in your writing than in previous

assignments.

Weaknesses (none of which are new, which makes us feel rather sad):

Not exemplifying what you mean, both in analysis and practical

activities.

Presenting quotes as facts without any discussion or evaluation

Not linking the three parts of the assignments: analysis, anticipated

problems and solutions.

Practical ideas - tending to be rather disparate supplementary

resource book type activities and one-offs rather than more general

ideas relating to good teaching practice at different levels (eg When

focussing on new language I always…). Some of you still need to

describe activities (especially from published materials) in more detail.

Some of you also found it hard to limit and focus the assignment

specifically to the area mentioned in your title.

Some of you are still not referring to your own experience enough.

Part 2

Your plans are generally clear and lesson shapes were generally fine. Most of

you are now using the grids to describe the class, which is fine, but please

remember that the assessor also needs to get a clear overall picture of the

class as a whole (eg a feel of what they are like to teach/ how they interact/

their level and their needs).

The following reminders should help you for PA7:

Commentaries need to relate the lesson to Part 1 and also show sufficient

understanding of the links between systems and skills work

Skills/Systems balance needs to be better highlighted – all you need to do

is write: Skills Focus: ……… Systems Focus:………..

(followed by brief details in each case)

Take more care over how you articulate overall and stage aims. Some of

you are still not writing the overall aims from the learner’s viewpoint. You

also need to ensure they are directly reflected in the procedure

Anticipated problems need to be thorough – don’t forget to include an

analysis page for key language.

Ensure your procedure is given in sufficient detail

Be sensible about how much you can hope to cover in the time allowed.

Some of you are still planning far too many stages/ activities.

Reference materials clearly

Make sure your action plans include clear, concrete points

Ensure that action points reflect areas you identified in your overall

evaluation as needing work and that your PLE includes mention of your

part 1 topic/ research too.

Teaching – Lots of positive comments here. Weaker candidates, however,

seem to be teaching the plan instead of the students (ie not monitoring or

checking that students have understood and forgetting to include feedback

stages). PLEs tended to be balanced and focused out the major teaching

areas to work on as well as including concrete and practical ideas for

improvement. Remember that for PA7 you will be writing this without any

discussion with the assessor and so you need to continue as above.

Using the draft facility

Some of you needed to make better use of the draft facility by handing in

more detailed drafts and by using the comments and advice given to greater

effect.

N.B. There was a strong correlation between failing an assignment and

not submitting a draft and/or seeming not to have paid any attention to

the comments on previous assignments.

PA6 Drafts

Some of you had clearly not read the guidelines for this assignment and as a

result your work was unfocused and very weak.

Most of you, however, produced generally well balanced PAs and included

interesting choices of resources with good justifications. The better

commentaries were concise and to the point and included resource

constraints as well as advantages. The areas that we feel you could still work

on in general are:

1. Include a brief description of your resource at the beginning of your

commentary.

2. Remember that in your commentary you are required to show how the

systems focus is supported by the skills work (or vice versa). Some of

you took this to mean talking about how the resource supports the

system or skill and omitted to mention (as in other assignments) how

the skills and systems are linked.

3. Timing – complicated tasks, materials, resources (eg use of

dictionaries and exploiting the Internet) and techniques take up time

and you need to give careful instructions in order to ensure success.

So bear this in mind when planning and factor in flexistages.

4. Constraints – the guidelines tell you to include these ‘where

appropriate’, so only include relevant areas here.

5. Some of you got a little carried away by the resource at the expense of

the language side of things.

Exam Question

December 2002: Present Perfect and Simple Past

Comments from Course Tutors:

Tutors were generally impressed by your answers, so well done. Many of you

are steadily improving on your exam techniques – your answers are generally

well organised, your language analysis was much improved in general. Most

of you are sticking more closely to the rubric - but there are still a number who

need to organise their answers more efficiently.

This unit as well as suggestions and comments on your answers for each

task, we include a sample answer from a candidate in the actual exam to

show you what can be done and is expected in exam conditions.

Task One: was generally reasonably well answered. Stronger candidates

showed that this area of grammar poses no problems for you and you used

terminology accurately, backing up your comments with examples from the

text. Some people let themselves down by giving inaccurate language

analysis or poorly expressed definitions (eg the present perfect is used to look

at something which began in the past, is still true and will continue to be true

in the future!).

To pass this task, you needed to comment on one use of the past simple and

one use of the present perfect with correct use of terminology with reference

only to this material.

You could, for example, have made the following points:

The Past Simple

The past simple views events, states and situations as somehow

‘detached’ from the present although they are not necessarily distant in

time.

I lived in America when I was young

The past simple is typically used with time adverbials which specify a

definite and finished past time.

I lived in America during the war

I rang you last week

It is used to talk about the duration of events/states which are finished

I worked with Pete for ten years

We were married for a long time

The Present Perfect

The present perfect implies some kind of connection with the present

(hence present perfect). This could be because the situation is still going

on

I’ve lived in Madrid for 20 years

I’ve been working really long hours this week

or there is a present result

Guess what! I have started going to a gym. I’m really enjoying it. I feel a lot

fitter than I did

It is also used because the time period in which the situation occurred

continues into present time (i.e. is unfinished). This can sometimes be

described as the recent indefinite past

I’ve seen you on TV

So have you seen much of Derek lately?

We haven’t had a chat for ages

The present perfect typically co-occurs with adverbials that express an

indefinite time suc h as before, never, ever, once or a period of time since

1987, for five years

It’s somewhere we’ve always wanted to go

I’ve been trying to ring you since last weekend

We’ve been married for a long time

Stronger candidates might mention that perfect verb forms are marked for

aspect as well as tense, aspect being the perspective from which the situation

is viewed. Lewis calls this perfect perspective a retrospective one – the

situation seen as retrospective to a point in time. Verb forms can be marked

for progressive aspect, too, to emphasise the duration or temporariness of the

state/event.

Here is a candidate’s answer to this task from the actual exam, followed

by the examiners’ comments

The following sample answer was awarded a Pass grade

‘The past simple and the present perfect give us two ways of

looking at the past’

The past simple expresses a finished action or a state that does not

continue to the present. It is used with time phrases describing a point in

time. E.g. last year, in 1995, yesterday. This can be shown by examples

on p.107 of the extract.

e.g. I worked with Peter for 10 years (but now I don’t) (from past

simple/present perfect no.1.)

e.g. I went round to a friends’ last Friday. (from grammar in context

no.3).

-Here we are interested in what happened and when.

The present perfect can be used to describe a state/action that started in

the past and continues into the present.

e.g. We’ve been married for a long time (we still are) (past

simple/present perfect no.4)

The present perfect can be used to talk about specific time, if talking

about the duration of time (continuing up to present).

e.g. I’ve lived in Madrid for 20 years

(past simple/present perfect no.6.)

The present perfect can also be used to express a recent action

e.g. We have booked a holiday in the Seychelles

(grammar in context no.7)

e.g. Guess what! I’ve started going to a gym!

(grammar in context no.2)

Here we are interested in what happened and its relation to the present.

Examiner’s Comment on Sample Answer

The candidate’s answer showed clear language analysis skills. She identified one use

of the past simple and two uses of the present perfect, both of which were well

exemplified from the text, which was sufficient to merit a clear pass.

Task Two: This was generally well answered too. Most of you seem to

understand what is required about rationale and principles behind the design

and selection of materials, but are often not saying why the writers might have

adopted such an approach. One piece of advice is to look for the obvious in

given material (eg Is there evidence that the writers believe in learner

collaboration?). The better answers were succinct and made good use of

bullet points and gave examples from the text. Weaker candidates are still

unclear what we mean by assumptions and are giving assumptions about

learners’ knowledge or providing a circular argument without digging down

into the rationale. (eg The writers believe it is valuable for learners to talk to

other students in the class and to work in pairs because it gives them the

chance to speak in class and this maximises student talking time and gives

the teacher a chance to monitor)

In order to reach Pass standard, you needed to refer to four assumptions with

regard to both language and learning and give examples from the exercises in

the material for each assumption.

The following are just a few of the assumptions which could have been

mentioned:

Themed material – it’s more motivating

A deep-end, test-teach-test approach – learners may be more motivated

when they’ve first attempted to use the language to express their own

meanings

A context (see title of section) – helps understanding

A focus on form – it can help vocabulary retrieval/learning

Authentic language use in the classroom is crucial – real English/chunks

Personalisation – more motivating/memorable

Learner collaboration – helps learners prepare for tasks etc.

Learners should evaluate their own learning and identify areas to work on

(end of exercise 6)

The following sample answer was awarded a Pass grade

That visuals activate mental schema esp Top-down knowledge – This is

particularly useful and helpful for right-brained learners.

That language can be recognised (& hence learned in chunks) Ex 1 ten

questions Formulaic expressions, in particular, lend themselves to

chunking and that it is an alternative way to learn a language

That personalisation (I haven’t seen you for ages) affords quite a lot of

affective depth – affective depth is necessary for sts to really engage in

language and it makes it easier to remember certain items and thereby

easier to retrieve it. Also Ex.4.

That it is important for sts to hear the target language as this will activate

schematic knowledge (background procedural knowledge & discourse)

systemic knowledge (phonology, semantic & syntax) and context – ie the

situation. That global questions (1 & 2) are always less daunting

That ss need to see the tapescript as it is important for them to make the

connection and possibly ‘notice the gap’ between what they hear and

how they say it. This raises awareness – often sts are given ‘negative

feedback’ as a result – but they now have what they need to make

changes to eg their pronunciation.

That pronunciation – in particuler stress patterns and intonation practice

is important as so much information is given by this. That there can be

an enormous difference between what one reads & how it is said.

Learners need to develop an awareness of and the practice rising &

falling intonation as this can show interest or lack of. The assumption is

that ss will be able to reproduce it once they have a model.

That gap fills provide a typical testing format. The assumption is – that

students already know this language and that a context – to try and work

out meaning is not really necessary.

By asking ss to identify their strong-weak points they will take some

responsibility for their learning. That they recognise that there is a lot

that they can do – outside the classroom – particularly to develop areas

of weakness. This is often referred to as learner autonomy.

That meaningful engagement Eg ex4 – where sts may have to negotiate

meaning encourages speaking skill development, and, in particular,

strategies such as circumlocution.

That students benefit from going from receptive work to production The

receptive being the tape/ & the sentences at the beginning of the

exercise

That students benefit from contextualised material – the tapescript offers

a context that provides a backdrop for the target language.

Examiner’s Comment on Sample Answer

The candidate wrote a comprehensive commentary on the assumptions which showed

a depth of understanding of underlying principles. The examiners were not convinced

by all of them, e.g. that the visuals are that helpful in this material and that seeing the

tapescript will help them make changes to their pronunciation, but the candidate

certainly identified a range of principles and generally exemplified her answer

reasonably well from the material. This was a sound pass.

Task Three: There was a variety of level of answers here. Some contexts/

groups were extremely well described and some were more vague. At times

you forgot to mention needs, mono/ multilingual or level and to constantly

evaluate the material in relation to the needs of the learners (rather than give

a step-by-step account of how you’d use the material in a lesson) and the

context provided. Stronger answers were generally well balanced and well

organised into positive and negative points.

The tutors felt that in general there were some good answers here which will

stand you in good stead for the final exam. If you really are doing this to time,

then you are managing to cover a lot of ground, so well done.

In order to reach Pass standard you needed to refer to a teaching context,

make comments on the usefulness of the material as a whole with reference

to that context, and provide positive and negative points which are relevant to

that context.

There is no ‘right’ answer for this question. What is being tested is your ability

to relate specified material to a real learning context and to employ a range of

appropriate criteria to assess coursebook texts.

Here are just some of the points which could be made:

The amount of work in the material and whether learners would find this

challenging/useful or daunting/counter-productive

The lexical load and the lack of help with the expressions…this could lead

to teacher-fronted work which learners may/may not like

Learners are expected to be able to use the present perfect from the

beginning of the unit. Some might need more input than this

There is no opportunity for the learners to practise the expressions with

‘point’ so this might be an area for supplementation

The value of the preparation time in Ex 1

The length and authenticity of the tapescript in Ex 3

The value of the controlled repetition in Ex 5

The appropriacy of the vocabulary work in Ex 6

The following sample answer was awarded a Pass grade

This material could be used in a multi-lingual ESL immersion context. It

could be especially useful with ss who come from rigid grammar-based

formal language backgrounds, such as Koreans or Japanese students.

In my experience, I have often had students arrive in Canada with years

of formal schooling in English. However, when they enter the classroom,

their language is antiquated, the style is overly formal and they have

many vocabulary comprehension problems with more informal words &

expressions.

I think this material would be appropriate for intermediate students. I like

the fact that students are asked to personalize material and interact with

other students, using a structured but fluency oriented approach. This is

so important for these Asian students who have had little exposure to

this kind of activity in their home countries.

As well, they have the question prompts and notes which provide them

with some structural examples. In my experience, sometimes Asian

students’ reticence is more a result of insecurity due to lack of something

tangible to see, hold, consult.

The only problem I would find with the appropriateness of the material is

the slightly “Britishness” of the language and vocab.

“went down to Kent”

“it was excellent – great in N.A.

“Have you got a family,” do you have…

These could cause some minor problems for my students in Vancouver,

but these questions could be easily addressed. The material is much

more neutral than most from the UK.

The material could be very effective in this teaching context. All skill

areas are addressed. This is important, because many Asian students

lack listening and speaking exposure and level. I like how the skills are

integrated together. Reading questions, writing questions (#1 “decide

how you would respond” ss could write) speaking for both accuracy (b/c

teacher could circulate and check both speech & prepared con) as well

as fluency. The notes “While you listen” are very effective for preteaching

expressions before listening. Asian students have always been

so worried about their listening when its time for tape-work, that I’ve

found that pre-teaching and warming them up for the topic helps lessen

these fears. The tapescript is great for detailed listening. It would be

even more effective if active listening were done w/comp questions to

break up the length. The gap fill has them listening to individual sounds

which is also important.

Vocab: #6 exercise can be used as a testing activity to bring everything

together. The intonation exercises, I would do after 6. Many Asian

students seem to talk like robots w/out intonation or stress. This activity

promotes awareness of these areas.

Examiner’s Comment on Sample Answer

The candidate’s initial outline of the context was appropriate and her evaluation

referred back to the learners. She discussed more strengths than weaknesses of the

material which created an imbalance in her evaluation but she showed insights into

her learners’ attitudes and motivation.

In general

We appreciate how hard you are all working in the run-up to the externally

assessed lessons. Keep plugging away at the exam work, though, especially

at your all-round language analysis, particularly on areas that you feel less

secure about or haven’t often taught.

Your Local Tutors will soon have materials for three seminars on the three

exam questions. It is vital that if your Local Tutors are not able to work

through these materials with you, or you do not cover everything within the

seminar itself, you ask for copies and use them for self-access work. Please

contact the Course Co-ordinator if you have any problems accessing these

materials.

We will also be posting up another full exam paper and guideline answers for

self-access work soon.

Rachel Clark

March 2005

Unit 7 Summary and Feedback

This month, Fran Barnard, Jon Butt, Sally Hirst, Helen Barker and Julie Tice

marked PA5, the draft for PA6 and the Exam Question for Unit 7.

PA5

Part 1

There were some very good answers to this. Those of you who had a very

specific group in mind and who went from there to production of a relevant

assignment generally did best whereas those who started from a general area

and tried to fit that to their students tended not to do so well.

More good news is that in general you are proof reading your work more

carefully and so we found far fewer slips in your writing than in previous

assignments.

Weaknesses (none of which are new, which makes us feel rather sad):

Not exemplifying what you mean, both in analysis and practical

activities.

Presenting quotes as facts without any discussion or evaluation

Not linking the three parts of the assignments: analysis, anticipated

problems and solutions.

Practical ideas - tending to be rather disparate supplementary

resource book type activities and one-offs rather than more general

ideas relating to good teaching practice at different levels (eg When

focussing on new language I always…). Some of you still need to

describe activities (especially from published materials) in more detail.

Some of you also found it hard to limit and focus the assignment

specifically to the area mentioned in your title.

Some of you are still not referring to your own experience enough.

Part 2

Your plans are generally clear and lesson shapes were generally fine. Most of

you are now using the grids to describe the class, which is fine, but please

remember that the assessor also needs to get a clear overall picture of the

class as a whole (eg a feel of what they are like to teach/ how they interact/

their level and their needs).

The following reminders should help you for PA7:

Commentaries need to relate the lesson to Part 1 and also show sufficient

understanding of the links between systems and skills work

Skills/Systems balance needs to be better highlighted – all you need to do

is write: Skills Focus: ……… Systems Focus:………..

(followed by brief details in each case)

Take more care over how you articulate overall and stage aims. Some of

you are still not writing the overall aims from the learner’s viewpoint. You

also need to ensure they are directly reflected in the procedure

Anticipated problems need to be thorough – don’t forget to include an

analysis page for key language.

Ensure your procedure is given in sufficient detail

Be sensible about how much you can hope to cover in the time allowed.

Some of you are still planning far too many stages/ activities.

Reference materials clearly

Make sure your action plans include clear, concrete points

Ensure that action points reflect areas you identified in your overall

evaluation as needing work and that your PLE includes mention of your

part 1 topic/ research too.

Teaching – Lots of positive comments here. Weaker candidates, however,

seem to be teaching the plan instead of the students (ie not monitoring or

checking that students have understood and forgetting to include feedback

stages). PLEs tended to be balanced and focused out the major teaching

areas to work on as well as including concrete and practical ideas for

improvement. Remember that for PA7 you will be writing this without any

discussion with the assessor and so you need to continue as above.

Using the draft facility

Some of you needed to make better use of the draft facility by handing in

more detailed drafts and by using the comments and advice given to greater

effect.

N.B. There was a strong correlation between failing an assignment and

not submitting a draft and/or seeming not to have paid any attention to

the comments on previous assignments.

PA6 Drafts

Some of you had clearly not read the guidelines for this assignment and as a

result your work was unfocused and very weak.

Most of you, however, produced generally well balanced PAs and included

interesting choices of resources with good justifications. The better

commentaries were concise and to the point and included resource

constraints as well as advantages. The areas that we feel you could still work

on in general are:

1. Include a brief description of your resource at the beginning of your

commentary.

2. Remember that in your commentary you are required to show how the

systems focus is supported by the skills work (or vice versa). Some of

you took this to mean talking about how the resource supports the

system or skill and omitted to mention (as in other assignments) how

the skills and systems are linked.

3. Timing – complicated tasks, materials, resources (eg use of

dictionaries and exploiting the Internet) and techniques take up time

and you need to give careful instructions in order to ensure success.

So bear this in mind when planning and factor in flexistages.

4. Constraints – the guidelines tell you to include these ‘where

appropriate’, so only include relevant areas here.

5. Some of you got a little carried away by the resource at the expense of

the language side of things.

Exam Question

December 2002: Present Perfect and Simple Past

Comments from Course Tutors:

Tutors were generally impressed by your answers, so well done. Many of you

are steadily improving on your exam techniques – your answers are generally

well organised, your language analysis was much improved in general. Most

of you are sticking more closely to the rubric - but there are still a number who

need to organise their answers more efficiently.

This unit as well as suggestions and comments on your answers for each

task, we include a sample answer from a candidate in the actual exam to

show you what can be done and is expected in exam conditions.

Task One: was generally reasonably well answered. Stronger candidates

showed that this area of grammar poses no problems for you and you used

terminology accurately, backing up your comments with examples from the

text. Some people let themselves down by giving inaccurate language

analysis or poorly expressed definitions (eg the present perfect is used to look

at something which began in the past, is still true and will continue to be true

in the future!).

To pass this task, you needed to comment on one use of the past simple and

one use of the present perfect with correct use of terminology with reference

only to this material.

You could, for example, have made the following points:

The Past Simple

The past simple views events, states and situations as somehow

‘detached’ from the present although they are not necessarily distant in

time.

I lived in America when I was young

The past simple is typically used with time adverbials which specify a

definite and finished past time.

I lived in America during the war

I rang you last week

It is used to talk about the duration of events/states which are finished

I worked with Pete for ten years

We were married for a long time

The Present Perfect

The present perfect implies some kind of connection with the present

(hence present perfect). This could be because the situation is still going

on

I’ve lived in Madrid for 20 years

I’ve been working really long hours this week

or there is a present result

Guess what! I have started going to a gym. I’m really enjoying it. I feel a lot

fitter than I did

It is also used because the time period in which the situation occurred

continues into present time (i.e. is unfinished). This can sometimes be

described as the recent indefinite past

I’ve seen you on TV

So have you seen much of Derek lately?

We haven’t had a chat for ages

The present perfect typically co-occurs with adverbials that express an

indefinite time suc h as before, never, ever, once or a period of time since

1987, for five years

It’s somewhere we’ve always wanted to go

I’ve been trying to ring you since last weekend

We’ve been married for a long time

Stronger candidates might mention that perfect verb forms are marked for

aspect as well as tense, aspect being the perspective from which the situation

is viewed. Lewis calls this perfect perspective a retrospective one – the

situation seen as retrospective to a point in time. Verb forms can be marked

for progressive aspect, too, to emphasise the duration or temporariness of the

state/event.

Here is a candidate’s answer to this task from the actual exam, followed

by the examiners’ comments

The following sample answer was awarded a Pass grade

‘The past simple and the present perfect give us two ways of

looking at the past’

The past simple expresses a finished action or a state that does not

continue to the present. It is used with time phrases describing a point in

time. E.g. last year, in 1995, yesterday. This can be shown by examples

on p.107 of the extract.

e.g. I worked with Peter for 10 years (but now I don’t) (from past

simple/present perfect no.1.)

e.g. I went round to a friends’ last Friday. (from grammar in context

no.3).

-Here we are interested in what happened and when.

The present perfect can be used to describe a state/action that started in

the past and continues into the present.

e.g. We’ve been married for a long time (we still are) (past

simple/present perfect no.4)

The present perfect can be used to talk about specific time, if talking

about the duration of time (continuing up to present).

e.g. I’ve lived in Madrid for 20 years

(past simple/present perfect no.6.)

The present perfect can also be used to express a recent action

e.g. We have booked a holiday in the Seychelles

(grammar in context no.7)

e.g. Guess what! I’ve started going to a gym!

(grammar in context no.2)

Here we are interested in what happened and its relation to the present.

Examiner’s Comment on Sample Answer

The candidate’s answer showed clear language analysis skills. She identified one use

of the past simple and two uses of the present perfect, both of which were well

exemplified from the text, which was sufficient to merit a clear pass.

Task Two: This was generally well answered too. Most of you seem to

understand what is required about rationale and principles behind the design

and selection of materials, but are often not saying why the writers might have

adopted such an approach. One piece of advice is to look for the obvious in

given material (eg Is there evidence that the writers believe in learner

collaboration?). The better answers were succinct and made good use of

bullet points and gave examples from the text. Weaker candidates are still

unclear what we mean by assumptions and are giving assumptions about

learners’ knowledge or providing a circular argument without digging down

into the rationale. (eg The writers believe it is valuable for learners to talk to

other students in the class and to work in pairs because it gives them the

chance to speak in class and this maximises student talking time and gives

the teacher a chance to monitor)

In order to reach Pass standard, you needed to refer to four assumptions with

regard to both language and learning and give examples from the exercises in

the material for each assumption.

The following are just a few of the assumptions which could have been

mentioned:

Themed material – it’s more motivating

A deep-end, test-teach-test approach – learners may be more motivated

when they’ve first attempted to use the language to express their own

meanings

A context (see title of section) – helps understanding

A focus on form – it can help vocabulary retrieval/learning

Authentic language use in the classroom is crucial – real English/chunks

Personalisation – more motivating/memorable

Learner collaboration – helps learners prepare for tasks etc.

Learners should evaluate their own learning and identify areas to work on

(end of exercise 6)

The following sample answer was awarded a Pass grade

That visuals activate mental schema esp Top-down knowledge – This is

particularly useful and helpful for right-brained learners.

That language can be recognised (& hence learned in chunks) Ex 1 ten

questions Formulaic expressions, in particular, lend themselves to

chunking and that it is an alternative way to learn a language

That personalisation (I haven’t seen you for ages) affords quite a lot of

affective depth – affective depth is necessary for sts to really engage in

language and it makes it easier to remember certain items and thereby

easier to retrieve it. Also Ex.4.

That it is important for sts to hear the target language as this will activate

schematic knowledge (background procedural knowledge & discourse)

systemic knowledge (phonology, semantic & syntax) and context – ie the

situation. That global questions (1 & 2) are always less daunting

That ss need to see the tapescript as it is important for them to make the

connection and possibly ‘notice the gap’ between what they hear and

how they say it. This raises awareness – often sts are given ‘negative

feedback’ as a result – but they now have what they need to make

changes to eg their pronunciation.

That pronunciation – in particuler stress patterns and intonation practice

is important as so much information is given by this. That there can be

an enormous difference between what one reads & how it is said.

Learners need to develop an awareness of and the practice rising &

falling intonation as this can show interest or lack of. The assumption is

that ss will be able to reproduce it once they have a model.

That gap fills provide a typical testing format. The assumption is – that

students already know this language and that a context – to try and work

out meaning is not really necessary.

By asking ss to identify their strong-weak points they will take some

responsibility for their learning. That they recognise that there is a lot

that they can do – outside the classroom – particularly to develop areas

of weakness. This is often referred to as learner autonomy.

That meaningful engagement Eg ex4 – where sts may have to negotiate

meaning encourages speaking skill development, and, in particular,

strategies such as circumlocution.

That students benefit from going from receptive work to production The

receptive being the tape/ & the sentences at the beginning of the

exercise

That students benefit from contextualised material – the tapescript offers

a context that provides a backdrop for the target language.

Examiner’s Comment on Sample Answer

The candidate wrote a comprehensive commentary on the assumptions which showed

a depth of understanding of underlying principles. The examiners were not convinced

by all of them, e.g. that the visuals are that helpful in this material and that seeing the

tapescript will help them make changes to their pronunciation, but the candidate

certainly identified a range of principles and generally exemplified her answer

reasonably well from the material. This was a sound pass.

Task Three: There was a variety of level of answers here. Some contexts/

groups were extremely well described and some were more vague. At times

you forgot to mention needs, mono/ multilingual or level and to constantly

evaluate the material in relation to the needs of the learners (rather than give

a step-by-step account of how you’d use the material in a lesson) and the

context provided. Stronger answers were generally well balanced and well

organised into positive and negative points.

The tutors felt that in general there were some good answers here which will

stand you in good stead for the final exam. If you really are doing this to time,

then you are managing to cover a lot of ground, so well done.

In order to reach Pass standard you needed to refer to a teaching context,

make comments on the usefulness of the material as a whole with reference

to that context, and provide positive and negative points which are relevant to

that context.

There is no ‘right’ answer for this question. What is being tested is your ability

to relate specified material to a real learning context and to employ a range of

appropriate criteria to assess coursebook texts.

Here are just some of the points which could be made:

The amount of work in the material and whether learners would find this

challenging/useful or daunting/counter-productive

The lexical load and the lack of help with the expressions…this could lead

to teacher-fronted work which learners may/may not like

Learners are expected to be able to use the present perfect from the

beginning of the unit. Some might need more input than this

There is no opportunity for the learners to practise the expressions with

‘point’ so this might be an area for supplementation

The value of the preparation time in Ex 1

The length and authenticity of the tapescript in Ex 3

The value of the controlled repetition in Ex 5

The appropriacy of the vocabulary work in Ex 6

The following sample answer was awarded a Pass grade

This material could be used in a multi-lingual ESL immersion context. It

could be especially useful with ss who come from rigid grammar-based

formal language backgrounds, such as Koreans or Japanese students.

In my experience, I have often had students arrive in Canada with years

of formal schooling in English. However, when they enter the classroom,

their language is antiquated, the style is overly formal and they have

many vocabulary comprehension problems with more informal words &

expressions.

I think this material would be appropriate for intermediate students. I like

the fact that students are asked to personalize material and interact with

other students, using a structured but fluency oriented approach. This is

so important for these Asian students who have had little exposure to

this kind of activity in their home countries.

As well, they have the question prompts and notes which provide them

with some structural examples. In my experience, sometimes Asian

students’ reticence is more a result of insecurity due to lack of something

tangible to see, hold, consult.

The only problem I would find with the appropriateness of the material is

the slightly “Britishness” of the language and vocab.

“went down to Kent”

“it was excellent – great in N.A.

“Have you got a family,” do you have…

These could cause some minor problems for my students in Vancouver,

but these questions could be easily addressed. The material is much

more neutral than most from the UK.

The material could be very effective in this teaching context. All skill

areas are addressed. This is important, because many Asian students

lack listening and speaking exposure and level. I like how the skills are

integrated together. Reading questions, writing questions (#1 “decide

how you would respond” ss could write) speaking for both accuracy (b/c

teacher could circulate and check both speech & prepared con) as well

as fluency. The notes “While you listen” are very effective for preteaching

expressions before listening. Asian students have always been

so worried about their listening when its time for tape-work, that I’ve

found that pre-teaching and warming them up for the topic helps lessen

these fears. The tapescript is great for detailed listening. It would be

even more effective if active listening were done w/comp questions to

break up the length. The gap fill has them listening to individual sounds

which is also important.

Vocab: #6 exercise can be used as a testing activity to bring everything

together. The intonation exercises, I would do after 6. Many Asian

students seem to talk like robots w/out intonation or stress. This activity

promotes awareness of these areas.

Examiner’s Comment on Sample Answer

The candidate’s initial outline of the context was appropriate and her evaluation

referred back to the learners. She discussed more strengths than weaknesses of the

material which created an imbalance in her evaluation but she showed insights into

her learners’ attitudes and motivation.

In general

We appreciate how hard you are all working in the run-up to the externally

assessed lessons. Keep plugging away at the exam work, though, especially

at your all-round language analysis, particularly on areas that you feel less

secure about or haven’t often taught.

Your Local Tutors will soon have materials for three seminars on the three

exam questions. It is vital that if your Local Tutors are not able to work

through these materials with you, or you do not cover everything within the

seminar itself, you ask for copies and use them for self-access work. Please

contact the Course Co-ordinator if you have any problems accessing these

materials.

We will also be posting up another full exam paper and guideline answers for

self-access work soon.

Rachel Clark

March 2005
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Professional Development

Summary

In Unit 8 you will notice that there are fewer Tasks in some of the sections. This has

been a deliberate policy. We are aware that you are now in the process of finishing

your Extended Assignment and preparing for the Exam. Much of the material

contained in this unit should help to prepare you for the Exam, but other sections

may be more relevant to you for the future. Full references for further reading have

been included.

In this section we will explore ways in which you can continue to develop

professionally, through formal and less formal approaches to investigating the theory

and practice of English language teaching, considering your experience and your

professional situation. We will examine how you can keep track of your ongoing

development, and how you might involve your employer in planning for the future.

We will look specifically at the idea of Continuing Professional Development (CPD)

and how it can be applied as a model to English language teaching and training.

As a result of completing this course you may be considering a change of direction.

This might take the form of a new job, perhaps with a different role e.g. Director of

Studies, or maybe you want to explore a new direction altogether, such as

publishing. We will look at the opportunities available. This is intended to give you

ideas rather than make you feel that there is one set career path. There are also a

number of courses you might consider taking in the near future. Outlines of these

and contact details are provided.

Most importantly, we will look at ways in which you can use the skills you have been

developing on this course to continue to develop and grow as a professional. We will

do this by looking at the sort of development programmes which you can design

yourself or work on with your colleagues, such as reading groups, teacher

development programmes and peer observation. It may be that you are feeling a

sense of completion at this stage in the course, and that you want to take a break.

This is certainly a good idea, but some people also experience a sense of anticlimax

when they finish this course. This section is to remind you that you haven’t reached

the end, but rather a new beginning.

Objectives

By the end of this section, you will have:

Considered the advantages, disadvantages and limitations of applying the

principles of CPD to English language teaching.

Completed a CPD log, tracking measurable learning which you have undertaken

during this course.

Written a development plan setting yourself short and longer term learning

objectives for the future.

Reflected on ways in which you might continue to develop as a professional,

building on areas you have worked on during this course.
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Learnt about further courses and career directions which are available to you for

the future.

Visited and explored some websites which may be of use for future reference.
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1. Introduction

As the DELTA course comes to an end, you are probably thinking about the career

options open to you as a result of having followed the course. It may be that this

coincides with the end of a term or academic year, or the end of your current

contract. There are a number of different paths open to you. This is not to say that

the natural next step is for you to leave the classroom! You have spent several

months now considering both your classroom theory and practice. It would be a

shame, therefore, to see this as the end of your teaching career (although, of

course, this may be the case for some of you). Certainly, this is a good time to step

back and reflect on the changes that have taken place in both your teaching and

your views on teaching since the course began.

Below are 2 tasks asking you to think back over the course as a whole. There is brief

discussion of these in the appendices. They are included to encourage you to reflect

back on what you have learnt and done on the course so far.

Task 1: Distance DELTA Task Review (30 mins)

a) Look back at, or think back to all the tasks you have undertaken on this course.

Which were the most / least useful to you and why? The ones which immediately

spring to mind would be a good starting point. Make notes for the purposes of

refreshing your own memory. Post any comments you particularly want to make

on the Discussion Forum for Unit 8 or e-mail them to the Course Co-ordinator.

b) Decide on 3 pieces of advice you would like to give to future course participants.

Post your ideas under the Discussion Forum for Unit 8.

See Appendix 1 for commentary.

Task 2: Have your views on teaching changed? (20 mins)

Look back at the statements from the Orientation Course relating to your views on

teaching and learning (Unit 1 section 2). If you were asked to comment on the same

statements now, would you give the same answers? Why? Why not?

See Appendix 2 for commentary.

One of the ways people in many professions systematically track their own

professional development is through a process called CPD.
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2. What is CPD?

C – continuing learning never ceases, regardless of age or seniority

P – professional focus is on personal competence in a professional role

D – development improve personal performance, enhance career progression

CPD is a formalised system for the recording and planning of professional

development. Widely used in other professional fields, its characteristics are:

Learning and work are integrated, not seen as separate activities.

Development is not seen as being limited to formal teaching / training nor to the

attainment of formal qualifications.

Activities to include are not limited to those relating to work.

Development of skills and knowledge are believed to enhance personal

performance and career progression.

Individuals are encouraged to actively seek opportunities for gaining improved

performance.

In other words, CPD is what probably happens to most people in the course of their

working lives in the sense that most people would expect to learn and develop more

skills as a result of activities they undertake at work. Simple examples of this might

be word processing skills, learning to use a database and so on. In addition, there

are skills which may be indirectly useful to an individual’s performance at work. For

example, in the field of English language teaching, experience in counselling can be

extremely useful.

It is the view of bodies such as the Chartered Institute of Personnel and

Development (CIPD) and the British Institute of English Language Teaching (BIELT)

that professional development should be formalised, to ensure that individuals do

continue to develop throughout their working lives, regardless of age or status.

Ideally, then, for CPD to be meaningful, there should be a mix of activities identified,

which together contribute to a person’s development. Reflecting back on this course

you will probably be able to identify areas in which you feel you have developed.

2.1. How Does CPD Work?

2.1.1. When can you do CPD?

Based on the principle that learning never finishes, the ideal view of CPD is as a

continuing, ongoing process. This fits with the emphasis placed by government and

educational bodies on the principle of Lifelong Learning. Regular intervals for

reflection and review should be built in, and in terms of future development, a

mixture of short and longer term goals are intended to provide a motivating balance.

Investment of time in learning is not seen as optional. The CIPD recommends that a

minimum of 35 hours per year is invested in CPD activity. In the last year you have

spent a lot longer than this! The key words here are ongoing and process.

2.1.2. How?

CPD should be planned and systematic:
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By maintaining a log of achievements, individuals are encouraged to reflect on

their personal development.

As a result of these developments, they are also encouraged to produce a

development plan identifying specific and achievable objectives, including time

targets and criteria for measuring the success of future learning experiences.

There should be a strong link to organisational needs, so that a development plan,

once achieved, should be of benefit to the individual and their employer. This mutual

benefit is important. An employer is more likely to encourage or even facilitate a

development objective if they can see the benefit to them. Can you think of ways in

which your employer has encouraged you to develop professionally? For example,

have they supported you during this course, either by providing you with financial

support towards the cost of the course, facilities for study, or perhaps with time off to

attend seminars or to complete course work? If they haven’t, do you feel that they

should have?

2.1.3. Why?

Most individuals enter a work place with some form of initial training or qualification.

In the case of English language teaching, a minimum entry requirement is often the

Cambridge/RSA CELTA or Trinity Certificate. However, if teachers do not further

their knowledge or skills, in other words, if they do not develop professionally, they

will be unlikely to be performing at an optimum level of efficiency / effectiveness

several years later. They are expected to have broadened their skills base and to

have kept abreast of changes and developments within the ELT industry.

Task 3: Thinking about Your Learning (20 mins)

a) Consider how much you have learnt since you undertook your initial training.

You might find it helpful to consider the following categories:

Language Awareness Methodology Learners & Learning Styles

How did you acquire this knowledge? i.e. From conference or workshop attendance,

from reading journals, books and articles, from formal and informal observation,

conversations with colleagues, trial and error in the classroom etc.

b) Now think specifically about this course. Use the course outline from Unit 1 (p8)

to help you, and consider the same categories (language awareness etc.).

Which was easier, (a) or (b)? Why? How would keeping records / notes / a learning

diary have made this even easier? What would have been the value of such a

record?

See appendix 3 for further discussion.

The more you think about it, the more you realise that you have learnt a huge

amount since your initial training, albeit possibly on an ad hoc basis. It is probably of

only limited value to reflect back over a long period of time because without records

it is extremely difficult to remember specific learning experiences. However, it should

be possible to track your professional development for the duration of this course.
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As well as reflecting back, planning your future development is important in CPD.

Which of the following hypothetical learning experiences do you think have relevance

to English language teachers, either directly or indirectly?

Learning to abseil

Attending a workshop on using a language laboratory

Reading an article about stress in the workplace

Receiving First Aid training

They could all have relevance. The second one seems to be the most “obvious”, but

its value would be limited for a teacher working in a school without a language lab!

Similarly, a teacher experiencing self-confidence or cultural adjustment problems

might benefit enormously, personally, from learning to abseil.

2.1.4. Who?

The idea of CPD is that individuals take responsibility for their own development;

ownership and management lie with them, based on the principle that people know

their current learning state and what they need to learn. This is not to say that CPD

should take place in a vacuum. As part of a development plan, it is hoped that

resources and support that may be needed are identified and supplied via liaison

with employers. It is easy to see, though, how this might not happen in practice.

2.1.5. Benefits

In theory, the employer should gain a more effective practitioner, probably with

greater possibilities for promotion from within the organisation. Indeed, it is thought

that staff are more likely to be retained by an organisation if they recognise that they

are being actively encouraged to develop in a range of areas. From the individual’s

point of view, increased motivation and a sense of progression should result. These

benefits are hard to quantify in practice, though.

In selecting candidates for a job, as well as qualifications and experience, an

employer is likely to be influenced by any evidence which points to a serious,

professional attitude. This is hard to measure, but if the individual has logged and

planned their development, it is likely to make an impression. An increasingly

common phrase in job adverts is “evidence of updating”. A CPD log provides this

evidence and if development has been systematically logged, it is not a matter of

sitting down and searching one’s memory for ideas to include when applying for a

job! CPD, then, is about being up to date, employable and marketable, not doing

more and more qualifications for the sake of it.

2.2. How does CPD Fit English Language Teaching?

2.2.1. Some Arguments for CPD

In some ways the idea of CPD fits well with the organisational culture of most

language schools. There are 3 main reasons for this:

Mobility

The nature of the ELT industry is such that, during the course of their career,

most teachers would expect to work for a number of different institutions, quite

probably in several different countries. Their reasons for doing this will vary, but

are likely to include a desire to develop greater cultural understanding, to develop

language skills, and to gain experience in a wide range of teaching contexts with
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learners with different linguistic backgrounds. Large organisations such as the

British Council or International House have an internal transfer system whereby

teachers can move within the organisation on an annual basis. They are asked to

fill in a form detailing their experience to date, their professional interests and so

on. This links closely to CPD. The difference is that rather than filling out a form

once a year, a teacher keeping a CPD log will have considered facts, plans and

aspirations at their fingertips.

Performance

Language schools usually have a system of performance measurement via a

series of formal observations, for example with a Director of Studies. These

observations take place throughout the academic year. It may well be the case

that progression within a pay scale is dependent upon a satisfactory observation.

Post-observation discussion is a chance to discuss, set and agree on

development targets for the short term. Rather than being a nerve racking

periodic nuisance, it could also be an opportunity to get some support and advice

for future professional development. In other respects performance

measurement varies enormously from school to school. In some schools, records

of attendance and reliability are kept, as are records of attendance at meetings

and contributions by staff members to other activities within the school. However,

this record keeping is often erratic and dependant on the organisational skills of a

Director or Director of Studies. Keeping a record of your own performance is a

way of ensuring that such records are systematically kept. There is no need to

rely on somebody else having done so.

Training

Post-observation discussion often leads to training targets being set as a result

of the observation e.g. Is this teacher ready to start being trained up as a teacher

trainer? Are they interested in learning more about how the Self-Access Centre is

run? Would they benefit from a series of peer observations? Would it be

appropriate for them to be allocated materials development time in preparation

for a new course the school is going to offer? There is no reason why

development plans cannot be discussed with Directors of Studies. Indeed,

discussions with a Director of Studies would seem to be ideal in forming the

basis on which to set development targets for individual teachers. The benefits

are to both the teacher and the school. A sense of progression results. Some

larger language schools have training budgets or a system offering interest free

loans to individuals wishing to undertake a form of training or study. Does your

school have one of these? Do you think it should? What would you choose to

study?

2.2.2. Limitations and Questions Arising
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Task 4: Reading: Problems with CPD (20 mins)

Read Karen Adams’ article from ARENA Issue 25. She raises several problems with

applying CPD to ELT. She also makes some suggestions for change. What are

they? Which changes could be instituted at an organisational level? And which at an

industry-wide level?

See Appendix 4.

For further discussion on CPD within English language teaching, look at the BIELT

website (British Institute of English Language Teaching) www.bielt.org. For them,

evidence of CPD is a requirement of membership. This suggests an attitudinal

development at the level of the industry as a whole. Some people would regard this

as evidence of the increasing professional standing of English language teachers,

others might see it as a waste of time. (See Task 9 for an opportunity to consider

your opinions on this issue).

On a personal level, it is important to acknowledge that there are many reasons why

CPD might not work in practice. Certainly we feel that we’re busy enough already.

There is also the issue of whether or not our employers would support us

meaningfully in this process i.e. if they really would make funds and resources

available to us. It is time consuming to keep records and we may well feel that our

work is routine and that there is very little for us to record or to aspire to within our

current posts. These are all valid arguments. However, there are also benefits to

bear in mind. Perhaps the answer is to look at some practical examples.

2.3. Keeping a Development Log

It is important to recognise where you have already developed professionally. The

kind of detail you might want to reflect on here is easily lost over time. If you try, for

example, to consider how your teaching has changed since your very first day in the

classroom, it is extremely difficult to come up with tangible ideas, as we saw in Task

3. This is why it is a good idea to regularly set time aside to document your

development.

Look at the example of a development log in Appendix 5, written by a teacher trainer

working in London. When she first sat down to do this exercise, she felt that she

would have very little to write. Before she had edited it, her development log

document was actually 15 pages long!
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Task 5: Reading and Evaluating a Development Log (15 mins)

As you read the example, consider the following questions:

1. The headings relate to what she did, why she did it, the learning outcome, how

she will use the learning and any further action needed. Why is each of these

important?

2. Has she included relevant information under each heading? Is it obvious to you

how she has developed professionally?

See Appendix 5.

Task 6: Writing a Development Log (1 hour)

Try to write your own development log. There is a blank grid in Appendix 6 which

you could use as a template. Remember to include a mixture of formal and informal

learning experiences. For example, you might find it useful to consider areas of this

course which you have found particularly useful as a starting point, such as one

particular assignment, or a piece of reading which encouraged you to try out a new

technique, or a workshop you have recently attended. Look back through your diary.

You will probably be surprised at how many things you can log.

Points to bear in mind:

Include activities which have been directly work related, but also those which

have not. For example, you might have been attending language classes. You

have therefore developed your own language skills, but also you may have

developed a better understanding of your learners’ problems in learning English.

Include courses you have attended, but remember the course itself does not

represent professional development; it is what you feel you can do as a result

which counts.

Ask yourself the following questions: What was my starting point?

What was the learning experience?

What did I learn from it?

How can I use what I’ve learnt?

(The last question is very important in deciding whether or not to include something

in your log).

Limit yourself to 2 pages. This is important as it encourages you to prioritise. A very

lengthy log is unlikely to be of any practical use to you.

For further ideas on the kinds of activities you could include, look at Fiona Balloch’s

article CPD: Portfolios 2.
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2.4. Keeping a Development Plan

As well as looking back at past developments, it is equally important to try to plan

how you would like to develop in the future. Look at the example in Appendix 7,

written by the same person. You will notice that she has included a range of

activities. Each of them is linked to her current job, and so there is a potential

discernable benefit to her employer, but each of them has a wider application to her

future professional development, too.

Task 7: Reading and Evaluating a Development Plan (15 mins)

As you read the example, consider the following questions:

1. The headings relate to time targets, needs, consideration of how, resources

needed, and measurable objectives. Why is each of these important?

2. Has she made a convincing case as to how the areas written about would

enable her to develop professionally, and has she been realistic in planning?

See Appendix 7 for discussion on these questions.
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Task 8: Writing a Development Plan (1 hour)

Try to write your own development plan. There is a blank grid in Appendix 8 which

you could use as a template. Remember that you should identify both short term

and longer term goals, and that these should contain a mixture of formal and

informal learning experiences. For example, you might find it useful to consider

areas of this course which you would like to explore in greater depth.

Next, consider how you would go about achieving this. What will you need to do?

Will you need to ask for help or support from somebody? Will you need to ask for

time off?

Finally, consider how you will measure success. Think about things you will be better

able to do as a result.

Points to bear in mind:

Be realistic. Setting unrealistic or unachievable goals will ultimately be

demotivating.

Don’t make everything directly work-related. Consider your personal

development, too.

For further ideas on the types of activities you could include, look at the BIELT

website www.bielt.org. They offer suggestions as to alternative layouts, too. Decide

which headings you prefer, or you could use a combination of the two.

Limit yourself to 2 pages. As with your log, this will make you prioritise and it will also

ensure that you are realistic in what you set out to achieve.
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Task 9: What do you think of CPD? (30 mins)

Keeping a CPD log is already widely practised in fields such as medicine and law,

where evidence of constant updating of professional skills and expertise are vital in

proving professional competence. There are certainly benefits to such a system, and

there is currently a lot of debate as to whether or not a formalised system of CPD

could / should be applied to English language teaching i.e. should we keep logs?

Why? Why not? There have been suggestions that CPD should be a requirement

post-CELTA and DELTA. What do you think of this idea?

The example logs are very comprehensive, and writing them obviously represented

an investment in terms of time. Based on your reading of this unit so far, Karen

Adams’ article, the example development plan, writing your own plan and log, and

possibly a visit to the BIELT website, try the following task:

1. Describe for other course participants any experiences you may have of

recording your own professional development. Were these positive or negative

experiences? Why?

2. Will you keep a CPD log in the future? Why? Why not?

Post you ideas on the Discussion Forum for Unit 8.

See Appendix 9.
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3. Life after DELTA

You hopefully now feel ready for fresh challenges, and would like to find out what

doors a DELTA qualification might open for you. In the next section we will look at

various possibilities that you may want to consider or aim for in the coming months /

years. These options may be directly job related, or there may be other courses

which would help you to develop in an area that particularly interests you. Some of

the options for further study are available by distance. If you have enjoyed this mode

of study or believe that it suits your own situation, then why not continue to develop

your professional skills in this way?

Below you will find a diagram outlining some of the most obvious options. For further

information see the corresponding numbers below. This is not an exclusive list.

Websites and contact details have been included, where appropriate. If you discover

other useful sources of information, it would be a good idea to post these for your

colleagues under the Unit 8 Discussion Forum.

After looking at the diagram, could you add anything to your development plan?

3.1. Career Directions and Courses

WORK OPTIONS FURTHER

TRAINING

Teaching / BEYOND Training Courses

Senior Teacher DELTA in specific areas

such as teacher

training skills,

educational

Teacher Training management,

working with

Info (4) specific groups

Info (1)

Educational Management Masters Info (2)

AdoS DoS Linguistics ELT

Owning a school Publishing & Sales

Info (3)

Doing talks Writing materials, Editing,

at conferences Workbooks,Teacher’s Writing reviews

Books, online materials Beyond ELT

MBA Management Training

e.g. IT training

as a trainer
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1) Training Courses

There is a wide range of specialised courses available for developing skills and/or

knowledge in particular areas related to English language teaching. The types of

courses you might be interested in relate to areas such as teaching younger

learners, skills and approaches in teacher training, Director of Studies training, or

educational management. For more comprehensive information, you will find the

following websites useful:

www.britishcouncil.org (Look under Events for talks and training programmes)

www.bell-schools.ac.uk (A full list of short courses available on a whole range of

topics from NLP to younger learners is given)

www.ihlondon.com (Again, a range of courses is available and you can register online).

www.pilgrims.co.uk (Year round and summer teacher training courses are described

on-line)

2) Masters

There is an increasing range of and demand for Masters courses in ELT.

RSA/DELTA will count towards modules on some programmes e.g. King’s College,

London. In selecting a Masters course, it is important to recognise that course

content varies widely, and that some courses are far more theoretical or practical

than others. Some programmes can be followed by distance or are available as parttime/

full-time and modular options. Excellent information and advice can be obtained

from the BIELT website www.bielt.org or from the EL Gazette which is available online

www.elgazette.com . The following website also provides on-line advice on

selecting Masters courses www.edcasworldwide.com.

3) Publishing

There isn’t a systematic career path to follow in writing / publishing. Often, though, it

is useful to start by writing reader’s reports and conference talks for publishers

(especially outside the UK). To find out more about possible opportunities, contact

publishers directly. The list below is not an exclusive one. You may find these

websites good for teaching ideas too!

Cambridge University Press www.cup.org (Including a job site)

Heinemann www.mhelt.com

Longman www.pearsoned-ema.com

Language Teaching Publications www.ltpwebsite.com

Oxford University Press www.oup.co.uk

All of the above websites can be accessed via the DELTA website booklist.

4) Teacher Training

Both Cambridge ESOL and Trinity stipulate how trainers in training are to be trained

up. Information can be obtained directly from them respectively at www.cambridgeefl.

org and www.trinitycollege.co.uk. If you are already working for a language

organisation which offers teacher training courses as part of its portfolio, you may be

able to be trained up there. If not, both of the websites can put you in touch with
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organisations which do offer teacher training courses and therefore, potentially,

trainer training. Training up involves observing courses prior to participation, and

trainers in training are required to submit a portfolio of work. The training up process

usually takes several months and is carefully supervised. Contact the relevant

organisations for more details.

4. Continuing to Develop as a Teacher – Developing Yourself

4.1. In what ways could you develop?

First, consider ways in which you would like to develop.
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Task 10: Different Ideas for Development (30 mins)

List A. Complete the following sentences (example ideas in brackets):

I could carry out (last minute standby at any level in the school)

I could write and distribute (a questionnaire about how my colleagues test)

I could tape (my instructions)

I could evaluate (the placement testing system in my school)

I could chair (the next in-service training session)

I could apply for (the next senior teacher post)

I could observe (a colleague teaching my class)

I could peer (teach with my DoS)

List B. Score these statements from 5 (v. attractive option) to 1 (unattractive option)

Carry out classroom research to find the causes of a classroom problem.

Teach a lesson using a new technique to two different classes and evaluate their

responses.

Circulate a questionnaire to investigate teachers’ attitudes to some classroom

problems. Arrange a staff meeting to discuss the findings and propose solutions.

Arrange peer observations with a teacher who you like and trust.

Set up a course book evaluation and supplementation workshop.

Initiate an apprentice and mentor programme.

Regularly video or audio tape parts of your lessons.

Initiate a system for evaluating every worksheet photocopied by teachers.

Arrange a weekly peer-lesson planning rota.

Arrange for pre- and post-lesson evaluative discussions with a senior

teacher/trainer.

Watch and discuss a segment of a teaching video with your colleagues.

Arrange for teachers to bring an original teaching activity of theirs to a meeting.

Start a regular discussion group in which each teacher summarises an

interesting article.

Start a teachers’ newsletter and circulate it to other schools in your area.

See Appendix 10 for commentary on this task.

[Idea from Teacher Development Resource Book, Balloch, F English Experience]
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4.2. Self-observation

Self-observation is a technique used to enable a teacher to investigate their own

teaching by being able to watch or hear what has gone on in a particular lesson or

lessons, via a video or audio recording. During this DELTA course we hope you

have, through a process of hard work and dedication, developed a great deal

professionally. Use this course as a springboard to further development. Through

your assignments you have researched and experimented extensively with your

teaching, but perhaps most importantly, you have developed self-appraisal skills.

These should stand you in good stead. Have you observed your own teaching e.g.

by videoing or recording sections of your lessons? Did you set yourself an

observation task? It can be embarrassing / uncomfortable at first to see or hear

yourself teaching. One way in which you can overcome this is to set yourself an

observation task, just as you might if a colleague had offered to observe you.

Task 11: Designing a Self-Observation Task (30 mins)

As part of your post-lesson evaluation for each teaching assignment, you have been

encouraged to conclude with action points.

1. Look back through each of your self-evaluations and note down your action

points for each one.

2. Turn these action points into questions or measurable statements. For example,

an action point might have related to the setting and checking of instructions.

You could turn this into a question such as “Were my instructions clear? Did I

check them?” This would be even more measurable if you asked yourself for

some examples.

3. Observe part of one of your own lessons, making notes on your observation task

as you watch / listen.

4. What conclusions can you draw from going through this process? Can you set

yourself further action points as a result?

5. If you found some of your self-observation tasks particularly revealing, post them

onto the Discussion Forum for Unit 8 so that other course participants can try

them out and comment on them.

See Appendix 11.

For further ideas on self-observation, look at chapter 7 in The Language Teaching

Matrix. Richards refers to self-observation as self-monitoring and he identifies 4

reasons for undertaking this process.

Formalised teacher training in English language teaching is relatively short in

relation to our careers. In order to improve our performance, we need feedback,

and whilst some of this comes from formal observation, student feedback and

learners’ actual performance, he argues that we are ideally placed to give

ourselves feedback far more regularly than most of us probably do.
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Self-monitoring encourages us to critically analyse what we do, to step back from

habitual and instinctive classroom behaviours and to reflect on their

effectiveness.

What we think we do in our teaching is often very different from what we actually

do. For example, a teacher might think that she takes a very dominant role

throughout her lessons, but on observation she may notice that this is in fact only

so at certain stages. Self-monitoring can help us to see the reality of what we do.

Responsibility for teacher development shifts from another person e.g. Director

of Studies, to the teachers themselves. It encourages us to consider what works

best in our own classrooms.

Task 12: Trying out a Self-Monitoring Task (25 mins)

Read chapter 7 in The Language Teaching Matrix and fill out one of Richards’ selfreport

/ observation forms (see p133-143). Did you learn anything new about your

teaching?

See Appendix 12.

Chapter 6 of Action Research for Language Teachers (Wallace) also contains

some ideas for self-observation in carrying out action research, which you might find

useful, and Bowen and Marks make some interesting suggestions in section 6,

chapter 3 of Inside Teaching.

4.3. Different Development Opportunities

Do you think that your teaching has improved since you started this course?

Hopefully the answer to this is a resounding YES. But in what ways? This is perhaps

more difficult for some of you to answer. It has been a gradual change, perhaps a

shift in perception or emphasis in your teaching. There have probably been

behavioural changes, you have probably changed your views about certain

techniques or approaches; you have certainly been encouraged to experiment with

and evaluate your teaching. These analytical skills should be utilised, not put away to

get rusty. You have probably got into good study habits. Perhaps you have started to

read journals or articles regularly? How can you keep this up whilst regaining at least

some of your free time?

If there are several people in your area or school who have done this course,

could you set up a reading group and meet once a fortnight / month for coffee

to summarise what you have read? If it is difficult for you to get together, is it

possible for you to set up an e-group instead? Reading is an excellent way to

keep yourself stimulated, but it is also daunting. A good starting point, then, is to

read summaries of books and articles, and to have recommendations to follow.

You could perhaps put together a monthly file of useful articles/chapters to share

with colleagues where you work.

Why not make some money out of your reading? Publishers very often

commission readers’ reports to get soundings from the wider professional

community on new material they are in the process of publishing – sell

yourselves as ideally qualified to write them. You are classroom based, with
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experience and sound methodological backgrounds. This is a good way of

getting into other areas of writing (see the Beyond DELTA diagram for more

information).

Set up a teacher development group. This is a quite a loose term, which

basically refers to a group of teachers (colleagues, or people with whom you are

able to have regular contact in some way i.e. this could be electronic contact),

who jointly share professional development goals, and who aim to stimulate and

motivate each other in this respect. They might have quite specific goals e.g. to

broaden their use and understanding of techniques for CALL, or they may be

more general. It could be similar to a reading group, but usually, members of a

teacher development group will take it in turns to run training sessions and

workshops for each other. You could set up a group either of and for your DELTA

peers, or for teachers in your school who are less experienced, perhaps a kind of

CELTA follow up course. (This would be ideal preliminary experience if you want

to become a teacher trainer). As you consider teacher development groups, you

might find it useful to reread chapter 10 of Action Research for Language

Teachers, which you read in Unit 1 of this course. There are suggestions on how

to make action research collaborative, how to find collaborators, setting ground

rules and frameworks, research techniques, and ways of presenting your

findings. If you feel that you would like to set up a teacher development group or

some collaborative action research, but you are working in an isolated situation,

is there somebody you have had electronic communication with on this course

you could work with? In Inside Teaching (chapter 12, p172), Bowen and Marks

suggest ways of setting up a development programme which would work equally

well over distance. Any of the books suggested in the bibliography for this section

will be useful in designing tasks for seminars and workshops on teacher

development. Many of them also contain keys and comments which are

extremely useful.

Action Research. How would you rate your own professional development in

terms of action research since you started this course? Is there an area of

research you would like to explore in more detail? You could aim to have your

findings published in a journal, or to present them at a conference in your area.

For details on conferences and workshops, contact IATEFL at www.iatefl.org,

which will cover both international and regional events. There are almost certainly

other teaching organisations in your area running conferences and workshops.

You may also find it interesting to join the IATEFL Teacher Development Special

Interest Group (IATEFL TD SIG), details of which can also be found via the IATEFL

website (see above).

4.4. Ideas for Peer Observation Projects

4.4.1. Why peer observation?

The advantage of peer observation is that you get the chance to experience

somebody else’s classroom – as teachers we are all too often working in isolation in

our own rooms. You may be able to borrow new ideas, experiment with team

teaching and observe, from a different viewpoint, how different learners react to

different activity types and teacher language. If you are interested in becoming a

teacher trainer or Director of Studies, peer observation also gives you an ideal

opportunity to experiment with giving feedback, and different formats for doing so.

Feedback, or some form of post-lesson discussion is important and should not be

forgotten – it is an integral part of any observation. However, it doesn’t necessarily
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need to be evaluative, as it has been in the case of teaching assignments on this

course. Peer observation is more about learning, both from teaching and watching.

4.4.2. When?

As you have become relatively used to having observers in your classroom, it is

probably a good idea to set up a scheme like this quite soon, or at least to organise

some peer observation with a colleague. If you leave it, you may find that it becomes

difficult not to get nervous again!

4.4.3. Who?

Any colleague you feel comfortable sharing ideas with. It is perhaps worth pointing

out here that some teachers feel uncomfortable being observed by somebody they

know very well, and others feel more comfortable doing so. Think carefully about

who you approach, and don’t be surprised or hurt if they turn you down. Look at

chapter 2 of Tasks for Teacher Education. There are several brainstorming and

discussion tasks designed to investigate how we, as teachers, feel about being

observed and observing. It would be interesting to work through one of the tasks

together before the first observation to find out what preconceptions you are bringing

to the experience. It is possible to learn a great deal from the observations of (and

from observing) both more and less experienced colleagues because they bring to

the classroom very different points of view.

4.4.4. How?

When being observed, always agree on an agenda, something for your colleague to

look out for or comment on. In this way you will derive maximum benefit from them

being there. Remember that they may not be used to observing, so in order for postlesson

discussions not to be along the lines of “I really liked the lesson. It was

interesting. Thank you”, or conversely a 4-hour discussion on everything which

happened in the lesson, you need to set some sort of task or agenda. In Inside

Teaching chapter 3 section 3, Bowen and Marks suggest how teacher and observer

might make a pact prior to the observation.

As an observer, you will notice that there is a difference in your perception of a

lesson according to where you sit (behind the students or in amongst the group).

We looked in subsection 4.2 at setting self-observation tasks. Obviously the same

principles apply for peer observation, too. Wallace makes some useful suggestions

for the general format that peer observations might take in Action Research for

Language Teachers, chapter 6. He reminds us that as well as looking at the

teacher, an observation task may be directed towards observing the students as a

group, or individual students, and also at the resources, use of space, classroom

layout and so on. Chapter 6 of Action Research for Language Teachers provides

some useful suggestions as to possible areas of investigation via peer observation.

Parrott includes a number of specific observation tasks for peer observation in Tasks

for Language Teachers. These cover a whole range of issues. Each task is

accompanied by guidance notes. The use of materials such as these will probably

give you more confidence in designing your own tasks, based on the areas in which

you would like to develop or gain insight via constructive feedback from a colleague

or peer.
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Task 13: Evaluating Peer Observation Tasks (45 mins)

Look at the observation tasks in Appendix 13. They each relate to an investigation of

classroom interaction. Comment on how useful you think they would be:

a) from the teacher’s point of view

b) from the observer’s point of view

c) from the learners’ point of view

Task 1 – adapted from section 6.1 in Classroom Observation Tasks

Task 2 – adapted from sections 6.12 and 6.13 in Action Research for Language

Teachers

Task 3 – adapted from Classroom Based Task 8 in Tasks for Language Teachers

See Appendix 13.

4.4.5. Using your learners

A final point about observation and classroom-based action research. We have

considered self- and peer observation, but your learners can become involved, too.

Indeed, they can often offer valuable insights into the learning process, from their

perspective. They may not be used to being involved in this way, so it is important to

take time to explain what you are experimenting with or want to find out, and what

their role in this is.

There are two ways in which your learners can supply you with data for investigating

your teaching: These could be broadly defined as solicited and unsolicited.

Solicited – activities you might like to consider trying which actively involve your

learners in commenting in some way on your teaching or aspects of your teaching

are:

Devising questionnaires and surveys for them to fill in. Richards and Lockhart in

Reflective Teaching in Second Language Classrooms make some useful

suggestions as to how you might go about this. See chapter 1 p10 and p20/21,

also chapter 3. These references relate largely to learner behaviour and

preferences. They could, however, be extended to having students comment

explicitly on how they feel about a particular element of your teaching or an

experimental practice you have used (you perhaps did something similar to this

for your Experimental Practice assignment).

Asking learners to fill in retrospective timetables (i.e. to create a timetable for the

previous week or period of study). The types of information they include tell you a

lot about their perception of the lessons, and, to an extent, their feelings towards

the lessons – the detail they tend to remember relates to parts of lessons they

felt strongly about. You could also ask them to evaluate how useful different

lessons were to them, or how they felt about particular activity types.

Mid-course feedback forms can operate in a similar way. For example, you could

supply the learners with a list of the types of activities you have used, and the
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language and skills areas you have covered, and ask them to tell you which they

would like to do more or less of, which they would like to repeat or do more of

and so on.

You could ask a colleague to facilitate mid-course feedback, so that they interact

with the learners rather than asking them to fill in a form.

As a piece of homework, you could ask learners to write you a letter telling you

how they feel about the classes.

Dialogue journals in which learners write to the teacher about their learning and

their feelings about the lessons, questions for clarification on language points

etc. can also provide valuable insights.

Unsolicited – learners often offer us comments on our teaching without us asking

for them. This could all be categorised as informal feedback. For example, learners

sometimes say things like “I really enjoyed that lesson.”, “I really like it when you…”,

“I’d like to change my class / level because…” or “I’m having difficulty with …”. These

comments can tell us a great deal if we examine the underlying reasons for them.

This type of feedback can also come from our peers or from other students, for

example “Machiko told me that she’s really learning a lot in your class” or “I’ve heard

you’re a really strict teacher”.

5. Additional Reading & Useful websites

Continuing professional development, whether systematised via CPD or on a more

informal basis, is very much a part of professional life for much of the English

teaching community, and rightly so. It helps to keep us stimulated and fresh, and

there is no doubt that this is noticed and appreciated by our learners and colleagues.

The bibliography offers a rich source of practical ideas and tasks to work through. In

addition, the following websites are related to the theme of professional

development. As you discover others, post them on the website.

BIELT (British Institute of English Language Teaching) www.bielt.org

You can find information on membership of BIELT as well as on jobs, qualification

providers, more information on CPD and also on the new BIELT library, which will be

based in Birmingham.

BATQI (British Association of TESOL Qualifying Institutions) www.batqi.org

Useful for information on qualifications and providers.

Dave’s ESL Café www.eslcafe.com

This is one of the most popular English language teaching websites. You can find

information on job vacancies, teaching ideas and there are chat rooms.

www.jobs.edunet.com

This is another extremely popular website for jobs.

www.connix.com

This is based in the US. You can join an e-mail discussion list called TESL-L.
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And for further information on job vacancies and developments within the ELT

industry, the following may be useful starting points:

Publications:

The EL Gazette www.elgazette.com

The ELT Guide (via EL Gazette website)

The Guardian www.guardian.co.uk

The Times Educational Supplement www.tes.co.uk

English Teaching Professional www.etprofessional.com

English Language Teaching Journal http://www.oup.co.uk./jnls/list.elt

Teaching English Abroad www.vacationwork.co.uk

The Internet TESL Journal www.iteslj.org

Language Schools

Bell language schools www.bell-schools.ac.uk

British Council www.britishcouncil.org

Eurocentres www.eurocntres.com

Frances King www.francesking.co.uk

Inlingua www.inlingua.com

International House www.ihlondon.com

Pilgrims www.pilgrims.co.uk
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Reading

Adams, K. 2000 Where’s the ‘P’ in CPD? Arena Issue 25

Balloch, F. 2000 CPD: Portfolios 2 ETP 16

Balloch, F. 1996 Teacher Development Resource Book (Ed Fletcher & Munns)

English Experience (especially chapter 2)

Bowen, T. & Marks, J. 1994 Inside Teaching The Teacher Development Series (Ed.

Adrian Underhill) Heinemann

Griffith, S. 2001 (5th ed) Teaching English Abroad Vacation Work Publications

Parrott, M. 1993 Tasks for Language Teachers Cambridge University Press

Richards, Jack C. 1990 The Language Teaching Matrix Cambridge University

Press

Richards, Jack C. & Lockhart, C. 1996 Reflective Teaching in Second Language

Classrooms Cambridge University Press

Tanner, R. & Green, C. 1998 Tasks for Teacher Education Longman

Wajnryb, R. 1992 Classroom Observation Tasks Cambridge University Press

Wallace, Michael J. 1998 Action Research for Language Teachers Cambridge

University Press (especially chapters 6 & 10)
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Appendices

Appendix 1: Distance DELTA Task Review

This task asked you to consider the tasks you have done on the DELTA course so

far. As well as providing extremely valuable feedback to the course organisers, it

serves as a useful reminder of the work you have undertaken so far. The tasks

which you remember best probably stand out in your mind for a number of different

reasons. Here are some possibilities:

You found the task difficult

You found the task easy

You found the task challenging or interesting

You couldn’t see the point behind the task or were in some way frustrated by it

It is worth examining your feelings towards these tasks in a little more depth. If you

found a task difficult, for example, does this represent an area you could usefully

revisit prior to the exam? If you found a task easy, this probably represents a

personal strength. It’s good to acknowledge this. If you found a task particularly

challenging or interesting, you might like to consider whether or not it would be

useful professionally for you to investigate this area in greater depth, perhaps after

the course has finished.

The secondary purpose of this task is for you to give constructive feedback on the

course, which will be used to inform future course design.

Appendix 2: Have you views on teaching changed?

Some of your views on teaching and learning have undoubtedly changed. This is

because you have had a chance to read and experiment in greater depth i.e. you

have gained more knowledge and experience. It should be interesting for you to

reflect on how your teaching and your views on teaching have changed, and what

has influenced those changes. It is not the aim of DELTA courses to ‘brainwash’

course participants, but rather to encourage them to become more principled

teachers. There are probably many views you held at the start of the course which

you have not changed, or which have been reinforced. And you responses to this

task will all be different. There are, of course, no right and wrong answers. It is

hoped that you will continue to take a questioning stance to your future reading and

research.

Appendix 3: Thinking about Your Learning

The aim of this task was to show you how, in very general terms, your teaching has

probably developed a great deal since your initial training. Much of this development

has been instinctive and unconscious. In a sense it has also been lost because you

have very little tangible evidence for it. In doing the task, you probably found (b) a

much easier exercise. This is because it is much fresher in your memory, you have

just undergone a fairly intensive period of study, and also because both the learning

and the question itself were more structured. In addition a firm time frame was given.

Some of you might have kept a learning diary or some form of record, but probably

The Distance DELTA

Unit 8 Section 1 27

the majority of you have not. If you had, it would have been much easier to comment

on your own development. This is one of the important points that this section aims

to make. Being able to keep a concrete track of your professional development is

extremely important. This is for 2 reasons:

1. It is motivating to be able to demonstrate tangible development.

2. It is a good habit to get into. It makes you appear professional and informed as to

current trends and developments in English language teaching.

This type of record keeping does not need to be a long and arduous process. It is

simply a matter of being able to pinpoint areas in which you have learnt something

which could be applied to your professional life. This area will be further explored in

the next section. You might also find it useful at this point to read chapter 1 in

Reflective Teaching in Second Language Classrooms. Richards and Lockhart

outline approaches to record keeping such as lesson plan reports and teaching

journals which are more informal than the logging systems suggested later in this

unit.

Appendix 4: Reading: Problems with CPD

The article makes mention of the following possible changes:

Changes at organisational level

A willingness by employers to undertake to fund the professional development of

employees.

A genuine desire by organisations to undertake to provide systematic and quality

in-service training to teachers.

Employing teachers on more long-term contracts, providing a career structure

and sense of stability and belonging to teachers. The payment of salaries, and

therefore less reliance within the industry on temporary employees paid at an

hourly rate. This would involve individual organisations being better at predicting

and reacting to market trends.

Recognition of the importance to organisations of research and publication of

articles and books, rather than this being left to the motivation of individuals.

The provision of basic teacher training to ELT managers who do not have a

background in teaching, so that they are better able to understand the service

which they are selling and/or managing.

The formalising of CPD records by teachers.

Industry-wide changes

A recognised system of minimum qualifications (currently there are many

language schools who do not require any training at all), with registration of

qualified practitioners i.e. a professional body for teachers to register with on

qualification.

A more systematic career path with clearly defined career goals for teachers to

aspire to. This is starting to emerge with the work of BATQI, but this is really only
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relevant in Britain. And decisions as to when a particular teacher might attain a

higher qualification are currently left to the individual.

Wider recognition of ELT as a profession – this implies advertising and PR to

raise the profile of the industry. Currently ELT is all too often viewed as

something you do before you get a ‘real’ job, and something anyone can do

providing they can speak English.

The sharing / pooling of information or the establishment of a body to investigate

and provide information on market trends within the industry to ensure that

quality and flexibility are features of the majority of language schools. The article

suggests that there needs to be a forum for the discussion of the development of

ELT generally, and that contracts and pay issues should be included in these

discussions.

Making membership of professional bodies more attractive and more significant.

The article suggests at the end that there should be compulsory registration of all

ELT providers to ensure that minimum standards are met. There obviously needs

to be a willingness among institutions to make this happen.

Provision of a collective voice for all.

Requirement for schools to join accrediting bodies which are currently voluntary.

Standardisation and recognition of all minimum entry qualifications.

External validation of qualifications within the industry.

Recognition of ELT qualifications outside the ELT industry, where many potential

employers (outside the industry) have no idea what is involved in, say, a diploma

level qualification. This could be done, for example, through the provision of NVQ

eguivalents on a national level.

The availability of information regarding the need for non-teaching qualifications

– there is a suggestion that this could be provided in a widely available journal,

for example.

In diploma level qualifications, the article calls for the inclusion of ELT

management related input, to raise teachers’ awareness of the notion of ELT as

an education service.

Wider availability of information on the development programmes different

institutions offer their staff, so that when seeking employment teachers are able

to make informed choices. This information is currently not widely available.

The overall recommendation of the article is that there needs to be greater

professionalisation of ELT.
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Appendix 5: Reading and Evaluating a Development Log

Dates

What I did.

Why?

What did I learn from this?

How have/will I use this? Any

further action?

February 4 -

6

I attended a 3-day Teacher

Training Conference,

organised by IATEFL in

Poland for language teachers

and trainers.

This is a conference organised

by a colleague of mine. It is

one of the few opportunities

we have for conference

attendance, and it attracts a

very wide range of high-calibre

professionals as speakers and

participants.

All of the sessions were

refreshing in terms of enabling

me to discover something

about new publications or to

engage in and listen to

discussion and debate on a

range of topical issues within

the field of language teaching

and training e.g. current

research in language

acquisition theory, specific

teaching ideas such as uses of

the Internet and intranets as

language learning tools etc.

One session was particularly

useful as it related to a training

session that I was due to give

the following week about how

learners access and memorise

grammar.

With the permission of the

speaker, I used some of the

materials from the conference

talk directly in my session, but

more importantly, I was able to

discuss with trainees an area

of research which is absolutely

cutting edge, which they found

extremely motivating.

March 6

Dates

I read an article in “People

Management” (2/3/2000) on

the use of the Internet in

distance training programmes.

What I did

I am currently involved in both

writing materials for and

providing tutorial support for a

distance teacher training

programme (Cambridge/RSA

DTEFLA). The system we are

using is somewhat oldfashioned,

with material,

assignments and tutorial

support in hard copy form,

Why?

The importance of distance

training having a “human”

angle. The article talks about

the difference between

computer generated

evaluation of progress and the

motivational force of having

contact with a trainer. Most of

our delegates are abroad,

many of them working under

What did I learn from this?

This article has reinforced for

me the need to build into the

system provision for face to

face contact with trainees

during the programme, and

regular e-mail or phone

contact as reassurance and,

importantly, a chance to ask

questions - an absolutely

essential element in any

How have/will I use this? Any

further action?
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using post and phone. We

recognise the need to radically

modernise, and within the next

year it is envisaged that all

materials will be available on

CD Rom, with a dedicated

website and web-based tutorial

support and chat rooms. I am

therefore interested in finding

out how other distance training

programmes operate.

quite isolated conditions.

training process. I have copied

the article for colleagues

working on the same or similar

programmes. We need to

actively seek feedback on this

issue when we pilot the

course.

March - April

I ran my first Cambridge/RSA

DELTA course.

This is one of the highest

status courses offered by the

organisation I work for. I had

never taken a main course

tutor role before. The

opportunity arose, I asked to

be considered and was

accepted.

There is an enormous amount

of background knowledge

needed to run a course like

this as the trainees’ assessed

work is project-based. They

can choose the nature of their

projects and it is the tutor’s

role to recommend

background reading and

research. This means that the

tutor is inevitably involved

herself in reading and

research. I therefore read

several articles each week on

a range of issues. In addition,

the framework for assessment

and report writing is quite

different to other courses

which we offer, and so I had to

learn to deal with the course

administration and manage my

time appropriately.

The reading and research

which I did informed the

training sessions I gave. Each

session I gave was totally new

from conception to delivery.

The feedback on the course

was excellent and I have very

clear ideas as to where I will

make changes next time, in

terms of timetable and

content. I hope to run another

course later in the year.
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Commentary on Task 5

1. Some of the reasons for using the headings are as follows:

What she did – This is a fairly obvious starting point. In acknowledging ways in

which we have developed professionally, we need first to recognise what it is we

have done.

The learning outcome – The act of reading an article or attending a course does

not, in itself represent learning. Different people learn different things from different

experiences. It is therefore important to be able to clearly identify what the learning

outcome has been for you. There are occasions when this may be surprising, or not

immediately obvious. A small example of this might be that in being a student in a

language class, as a teacher I might suddenly realise the importance of a particular

technique, either because it has been used well or badly.

How she will use the learning – CPD needs to be relevant to us as individuals. By

attending a seminar on relaxation techniques, I might learn something completely

new. But if this is not applicable to my professional life, it should not be included in

my CPD log. However, if I suffer from extreme nerves before meeting a group of

learners for the first time, or if I am a teacher trainer who often needs to be able to

deal with nervous trainees, then this would be worth including in my log. The key

word here, then, is use.

Any further action needed – this is included because learning is often partial, it

needs follow up, support or additional input. Logging our professional development

should not be about ticking items off on a list in a ‘done that’ way, but rather about an

ongoing process of learning.

2. Relevance of her log:

This person has not included anything irrelevant in her log. There may be areas

which you think are strange or of less importance. However, the important thing to

remember is that a CPD log is personal to the individual. If they can prove that

learning with a measurable outcome has taken place, and that this can be applied to

their professional life, then it is worthy of inclusion. We all have different learning

experiences and opportunities as well as different jobs, so there will be huge

variation in the types of things we include in our CPD logs.
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Appendix 6: Writing a Development Log - Template

Dates

What I did

Why?

What did I learn from this?

How have/will I use this? Any

further action?

The Distance DELTA

Unit 8 Section 1 33

Appendix 7: Reading and Evaluating a Development Plan

Target dates

for review &

completion

What do I want/need to learn?

How will I go about achieving

this?

Will I need any support or

resources?

How will I measure my

success?

March 18 I am often required to interview

potential candidates for a

range of courses as part of my

job. I want to learn more about

gaining as much as possible

from interview situations, both

in terms of being an

interviewer and an interviewee

(as a potentially useful life skill

for the future).

I am going to attend a

workshop called Interview-

Ease, organised by the

recruitment consultants

‘Charity and Fundraising

Appointments’. This is a

practical workshop run by

trainers who specialise in

communication. I will have the

opportunity of being videoed in

an interview situation.

I will need to give up a

Saturday, and the cost of the

workshop, which is £90. I may

be able to get a contribution

from my employer if I can

persuade the Director of

Human Resources of the

potential value to the

organisation in terms of my

own increased efficiency in

interviewing.

In the first instance, I would

like to feel more confident

about going into interview

situations, and to find out more

about them from both sides of

the fence. I feel that

constructive, honest feedback

on my performance at this

workshop will be a measure of

this.

In the shorter term, I would like

to increase my own efficiency

in interviewing. We are

allocated just 30 minutes to

conduct interviews at work, I

want to be able to meet these

targets without feeling under

pressure to do so.

By the end

of May

I want to learn basic First Aid

skills so that I am in a position

to confidently step in and

manage First Aid emergencies

both at work and in life in

general. I believe that this is a

vital life skill which should be

acquired by any adult involved

in working with the public.

I have volunteered to attend a

5-day First Aid training course

as part of initiatives at work to

up date our health and safety

policy.

I also plan to find out about

sources of useful background

reading.

I need either to be released

from work or to arrange to

attend a course in my holidays.

I am prepared to do either. My

employer will cover the costs

of this course.

I will measure success in this

area according to my own

confidence. In a perfect world,

of course, I would wish never

to need these skills!
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Target dates

for review &

completion

What do I want/need to learn?

What will I go about achieving

this?

Will I need any support or

resources?

How will I measure my

success?

By the end

of June

when our

busy

summer

starts

I want to learn to be a

competent user of the new

student services computer

system at work. This will

enable me to be more multiskilled,

and also to empathise

more fully with and be more

supportive of colleagues who

are struggling to come to grips

with the system. I see this

partially as a team building

exercise. I am sometimes

required to be able to access

information about students

from this database.

This will be easiest to arrange

as relatively informal training. I

need to approach a member of

the student services staff and

arrange for them to be a

mentor for me, with regular,

probably daily, coaching

sessions. Much of what I need

to learn is task oriented, so I

first need to come up with a list

of tasks and scenarios which I

want to be able to perform.

I will need a mentor/coach,

and access to their telephone

and computer terminal. This

might be best organised so

that I cover a break for them,

but with overlap at the start for

my coaching.

I will be able to perform the

following functions:

Register a new student

Insert that student into a

class

Make changes to class

registers

Take payment and arrange

invoicing

Log enquiries and bookings

Trace invoices/payment

By the end

of August

I want to learn how to do html

programming and basic

website design for 2 reasons:

In the near future, I want to be

able to use it as a teaching

tool, whereby students design

their own page - a very

motivating writing task. In the

longer term, I think it is a

useful skill to acquire.

Increasingly people will, design

their own web pages to keep

family and friends informed of

their news etc.

I have already bought a ‘teach

yourself’ type book on this, and

I’ve done some very general

experimentation. I will continue

with this self-directed learning

as this is how I learn best

when it comes to IT skills.

The next step is to arrange for

some coaching time,

especially if there are areas in

which I get stuck.

I will arrange coaching with a

colleague who has recently

designed her own website with

a class of students. Ultimately

I think it might be possible for

us to produce some self-study

notes to help colleagues to

teach themselves.

I will also need the support of

Brenda, IT Manager, if I run

into problems.

I will do this during my lunch

breaks.

Performance will be my

measure of success i.e. being

able to put these new skills

into practice with a group of

students.
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Commentary on Task 7: Reading and Evaluating a Development Plan

1. Some of the reasons for using the headings are as follows:

Time targets – as with planning any learning objective (e.g. a lesson plan), it is

important to establish a time frame. This helps to make the aims more real/concrete,

to ensure that they are achievable and realistic, and to set a target to aim for. If, as is

ideal, employers are involved in encouraging CPD, time targets have the added

benefit of helping us to ensure that provision for our training, support and resources

are forthcoming.

Needs – This section relates to defining what it is that we want or need to learn i.e.

defining our developmental objectives. As with the analogy above, any learning

process needs to have set objectives. Without them it is not possible to measure

achievement. By clearly stating what it is you want or need to learn, you are

hopefully ensuring that you are being honest and realistic with yourself. And any

negotiation which takes place with your employer or line manager should also ensure

that this is so. For example, if a particular training need is identified in an appraisal,

either by your Director of Studies or yourself, this should be included in your CPD

plan.

Consideration of how – This equates to the procedural detail on a lesson plan, or

the materials and resources you include on a timetable. It is important to consider

how aims and targets are going to be achieved, otherwise it is highly likely that they

will not be.

Resources needed – As with a lesson plan, this helps to ensure that the plan is

realistic and that no practical detail is forgotten. If your CPD plan is supported by or

negotiated with your employer, it also serves as a type of contract. Some areas of

training require a heavy investment in terms of time or support from somebody else

(e.g. in shadowing or being mentored by somebody). It is vital that these resources

can be made available to you, and within the time targets you have set, otherwise

the learning outcome will not be achieved. Remember, too, that it is important to

include variety in your CPD plan. Thus it would be inappropriate to include only very

resources-heavy plans.

Measurable Objectives – again, as with lesson planning, we need to be able to look

back afterwards and say whether or not our plans have been achieved and to what

extent. There needs to be a tangible outcome in terms of knowledge or behavioural

change.

Deciding whether or not she has made a convincing case is a rather subjective

judgement. Personally, I think she has. It is difficult to decide whether or not she has

been totally realistic without further information on her employment circumstances,

but in terms of time targets and the amount that she wants to learn, I think that she

has been realistic. For CPD to be meaningful, however, it is important that these

plans are turned into a reality. It would be a very dispiriting experience to regularly

plan training and development, only for it to come to nothing as the time target

passes by!
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Appendix 8: Development Plan Template

Target dates

for review

and

completion

What do I want/need to

learn?

What will I go about

achieving this?

Will I need any support or

resources?

How will I measure my

success?
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Appendix 9: What do you think of CPD?

Your reactions to this task will, of course, have been wide-ranging and highly

personal. It is not the intention of this section either to force you into formalised CPD

or even informal record keeping. The aim was to raise your awareness of an area of

professional development which is increasingly talked about and practised, and to

encourage you to consider how you feel about it on a personal level. Most people

would probably agree that some level of reflection is important, and something often

neglected in busy working lives. You may have other ideas or systems, or you may

feel strongly that CPD is waste of time or an unrealistic proposition in your current

circumstances. Whatever conclusions you have reached are fine, as long as you

have considered the arguments for and against.

Appendix 10: Different Ideas for Development

Clearly, there are no right and wrong answers for this task. The aim behind it was to

encourage you to explore different options open to you for continuing development.

These will naturally all be different, depending on your particular working context. In

addition, your different approaches to teaching and to your professional life will make

different options more or less attractive to you as an individual. This is only natural.

Running a meeting is very daunting for some people, others seem able to write an

article or newsletter with very little worry. These are personal things. Choose an area

which you think you are interested in and would feel comfortable with.

Appendix 11: Designing a Self-Observation Task

In designing yourself a self-observation task, it is important to remember that you

need to set yourself something to find out i.e. you want to collect some data on your

own teaching or what goes on in your classroom. In the same way as you would

establish with a colleague what you would like them to look out for in a peer

observation. Remember that you are not seeking to evaluate your own teaching, but

to find out something about it. If you are not confident about undertaking this task,

there are a lot of useful suggestions in some of the texts in the reading list. Tasks

for Language Teachers, The Language Teaching Matrix, Classroom

Observation Tasks, Action Research for Teachers, Inside Teaching and

Reflective Teaching in Second Language Classrooms all contain suggestions for

tasks and so these would be good sources of reading.

Appendix 12: Trying Out a Self-monitoring Task

As with the previous Task, the aim of this was to encourage you to learn something

new about what goes on in your classroom. By developing your understanding of

your own teaching, you will find that planning lessons becomes easier, you will be

aware of the strengths and weaknesses in your teaching and how your particular

style of teaching is suited to different approaches and activities. This will enable you

to fine tune your timing and to anticipate problems in greater depth as well as to

predict how different learners might react to different events in your lessons.
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Appendix 13: Evaluating Peer Observation Tasks

Task 1

This task is designed to enable the observer to collect data about patterns of

communication within a lesson. Look at the diagram below.

Teacher

?

Pablo Lucia Miho Hans Kim

a) The observer should draw up a seating plan including the names of the students

– if they change places during the lesson, the data concerning their interactions can

still be collected.

b) As the lesson proceeds, the observer draws lines between the people in the

classroom who speak to each other. Different symbols can be used to plot different

kinds of interaction. For example, on the diagram, a return arrowhead indicates that

the teacher said something to Pablo (perhaps by nominating him), and Pablo

responded. Hans asked the teacher a question, perhaps seeking clarification of

something. The number of different symbols depends on the confidence of the

observer. At its simplest level, this task shows the balance of interaction between

different individuals in the classroom.

c) After the lesson, the observer shows the teacher the diagram and clarifies the

symbols used. Prior to this, though, it would be interesting to ask the teacher to

predict how they think the diagram will look. For example, were some learners more

involved in the interaction than others, or was there a bias of the teacher’s attention

to one side of the room, or to nominating a particular individual more frequently than

others etc.

Task 2

This task is designed to enable the observer to collect data about the types of

questions used in a lesson. Look at the grid below – this could easily be adapted to

collect data on any sort of teacher behaviour.

Type of question Number of times used

‘Open’ questions, requiring a personal

response

e.g. What do you think of ….?

‘Closed’ questions, where the answer is

probably ‘obvious’
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e.g. Concept questions such as “Is she

happy?”

Questions not requiring an answer

e.g. Shall we find out what happens

next? Okay? Etc.

Questions students ask the teacher or

each other

a) The observer should be familiar with the grid, and have decided on the way they

will categorise any questions they hear.

b) As the lesson proceeds, the observer records the number of different question

types they hear.

c) After the lesson, the observer shows the teacher the table and clarifies the

categories used. Prior to this, though, it would be interesting to ask the teacher to

predict the balance of the different types of questions they have used. For example,

are they aware that they tend to ask quite a lot of ‘open’ questions?

Note: This task could easily be extended to measuring the way the teacher

distributes the types of questions. For example, it may be that they tend to rely on

particular learners to answer particular types of questions.

Task 3

This task is designed to assess learners’ own attitudes to different interaction

patterns, and then see whether or not these are behaviourally apparent in class.

Look at the example questionnaire below. Note that this is an example only, and that

different questions could be asked to investigate attitudes to different types of

lessons. The peer observed lesson would then need to be designed to ensure that

the same interaction types were included.

Example:

Please score these according to how much you like them. 1= I really like this, 4= I

hate this

A. During lessons, how do you like to work?

Alone

With a partner

In small groups

As a whole class with the teacher

B. When you are studying grammar, how do you like to work?

Alone

With a partner

In small groups
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As a whole class with the teacher etc.

a) The teacher explains the purpose behind the questions, to find out the sorts of

interaction the learners in the class feel most confident with.

b) The learners then fill out the questionnaire individually. The teacher collects them

in and collates the results.

c) The teacher designs a lesson incorporating the types of interaction covered by

the questionnaire, including both popular and unpopular interaction patterns.

d) Prior to the lesson, the teacher familiarises the peer observer with the lesson

plan, the questionnaire and the activity types being investigated. At this point the

teacher and observer could decide whether or not it would be appropriate for the

observer to know the results from the attitude survey – there are advantages and

disadvantages to both.

e) The teacher teaches the lesson, and the observer makes notes on the learners’

behaviour as the different interaction patterns are used. Before discussing the

lesson with the observer, the teacher makes notes as to how the learners’

reactions to different interaction types during the lesson.

f) The teacher and observer compare the findings, both with each other (their

perceptions may differ), and with the completed questionnaires. At this stage

they could also plan how they will feedback their findings to the learners.

Commentary on Task 13

The 3 tasks all relate to classroom interaction patterns. This was a deliberate choice

to show how the same area can be explored in a number of different ways and at

different depths.

Tasks 1 & 2 are designed to be primarily of interest to the teacher who will learn

something about their actual teaching, though engaging in any research like this can

be as revealing to the observer, too. Task 1 is the simplest for the observer to

perform, depending on how much detail they go into as to interaction types. Task 2

would probably lead to some useful discussion as to the value and frequency of the

types of questions we are in the habit of asking our learners. This could lead to some

interesting classroom based research in experimenting with different question types.

As tasks 1 and 2 are designed, the learners would not really be involved in the

project.

Task 3 involves the learners in previously having filled in a questionnaire. It would

probably be likely, then, that at some point the teacher would want to share the

observations of the peer observer with the students. Thus it would be an interesting

task for both the teacher (comparing their perception of the lesson with the observer

would reveal how different roles in the classroom can affect our perception of what

happens, and this would probably be of interest to the observer, too), and the

learners – they would be interested to find out if what they said about their

preferences was borne out by their actual behaviour in the lesson. Because the

learners have been involved in this way, the teacher needs to be sensitive in their

handling of the feedback. There are many reasons why learners behave as they do

in the classroom, and it is important not to be judgmental in reporting on this. See

Tasks for Language Teachers page 148.
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Exam Classes

Summary

Most English language teachers are asked to teach an exam preparation course at

some stage in their career. Some of you are probably quite experienced in this area,

others less so. In this section we will look at answers to some commonly asked

questions about exam classes. We will examine some of the key similarities and

differences between exam classes and General English classes, looking at practical

ideas and suggestions. We will consider the difference between exam preparation

and exam practice, discussing when each is important in an exam preparation

course. A brief outline of the most common public exams is provided as the first

appendix, with reference to further sources of information. Useful websites for

sample exam papers and teaching ideas are also referred to in the appendices.

Objectives

By the end of this section you should be able to:

Provide advice to a learner who asks you which exam is most suitable for them.

Orient your students towards a public exam.

Develop students’ skills and strategies necessary to pass their chosen exam.

Choose an effective approach to exam preparation.

Choose an effective approach to exam practice.

Keep your students buoyant and motivated throughout their exam course.
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1. How do exam classes differ from General English classes?

By exam classes we mean a group of learners who are studying English with the

express purpose of preparing to take a public exam such as IELTS, TOEFL, TOEIC,

or one of the Cambridge exams (KET, PET, FCE, CAE, CPE). Because they are

preparing to take an exam, there are likely to be a number of key differences as

compared to a General English class.

1.1. Learner Profiles and Implications

The first difference is the profile of the average General English student and the

exam student.

Usually the General English student wants to practise English for pleasure and for a

feeling of personal satisfaction. He or she may need to improve their English for

current or future career prospects, but generally speaking there is no real stress

factor involved. The learner may or may not be highly motivated. They rely on the

teacher to provide them with interesting material with which to develop their

language awareness and output.

The exam class student, on the other hand, has set himself/been set a clear target,

the successful achievement of which may lead to University entrance or promotion at

work as well as any feelings of personal satisfaction. There is usually a time frame

involved i.e. the exam date is already known at the start of the course. This student

is, in theory at least, highly motivated. He is willing to put in any amount of effort and

study required, and expects the teacher to channel this energy into developing not

only his language awareness but also the skills and strategies necessary to pass the

chosen exam. The first responsibility of the teacher, therefore, is to orient the student

to the exam and to what is being tested in any one section. Therefore, on Day 1 it’s a

good idea to provide the students with a task which will orient them to the nature of

the exam. This will generate concrete expectations, and provide a useful point of

reference throughout the course.

Task 1: Exam Orientation (30 mins)

1. Choose an exam you expect to teach in the future or one you would like to know

more about.

2. Look at an exam practice test teacher’s book (see Reading), the guidelines

provided in Appendix 1or one of the websites listed in Appendix 1.

3. Devise a questionnaire to give your students on the first day of the course to

familiarise them with the exam.

4. Decide how you could use the questionnaire in class.

See Appendix 2 for suggestions.
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Exam students need reassurance that they are following a set exam syllabus. It is

therefore very important psychologically for them to follow a coursebook. They feel

they are working within a safe framework and may well evaluate their own progress

according to how well they can function within the book. The book should be

supplemented, however, using authentic materials where possible, as most public

exams are based on authentic or semi-authentic texts.

1.2. Strategies

Examination candidates may develop the necessary skills and language awareness

to pass their chosen examination but can fail if they don’t have exam strategies. In

other words, they may achieve the level necessary for the exam, but be unsuccessful

on the day because they are not adequately prepared to pass the exam within the

time constraints. Peter May’s Exam Classes has a really useful section on

strategies, with lots of awareness-raising exercises for your students. A plus point of

this book is that it doesn’t only deal with Advanced level students, but includes lots of

exercises for Elementary and above, which will develop skills and strategies in KET

and PET candidates too. This book tends to be biased towards Cambridge main

suite exams and IELTS differs in that the test itself is skills based. However, the

sections on skills strategies will still be of use. For ideas for a more overt focus on

strategies for IELTS tests, you will find 101 Helpful Hints for IELTS extremely

useful.

Task 2: Reading (20 mins)

Look at Likes and Dislikes in Exam Classes section 1.2 pages 17-18. Do you think

this could be a useful alternative to the ways of orienting your students to the exam

you looked at in Task 1?

1.3. Skills Focus

General English students can choose which skills to focus on (they often want to

concentrate on speaking and listening). Usually exam classes must focus on Writing

and Reading skills too because they are being tested on all areas of their English.

Examination candidates have already achieved a level of English which has

prompted them to think about the possibility of passing an exam. However, as they

have often attained this level through General English classes, their writing skills are

generally weak relative to their speaking skills. As a teacher it is likely that you will

need to focus on writing skills from the beginning of the course. A lot of exam

coursebooks provide very good models of the different text types being examined.

They are designed so that with your guidance, the student examines these models,

carefully looking at structure, lexis and register, and then practises producing similar

text types.

1.3.1. What strategies can I use to develop my students’ writing skills?
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Task 3: Brainstorming Writing Strategies (20 mins)

Choose one of the Cambridge exams (perhaps one you will be teaching in the

future). Brainstorm with as many colleagues as possible any strategies they can

suggest for developing writing skills. You might find it useful to break your ideas

down into different genres. You could also refer to Unit 5 Section 2 on writing for

ideas.

Now compare your ideas with those below.

Some suggestions for writing strategies:

From time to time, hand out copies of all the class compositions to everyone.

This is worthwhile because not only do the good writers have the pleasure and

motivation of their work being read and appreciated by others, but also the

weaker candidates have more models to analyse and imitate. There is also a

sense of 'if he can do it, I can too.’ You could also encourage peer

correction/peer teaching in pairs or groups.

Reformulate students' compositions and make a copy for everyone both of the

original (untouched apart from a line highlighting where you might change

something) and your reformulated version. Give class time to the reading and

comparing of the different versions. The students will have time also to tell each

other any differences they notice.

Sometimes process write yourself on the board. Students learn by imitation. For

example, take the CPE Paper 3 (B). Brainstorm the points to be included in the

summary. List them randomly on the board. List them as a group in order.

Decide which linkers are going to bind them together most effectively and

economically. Then, write the complete summary on the board while the students

watch. Count your words. If you have the luxury of spare words, decide what you

develop; if you have to many words, decide how to pare down. All of this, of

course, can be done collaboratively with the students.

A variation on the idea above is to break off into groups at the summary writing

stage, with the class comparing the final versions.

Brainstorm ideas for discursive compositions (particularly in IELTS classes) every

day as a 'quickie' activity. Students often don't have many ideas or their own.

Tell students they have the option (which you strongly recommend) of keeping a

diary during their exam course. You will take in this diary on a set day once a

week and mark it, then give it back. Suggest that they use one page to write

about any experiences they’d like to get down on paper and the opposite page

for any new language they have come across which they find interesting.
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Spend the first 10 minutes of each lesson on a speed writing activity to help

learners improve their written fluency. Topics can be brainstormed at the start of

the week and put into a box/envelope. Each learner selects a random topic as

they enter the classroom, and immediately begins to write. You may then be able

to use this time as tutorial time as and when you need it, or alternatively you

could mark/comment on the previous day’s speed writing compositions.

A variation on the idea above is for learners to practise writing an exact number

of words, say 50 or 100. This is an excellent way of encouraging them to review

their own writing.

1.4. Learner Motivation

An exam course is often intensive and long and each student is likely to reach a low

point at different times. As a teacher, you need to keep the individual students

buoyant and motivated throughout the course. General English students may choose

to have a break if they become fed-up. Examination students can find themselves

wanting to drop out, which is demoralising for both them and you.

1.4.1. How can I keep my students buoyant throughout the course?

Notice when students are tired and pace the class accordingly. Have mini - rest

periods (they can be as short as two or three minutes) between tasks for gossip

about nothing very much. I have used this time to look at daily horoscopes, just

for fun.

Supplement the coursebook with the same authentic materials as you would in a

general English class: newspapers, video, magazines. Remember, most exams

use authentic texts as material. Topical authentic materials can be extremely

motivating in their own right, particularly when juxtaposed with more overtly

language oriented tasks such as transformation activities.

Have ‘lessons off’ which have nothing to do with the examination (but everything

to do with language awareness). Beforehand, give students homework which is

choosing one piece of English text (it could be a poem, a letter, a review, an email)

which they’ve read recently and like. On the ‘lesson-off’ day, they exchange

texts and discuss why they chose them. They point out the language or features

which strike them.

Go out as a group in class time one evening: to the cinema, for a drink, for a

meal. (This is a good idea just after the mock exams). It helps to build a sense of

community within the group.

Set up a reading library/video library. Students can borrow books and videos for

free, provided they undertake to write up a short review for the notice board

afterwards.
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Task 4: Dealing with Burnout (5 mins)

What advice would you give to the teacher below?

“I don’t know what to do about Yoichi in my FCE class. He seems to have reached

burnout. He’s been attending the school for 8 months and is in the 7th week of an

intensive exam preparation class – he studies for 3 hours every morning. He can’t

seem to think straight any more. He is listless in class, and if anything his homework

is getting worse! I heard him telling another student in the class that he was

depressed and thinking of dropping out of the course. How can I help him?”

See Appendix 3 for some ideas.

2. Are there any factors common to both General English classes

and exam classes?

The most obvious similarity is that in both cases, it is important that the learners feel

that they leave the class with something new; this may be an increased awareness

of the importance of a particular feature of phonology e.g. the influence of intonation,

or a new piece of language. This may seem strikingly obvious, but it is important to

acknowledge that in many cases your approach will be very similar. For example, the

Lexical Approach is a very effective way of developing students’ language

awareness skills and output in both types of class.

2.1. Using the Lexical Approach with Exam Classes

During exam preparation, you can usefully bring to the examination classroom all the

teacher strategies and systems used in the Lexical Approach to develop students’

noticing, recording and revision of collocations skills. If you look at the FCE and CAE

you will see that they use authentic texts and the tests are very ‘Lexical’ in their

conception.

2.1.1. Practical Ideas

Here are some practical ideas which you could consistently employ in providing

language input to your exam students. Notice how many of them will potentially

provide learners with useful general language learning strategies which they can

utilise in self-study, too.

To develop noticing skills, from Week 1, encourage students to ‘read with a pen’

and ‘listen with a pen’, underlining/jotting down any word partnerships, fixed

expressions or phrases which they like or might find useful in their own

productive skills.

Try to provide lists of collocations which will be useful for the writing/speaking

examination: e.g. address a problem, inappropriate behaviour and so on. Be sure

to record these clearly on the board.
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To develop recording skills, help students develop a filing system for new lexis,

strongly suggesting separate sections for single words, topics and word

partnerships. Some students prefer to keep Post-it notes in their coursebooks or

loose scraps of paper for recording new vocabulary, and teachers just need to

remind them early on to record collocations as well as single words.

Task 5: Activities for Noticing, Recording and Revising Collocation (10

mins)

Brainstorm with a colleague further ideas of systems and activities for noticing,

recording and recycling collocations which you could use with your students during

an exam preparation course. You could post your favourite idea(s) on the Discussion

Forum.

See Appendix 4 for some suggestions.

3. Exam Practice

Exam practice is when learners actually work through individual exercises or whole

chunks of material which are written exactly as they would be in the actual exam.

They may be from past papers, or taken from materials written specifically for the

purpose of providing exam practice. They are usually marked / graded as if they

were in the exam, enabling the learner to benchmark how they would have done,

and they are often done to time limits, too, as the course progresses, building

towards a mock exam when the students try whole papers. In sub-section 1, we

suggested that you familiarise your students with the format of the exam, and it will

probably be the case that as the course progresses, you point out to learners that a

particular skill or piece of language will be useful for a particular paper. However, it is

important to examine exactly what exam practice is useful for and when it is most

effective. From their previous educational experience, some learners expect that the

continual practice of past papers will be the best preparation. This is almost certainly

not the case!

3.1. When should I start giving exam practice?

A little over half way through the course, you should hold a mock examination,

marking as you would the real thing. From then on, it is necessary to give steady

exam practice, in the form of homework and even class work from time to time.

Exam practice accustoms the students to the requirements of the exam and the

tempo, and as such it is important part of their training in exam strategies. In

addition, it enables them to keep track of their progress, to identify their personal

strengths and weaknesses. The mock exam provides an ideal opportunity for you to

make suggestions for self-study programmes, too.

For the IELTS, however, it's a good idea to give exam practice from the beginning.

This exam is a race against time. This does not mean, though, that exam practice

should be the only thing you do!
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Task 6: Dealing with Mock Exam Results (10 mins)

1. You have a student who is making steady progress. You hope she will get a C

grade in the FCE exam. However, she didn’t do very well in the mock exam. How

would you break the news to her?

2. You have a student who may well get an A in the exam. He’s borderline between

A and B in the mock. Would you ‘fiddle’ the result a little to award him an A or B?

See Appendix 5 for some suggestions. Do you agree with them?
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Reading

Adams, G. & Peck, T. 1995 101 Helpful Hints for IELTS Adams & Austen Press

Lewis, M. 1997 Implementing the Lexical Approach LTP

May, P. 1996 Exam Classes Oxford University Press

Cambridge Practice Tests – available for the different Cambridge exams and

published by Cambridge University Press, they come with teacher’s books.

Examination Guidelines – available from examining bodies (see web addresses in

Appendix 1)

IELTS Handbook 2001 available from the website www.ielts.org

Introductions to teacher's books for course books (e.g. FCE Gold, Longman 1996)

which have very clear explanations of the exams and skills and strategies necessary

to pass.

Also the following sections of the Distance DELTA:

Unit 4 Section 3 Testing and Assessment

Unit 5 Section 2 Writing

Unit 6 Section 2 Speaking
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Appendices

Appendix 1: Which exam is the right exam?

There are many reasons for taking an exam in English and many reasons to take a

course to prepare for one of these exams. Exam preparation courses provide

learners with a concrete goal to aim for. However, it is often the case that learners

are unclear as to their range of options and the usefulness of exams for their

particular circumstances. Following you will find a brief outline of some of the most

common public examinations available, and the answers to some commonly asked

questions about the suitability of different exams for different learners’ needs. Ask

yourself the following questions when a student asks you for a recommendation:

1. Is the learner interested in a qualification which will allow them to study at a

university* in the UK or Australia?

If so, consider IELTS, Cambridge Certificate of Proficiency in English and

Cambridge Certificate in Advanced English.

2. Is the learner interested in a qualification which will allow them to study at

university* in North America?

If so, consider TOEFL.

3. Is the learner interested in a qualification which is widely recognised as an

indication of their level of English?

If so, consider the following Cambridge exams: Preliminary English Test, First

Certificate in English, Certificate in Advanced English or Certificate of Proficiency

in English.

4. Is the learner interested in a qualification which may be helpful in looking for

work/promotion*?

If so, consider Cambridge Business English Certificate, TOEIC, TOEFL,

Cambridge First Certificate in English, Cambridge Certificate in Advanced

English, Cambridge Certificate of Proficiency in English, London Chamber of

Commerce SEFIC/English for Business.

5. Is the learner interested in a qualification which will show their ability and level in

a particular area of English (e.g. speaking or writing)?

If so, consider the Cambridge Certificates of Communicative Skills in English.

6. Is the learner interested in a qualification which will help them as an English

teacher (either now or in the future)?

If so, consider the Cambridge Certificate of Proficiency in English.

The University of Cambridge (Cambridge ESOL)

The University of Cambridge main suite examinations are known around the world as

important tests of English as a Foreign Language and as such are among the most

famous public exams. Full details of their examinations, together with sample papers

can be found on their website: www.cambridge-efl.org
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Preliminary English Test

The Preliminary English Test (PET) covers both spoken and written English. It is

about two thirds of the way towards the First Certificate. It is quite a practical exam

with signs and public notices to read, forms to fill in and airport announcements or

similar to listen to. In the interview, learners speak about themselves and about their

experiences and ideas.

The PET is suitable for students who have reached a Mid Intermediate level. The

written paper (1½ hrs) tests vocabulary, grammar and composition. The listening

comprehension test takes half an hour and the oral interview about 10 minutes. The

interview is conducted by an external examiner with candidates tested in pairs.

First Certificate

All language skills are tested at First Certificate over five papers. FCE is suitable for

students at Mid/Late Intermediate and Advanced levels.

Paper 1 Reading Comprehension (1 hour 15 minutes)

Candidates read 4 texts and complete a variety of tasks. These include multiple

choice, multiple matching and gap-filling. The ability to read quickly is important.

Candidates need to demonstrate their ability to understand both details and the main

points of the text, to understand text structure and to deduce meaning from context.

Paper 2 Writing (1½ hours)

Candidates write two answers of 120 - 180 words from a range of topics. The first of

these is a transactional letter written in reply to a series of prompts (visual and short

texts). The second topic can be chosen from a menu of four. This usually includes

an article, a report, a short story, an informal letter and an opportunity to write about

one of the prescribed set texts. An understanding of the language and style

associated with these genres is important.

Paper 3 Use of English (1 hour 15 minutes)

This paper uses a wide variety of exercises to test candidates' knowledge of

grammar and vocabulary. Exercises include gap-filling, error correction, sentence

completion and word building.

Paper 4 Listening (40 minutes)

Comprehension questions and tasks are based around realistic recordings of

dialogues, broadcasts and announcements.

Paper 5 Speaking (15 minutes)

Candidates are interviewed in pairs by two examiners. During the interview,

candidates are asked to exchange personal and factual information and to express

and ask about attitudes and opinions. In the four stages of the interview, candidates

will have the opportunity for short exchanges with one of the examiners and with

each other, as well as an opportunity for more extended speaking.
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Certificate in Advanced English

The Certificate in Advanced English (CAE) is an examination which follows the same

5 paper format as the First Certificate and Proficiency examinations. CAE is suitable

for students at Advanced levels with good writing skills.

Paper 1 Reading (1¼ hours)

Approximately 50 multiple-choice questions of varying type based on four texts. A

wide range of reading skills and strategies are tested.

Paper 2 Writing (2 hours)

Candidates write two answers of 250 words - the first task is compulsory and the

second from a choice of four. The types of task include letters, reports, reviews,

instructions etc. As with FCE, an understanding of different genres is essential.

Paper 3 English in Use (1½ hours)

The six tasks in this paper test the ability to apply knowledge of the language

system, including control of grammar, register, cohesion, spelling and punctuation.

Paper 4 Listening (45 minutes)

Various types of matching, completion and multiple-choice tasks are based around

recorded authentic material.

Paper 5 Speaking (15 minutes)

Candidates are examined in pairs by two external examiners. Assessment is based

on fluency, grammatical accuracy, pronunciation, communicative ability and

vocabulary.

Certificate of Proficiency in English

The Certificate of Proficiency in English (CPE) also has five papers. It is suitable for

very strong students at Advanced levels. It is recognised as evidence of matriculation

level in English Language for those students who wish to study at British

Universities.

Paper 1 Reading Comprehension (1 hour)

Multiple-choice questions are used throughout. Section A tests vocabulary through

25 incomplete sentences e.g.

He tries to ______________ himself with everyone by paying them compliments.

A. gratify B. please C. ingratiate D. commend

Section B tests reading comprehension.
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Paper 2 Composition (2 hours)

Candidates write two answers of about 350 words from a range of topics. They can

usually choose from among narratives, descriptions, discursive topics and a question

related to the optional reading text. As with FCE and CPE, knowledge of genres is

important.

Paper 3 Use of English (2 hours)

Grammar is tested in the first section and reading comprehension and the ability to

summarise are tested in the second section.

Paper 4 Listening Comprehension (35 minutes)

Comprehension questions and tasks are based around realistic recordings of

dialogues, broadcasts and announcements.

Paper 5 Interview (15 minutes)

This is either a one-to-one oral interview with an examiner or is done in pairs. It is

similar to FCE but candidates are expected to be able to discuss more abstract

ideas.

University of Cambridge / Royal Society of Arts (Cambridge ESOL/RSA)

Certificates in Communicative Skills in English (CCSE)

Traditional exams try to test how much English someone knows. These RSA

communicative exams check how effective and practical a candidate's knowledge of

English is. They are suitable for learners who have been studying English through a

communicative approach. A monolingual or bilingual dictionary can be used

throughout these exams.

In CCSE, there are individual examinations for listening, speaking, reading and

writing. Each examination can be taken at one of four levels. Candidates can choose

the level at which they want to take an examination. Level 1 corresponds to Pre/Early

Intermediate, Level 2 to Mid/Late Intermediate, Level 3 corresponds to Advanced,

Level 4 corresponds to strong students in Advanced classes.

Reading and listening tests are based on authentic materials such as brochures,

advertisements, announcements and radio broadcasts. The writing tests require

candidates to perform realistic writing tasks such as form filling, leaving messages

and writing letters. The speaking test includes some role play with another student.

Cambridge Business English Certificates (BEC)

The BEC suite of exams offers a qualification for people interested in English for

international business. They are practical examinations, which focus on the

application of language in dealing with real-world business situations. There are

three levels:

BEC 1 (Pre/Early Intermediate)

BEC 2 (Mid/Late Intermediate)

BEC 3 (Advanced)
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All three exams are divided into four sections, which test different skills and different

areas of language. Depending on level, the areas of language range from buying &

selling to entertaining clients, and from results and achievements to health & safety.

The reading and writing papers are based on business related texts, such as reports,

memos, forms and reports. The listening and speaking papers include typical

business situations, such as telephone conversations, verbal reports, interviews, and

presentations.

London Chamber of Commerce and Industry Examinations Board

www.lccieb.org.uk

The London Chamber of Commerce and Industry (LCCI) sets various examinations

for students with an interest in business English. Some of the examinations are as

follows:

SEFIC (Spoken English for Industry and Commerce)

This is available at two-week intervals throughout the year and is normally held on

the second and fourth Tuesday of each four-week course period. The advanced level

examination requires students to give an oral presentation on a business-related

topic. It is a very useful qualification for learners wanting to prove their competence

in business speaking skills.

English for Business

Level 2: Post-Intermediate

Level 3: Advanced

This exam tests candidates' ability to use English in a variety of practical ways. They

are required to write various forms of office correspondence and to understand

different types of information display. There is also a short oral interview. It is a very

useful qualification if in proving competence in business writing skills.

University of Cambridge (Cambridge ESOL)

Certificates in English for International Business and Trade

This examination consists of three free-standing tests in Reading and Writing,

Listening and Speaking. The candidate can choose in which skill or skills they wish

to be examined. Each paper requires the candidates to complete the type of

authentic tasks they would need to undertake regularly in a business/trade context.

The examination is intended for students of Advanced (i.e. CAE) level or above.

Each paper is set in the context of an international company and uses authentic

materials, texts, graphic material and stationery. This ensures that the tasks the

candidates are asked to complete in each section of the examination are relevant

and practical.

NB: 2001 is the final year that CEIBT will be offered by Cambridge ESOL
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Test of English as a Foreign Language (TOEFL®)

The new computerised TOEFL® test was introduced in June 1998. The first two

sections of the test, Listening and Structure, are computer-adaptive, meaning that

candidates will receive test questions targeted to their ability level. In these two

sections, their first question will be of average difficulty. The question they receive

next will be the one that best fits their performance and the design of the test.

The third section of the test, Reading, contains a variety of task types, some of which

are new since June 1998. The fourth section, Writing (which used to be an optional

extra exam), is now compulsory. In this, students are given a single topic: they can

either type their answer on the computer or write their response by hand.

The TOEFL® test is the most well known international English language test. In 1996

-1997 nearly one million people registered to take the test. It is necessary to take this

exam to study in a North American college or university and some British universities

also accept TOEFL® as an indication of language proficiency. Many colleges of

business or management around the world also require applicants to take TOEFL®.

Different colleges stipulate different scores, depending on the subject that a student

is going to study. Japanese companies are increasingly using the exam as a guide to

their employees' knowledge of English.

Registration for the exam is now done on the telephone and payment is by credit

card. The current examination fee is US$ 125. Further information can be found in

TOEFL Bulletin which can be obtained direct from TOEFL Services, Educational

Testing Service, P.O. Box 6151, Princeton, NJ 08541-6151, USA. The TOEFL web

site can be found at http://www.toefl.org

Test of English for International Communication (TOEIC®)

The TOEIC® exam measures English language proficiency in the work environment

of international trade. It is a 200-item multiple-choice test consisting of 100 listening

items, administered by audiotape, and 100 reading items. It requires approximately

2½ hours to administer. This exam is intended for students of Mid Intermediate level

or above.

Many multinational corporations, government agencies and other public and private

organisations use TOEIC® as a measure of proficiency in English when they recruit

new staff or assign employees to new posts requiring English speaking skills.

International English Language Testing System (IELTS)

IELTS, the International English Language Testing System, is widely recognised as

a language requirement for further and higher education. It is the chosen language

test of many universities in the United Kingdom, Australia, New Zealand and North

America. It is jointly co-ordinated by Cambridge ESOL, The British Council and IDP

Education Australia. In Britain, IELTS preparation courses constitute the largest

growth area in examination teaching. Currently IELTS test centres can be found in

more than 200 test centres in over 100 countries.
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IELTS tests reading, writing, listening and speaking, and is scored according to a

scale of 0 - 9 where 1 = a non-user of English (beginner) and 9 = an expert user

(post CPE level). The reading and writing sections can be taken either as academic

reading and writing, or as general training reading and writing – candidates need to

specify which they are interested in when they enter, and preparation courses would

usually only focus on one or the other.

The typical university requirements for different subjects are as follows*:

minimum 7.0 Medicine, Law,

Journalism, Linguistics

Linguistically demanding

academic courses

minimum 6.5 Agriculture, Technology,

Computer based Courses,

Telecommunications

Linguistically less

demanding academic

courses

minimum 6.0 Engineering, Photography Linguistically demanding

training courses

minimum 5.5 Catering, Services Linguistically less

demanding training

courses

There are four parts to the test - reading, writing, listening and speaking. The total

test length is about 2½ hours and results are issued 2 weeks after the test. The test

can only be retaken after 3 months. The course is suitable for students at Pre-

Advanced level or above.

Information about the IELTS test, test centres and test dates is available on the

IELTS web site: www.ielts.org This is a very informative and accessible website.
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How the Exams Relate to Different Levels

Levels ALTE

Levels

Cambridge Cambridge

/RSA

IELTS TOEFL

(paper/computer)

TOEIC LCCI

EFB

LCCI SEFIC BEC

Post

Advanced

5

Certificate of

Proficiency

in English

9 677/300 900

CCSE Level 4

8

600/250

800

Advanced

Certificate in

Advanced Engish

SEFIC Advanced BEC Level 3

4 CCSE Level 3

7

550/210

700

EFB Level 3 (Fourth Level)

Pre-

Advanced

6

500/170

600

Late

Intermedi

ate

3

First Certificate

in English

CCSE Level 2

EFB Level 2 SEFIC Intermediate

(Third Level) BEC Level 2

Mid-

Intermedi

ate

5 450/130 450

Preliminary English

Test CCSE Level 1 EFB Level 1 SEFIC Early Intermediate

Early

Intermedi

ate

4 (Second Level)

2

Pre-

Intermedi

ate

Key English Test 3 BEC Level 1

2

Elementa

ry

1

1
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Appendix 2: Exam Orientation

A Question Sheet doesn't have to be too long and involved. It could usefully include

questions like these:

How many exam papers are there?

How long is each paper?

How many sections are there in Paper 1?

Is it important to be able to read quickly?

Do I have to transfer my answers to a separate piece of paper at the end of the

test?

In Paper 2, what kind of topics do I have to write about?

How many words do I have to write?

Will I have to read as well as write?

At what stage of the day will I be doing Paper 3?

How will I be feeling by then?

What kind of exercises will I have to do?

In Paper 4, how many times will I hear the recording?

What kinds of tasks will I have to do?

In Paper 5, who will I be talking to?

How many examiners will be in the room?

What will I be expected to talk about?

You could set a jigsaw task, where different students get information about different

parts of the exam. The students piece the information together by peer-teaching.

Alternatively you could set a reading task where you cut up the information, put it up

on the walls around the classroom, and the students find the answers alone. They

then come together in groups to check the answers.

Appendix 3: Dealing with Burnout

Take him aside and show that you have noticed there is a problem. Reassure him

that this is a common feeling at some stage in the course. Make it clear that this

stage will pass, then take the pressure off by saying he doesn’t have to do any

homework/attend class until he's ready to again. All you want from him is to continue

reading materials in English that interest him (he will continue to gain input of

authentic language while de-stressing).
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If the student doesn't want to miss any classes, arrange a colour coding system with

him: give him something (maybe two bits of different colour paper) that will signal to

you either 'Back off, I want to be passive in this lesson' or 'I feel strong. I'm willing to

contribute a bit today.'

Appendix 4: Activities for Noticing, Recording and Revising Collocation

Here are 2 further examples of ideas you could try:

Set up a Collocation Box in the classroom. At the end of each session, the

students choose one new collocation they particularly like and file it in the box.

This lexis is revised from time to time with lexical games such as dominoes (the

students make domino sets to test each other) or lexical tasks such as

Unjumbling (seems funny it now, but the at time very wasn't it funny) or Deleting

(To cut a big long story short). These tasks are both found in the CAE exam.

Every session, the class groups according to the lexical pairings (Bad/hair/day)

(Bide/your/ time) which can revise lexis already noted in the classroom.

Appendix 5: Dealing with Mock Exam Results

1. Tell her she almost made it and is so nearly there. All she needs to do is master

such and such (one of her particular weaknesses). She has all the time left

before the real exam to master this. Be sure to outline exactly what she needs to

work on, but make her feel that this is achievable and give suggestions for going

about this.

2. I would give him a B and tell him that with a bit of work he can make it an A. This

will be motivating.

The mocks are a very delicate stage in the exam classroom. The marks can

influence a student to take it easy/get casual/drop out/give up/. Bear this in mind and

do your best to keep the motivation going.
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Language Systems Revision

Summary

All of the questions in the Exam can relate to language systems, and it is important

that you are able to demonstrate sound language awareness in each question. (For a

reminder of the different question types, please refer to the Exam Threads, especially

the Introduction to the Written Exam in Unit 2 Section 5).

We have already looked at a number of different areas of language systems on this

course. To remind you, these are:

Unit 1 Section 3 Terminology, categories of language systems, types of

grammars

Unit 2 Section 3 Phonology 1 (Sounds)

Unit 3 Section 1 Written Discourse

Unit 4 Section 2 Lexis 1

Unit 5 Section 3 The Verb Phrase

Unit 5 Section 4 Phonology 2 (Stress and Connected Speech)

Unit 6 Section 3 Spoken Discourse

Unit 6 Section 4 Lexis 2

Unit 7 Section 2 Phonology 3 (Intonation)

Unit 7 Section 3 The Noun Phrase

In addition, via the Exam Threads, the following have been considered: Passives,

Phrasal Verbs (Unit 2), Modals, Passives (Unit 4), Genre/Style, Conditionals (Unit

6), Reported Speech, Adjectival (relative) Clauses (Unit 7). In the Exam Thread

for this Unit you will explore Articles, Genre, Modals and Nouns (countable and

uncountable).

In this section we will investigate prepositional phrases, and – ing versus ‘to’ forms.

Objectives

By the end of this section you will:

Have analysed the features of prepositions and prepositional phrases.

Have practised identifying prepositions within a text.

Have evaluated and compared the way prepositions/prepositional phrases are

introduced and practised in some published materials.

Have further ideas for research and practice in preparation for the Written Exam.
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1. How much do you remember?

The Task below is based on the language systems sections you have looked at so

far in the course. Answer them as best you can before looking anything up. It will be

useful for you to find out how much you remember.

Task 1: Language Systems Quiz (20 mins)

1. It is often said that there are 4 categories in language systems. What are they?

2. What is the difference between a phoneme and an allophone?

3. Which 3 questions should you ask yourself in describing a consonant sound?

4. What is the difference between anaphoric, cataphoric and exophoric references?

5. What are homonomy and polysemy?

6. How would you define what modal auxiliary verbs do?

7. English is often described as a stress timed language. Think of 4 examples of the

impact that this can have in terms of features of connected speech.

8. What is the difference between locutionary meaning and illocutionary force?

9. What is the difference between style and register?

10. What is a tonic syllable?

11. What are reduced relative clauses?

See Appendix 1.

How did you get on? You perhaps have a better idea now as to revision you need to

do for the Exam.

2. Prepositions

Task 2: Learners’ Problems (10 mins)

Before you start to read, think about learners you are familiar with. Why do they have

problems with prepositions? Make a list of possible causes of their problems. Keep

your ideas with you. We will come back to them at the end of the section.
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2.1. Identifying Prepositions

Task 3: Identifying Prepositions (20 mins)

1. Look at the text below and underline the prepositions.

“A social worker is protesting at his council’s failure to collect rubbish by eating the

flies that swarm around his mounting piles of trash. The man, who lives in Western

India, hopes his insect only diet will prompt some action. He said ‘I am forced to do it

as several agitations on the unhygienic conditions have not yielded the desired

results.’”

From Metro 24/7/01

2. Brainstorm as many examples of prepositions as you can think of in 5 minutes.

Note them down.

3. Now look at Grammar for English Language Teachers page 83 and another

reference book such as An A to Z of English Grammar and Usage. Were there

any that you had forgotten? If so, why might this be? Add any that you had

forgotten to your list.

See Appendix 2.

By now you should have a fairly comprehensive list of prepositions. Now let’s look at

meaning. Bear in mind here what you said in answer to the question above about

learners' difficulties with prepositions.

2.2. Meaning

For learners, working out the meaning of prepositions can be very challenging for a

number of reasons. Firstly, many learners tend to look sentences at the word level,

and to seek a literal translation or a specific meaning for every word they come

across, for example, in reading texts. In addition, as you have probably started to

realise, there is a bewildering number of prepositions, some of them seem to be

more “obvious” than others.

Task 4: Meanings of ‘of’ (10 mins)

1. How many different meanings can you think of for the preposition ‘of’?

2. Now look in a dictionary. How many do you find there?

3. What implications does this have for teaching?

See Appendix 3.
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Task 5: Categorising Prepositions 1 (15 minutes)

1. You should now have a fairly comprehensive list of prepositions. Imagine you are

designing a syllabus. How would you divide them up for teaching purposes?

See Appendix 4 for some suggested categories.

If you would like more practice in categorising prepositions, look at About Language

page 114 Tasks 1 & 2.

2.2.1. Prepositional Phrases

Parrott defines prepositional phrases thus:

“Preposition phrases are groups of words that begin with a preposition and

contain a noun phrase. [For example, on the corner, with many additional

features]. Preposition phrases may also form part of larger noun phrases.

[For example, the house on the corner, new software with many additional

features.”

Grammar for English Language Teachers page 255.

Task 6: Categorising Prepositions 2 (15 minutes)

1. Look back at the text used in Task 3. Would the categories you identified in Task

2 be useful in identifying the meaning/use of these prepositions? Try to

categorise them.

2. Can you find any prepositional phrases?

3. Now look at the words preceding the prepositions. Can you see any patterns that

you could point out to your students?

See Appendix 5.

Some of the prepositions in the text are there because of the preceding adjective or

verb. These are usually called dependent prepositions. The term means exactly

what it sounds like – the choice of preposition depends on the previous words.

Dependent prepositions are an example of grammatical (as opposed to lexical)

collocation.

2.3. Dependent Prepositions

Issues of meaning and form are significant when considering dependent

prepositions. The form needs to be highlighted with the preceding adjective or verb,

and it is not always possible for learners to work out the meaning of the preposition in

isolation as it forms part of a phrase. The actual choice of the preposition can seem

very random, leading learners to guess. For this reason, it is probably a good idea to

focus on them at the phrase level (see Teaching Prepositions below).
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2.4. Multi-Word Verbs

Learners will also come across prepositions as part of multi-word verbs. As with

dependent prepositions, the preposition itself may not mean what the learner expects

it to mean, in fact, the whole phrase may not mean what the sum of its parts means

(e.g. to put down – in veterinary terms has nothing to do with ‘put’ or ‘down’). Mutliword

verbs are also sometimes known as phrasal verbs, and this is an area of

grammar about which there is a great deal of disagreement. Some people see the 2

terms as synonymous and others disagree. The second word in a multi-word verb is

not always a preposition. It can also be an adverb, and there are arguments for

referring to them all as particles to overcome this confusion. This is a huge area, but

one which it is well worth reading more about. See subsection 4 below for suggested

guidelines as to how to go about this.

3. Teaching Prepositions

We have now considered what prepositions are, their meaning and their form. Now

let’s look at some teaching materials.

Task 7: Published Materials (40 mins)

Look at a range of coursebook materials to see how prepositions are introduced. We

suggest that you look at both a range of levels and a range of books in terms of when

they were published. Try to answer the questions below:

1. At what levels are different prepositions focused on? Is there a trend in terms of

categories, dependent prepositions, phrasal verbs etc. and the order in which

they tend to appear?

2. Is there a difference in emphasis over time? Can you see the impact, for

example, of the Lexical Approach?

Post your findings or comments on the Discussion Forum for Unit 8.

4. Conclusions & Exam Preparation

At the start of this section in Task 2, we asked you to consider why learners have

problems with prepositions. Would you add any reasons to your original list? Now

read Grammar for English Language Teachers Chapter 7. There is a checklist in

Appendix 6.

You will now be wanting to focus on how best to prepare for the Exam. As a starting

point, it would be useful for you to analyse the following areas:–ing / to forms, mutliword

or phrasal verbs, and/or modal verbs. To do this, follow the same format as we

have already used in this section.

1. Begin by brainstorming for yourself as many patterns and examples as you can

think of.

2. Look at an authentic text and analyse it. This is excellent practice for the exam.
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3. Look at the relevant sections in About Language (working through the Tasks),

and Grammar for English Language Teachers or your favourite grammar

resource book (for a comprehensive list, look back at Unit 1 Section 3).

4. Look at a range of published materials so that you can compare their language

focus and remind yourself of practical teaching ideas.

Good luck!
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Reading

Lindstromberg, S. English Prepositions Explained John Benjamin’s Publishing

Company (ISBN: 1556195265)

Parrott, M. 2000 Grammar for English Language Teachers Cambridge University

Press

Thornbury, S. 1997 About Language Cambridge University Press
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Appendix 1: Language Systems Quiz

1. The categories are lexis, grammar, discourse, phonology. (See Unit 1 Section 3).

2. Allophones can be described as variations of the same sound. A phoneme is an

individual sound. So phoneme is the more general term. (See Unit 2 Section 3).

3. The 3 questions are:

How is the sound formed? (or what happens to the air?)

Where is the sound formed?

Is it voiced or unvoiced? (See Unit 2 Section 3).

4. Anaphoric references refer back to something which has previously been

mentioned in the discourse, cataphoric references refer forwards, and exophoric

references refer to something not previously mentioned and which is outside the

text. (See Unit 3 Section 1).

5. Homonyms are words which have the same form but different meanings e.g. row

􀀒􀀀􀀀􀀸􀀒 as in the verb to propel a boat through water via oars, and the line of

seats in, say, a cinema. (In fact row can also be described as a homograph

because 􀀒􀀀􀀀􀀸􀀒 (meanings as above) and 􀀒􀀀􀁄􀀸􀀒(as in argument) have the

same spelling but different meanings and pronunciations. Polysemes are words

with the same form and a related meaning or sense e.g. head (part of the body),

head of a team etc. (See Unit 4 Section 2).

6. They indicate the attitudes of the speaker or writer towards the state expressed

by another verb. (See Unit 5 Section 3).

7. Your answers to this question will obviously vary. To check that you are right,

look at Unit 5 Section 4.

8. Locutionary meaning is the term used to describe the literal meaning of a word or

phrase (e.g. “It’s raining” is a statement of fact about an ongoing event happening

now). Illocutionary force is the context-specific (and culture-specific) meaning,

often described as the underlying meaning. So if we take the example above, the

illocutionary force may be “So you need to remember your umbrella” or “We’ll

have to take the car rather than cycling” or “The drought has finally ended” etc.

(See Unit 6 Section 3).

9. Register refers to a speech variety which a particular group of people have in

common. They usually share the same profession, hobby or interests. There may

be a number of words or phrases used in a particular way. Style refers to the type

of language used because of a particular genre or level of formality. There will be

structural and lexical implications. (See Unit 6 Section 4).

10. A tonic syllable is the stressed syllable in an utterance where the main pitch

movement takes place. (See Unit 7 Section 2).

11. A reduced relative clause e.g. “There were 3 people injured”, leaves out the

pronoun and the verb i.e. you don’t have to say, “There were 3 people who were

injured”. (See Unit 7 Section 3).
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Appendix 2: Identifying Prepositions

1. The prepositions in the text are: at, to, by, around, of, in, to, as, on.

2. Other prepositions you might have included are:

About, above, across, after, along, before, below, beside, between, beyond, but,

despite, down, for, from, into, like, near, off, onto, over, past, per, since, till, than,

through, under, until, up, with, without.

3. One of the reasons for forgetting some of the prepositions in the list is that you

were given no context i.e. it is easier to recognise them than to come up with a

random list. In addition there are other short phrases which can act as

prepositions e.g. according to, in spite of etc. As teachers we often don’t think of

these as prepositions.

Appendix 3: Meanings of ‘of’

I found 21 different meanings in my dictionary! This raises the importance of context

in teaching – there is no way we can expect a learner to sift through 21 different

meanings to come up with the right one. There are also implications for the way in

which we go about teaching prepositions (we will investigate this further in subsection

3. In addition, this task reminds us of the importance of careful dictionary

training. It is unlikely that a learner would reach for their dictionary in the case of ‘of’,

but if they did, they would potentially be none the wiser!

Appendix 4: Categorising Prepositions 1

In About Language, Thornbury suggests the following categories:

Time

Place

Movement

Accompaniment

Belonging

In Grammar for English Language Teachers, Parrott considers place and time to

be one category and adds another:

Logical relationships

You may well have come up with others, and coursebooks would be a good place to

look for alternatives.

Appendix 5: Categorising Prepositions 2

To protest at sth (by doing sth)

Failure to do sth – here ‘to’ is a preposition, but more importantly in this instance,

it is used to form an infinitive. It is probably more useful for learners to look at it
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on this level e.g. infinitive with ‘to’ is probably a more accessible label than

preposition + base form of the verb.

Swarm around – here ‘around’ is a preposition of movement, it tells us about the

action of the flies. It would probably be most meaningful for learners to focus on it

at this level, perhaps by looking at other verbs (of movement) which are

commonly used before it.

Piles of trash

Lives in western India – here ‘in’ relates to location. This is also an example of a

preposition phrase.

Forced to do sth as

Agitations on – this is an unusual combination.

Some of these prepositions could be categorised – the ideas of movement and

location can clearly be established. Others, though, are less straightforward. We

need to look at them in another way. Categories such as those in Appendix 4 are

only useful for some prepositions and in some contexts. The other prepositions would

seem to be more logically categorised lexically, with the meaning being more

dependent on the preceding word(s).

There is also an issue of verb patterns, particularly the choices between –ing and

infinitive forms. This is another reason for focusing on chunks of language with

learners – these patterns could be seen as being fixed. (See Unit 4 Section 2 and

Unit 6 Section 4 on Lexis, and Unit 2 Section 1 on the Lexical Approach).

Appendix 6: Learners’ Problems

In Chapter 7, Parrott raises the following issues as learner problems:

There are a lot of prepositions in English, more than in many other languages.

The choice of preposition is often not related to meaning.

Some prepositions “look” more obvious than others.

Although there are patterns of form (at the sentence level), there are exceptions.

The same preposition can have more than one meaning.

Sometimes more than one preposition can be correctly used to mean the same

thing.

Some prepositions can be easily confused with adverbs.

They are very often unstressed in speech, and can therefore go unnoticed by

learners.

Make sure that you have also read Grammar for English Language Teachers

section 7.6, which exemplifies typical learner errors and difficulties.
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Self-Access

Summary

In this section we will briefly consider the range of resources which can be used for

self-access purposes. We will examine the features necessary to make self-access

materials successful. It is important that learners are trained in ways of maximising

their study time and their use of such resources, and we will investigate ways in

which you could provide this training. Many of the resources under consideration in

this section were described in the appendices for Unit 4 Section 1, but we will briefly

revisit some of them here, as well as providing a further investigation into some of the

uses for IT in self-access centres, both for whole class activities and self-study

purposes.

Objectives

By the end of this section you will:

Have considered the range of resources which can be exploited for self-access

purposes.

Have analysed the features necessary to ensure that self-access materials can

be successfully used by learners.

Have discussed ways in which learners can be trained to maximise their use of

such resources.

Have thought about how you might set up a small self-access centre.

Have read about a range of ways in which ICT can be used for self-access and

class activities in a self-access centre.
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1. What is self-access?

Task 1: Brainstorm (5 mins)

What would you expect to find in a room in a language school labelled ‘Self-Access

Centre’?

When you have compiled a list, read on.

Depending on where you work / have worked, it is likely that different things spring to

mind. For some there is the image of a sparklingly resourced, spacious room full of

computers, TV/videos, stacks of book etc. For others this might be simply an area in

the school in which learners can work quietly, using borrowed materials (either

published or specifically designed by the school for the learners). Self-access

actually means all of these things; at its simplest level it would involve the use,

perhaps of grammar references and worksheets; it would be an area in which

learners are able to continue their study outside class.

“The primary aim of such facilities is to enable learning to take place

independently of teaching. Students are able to choose and use self-access

material on their own and the material gives them the ability to correct or

assess their own performance. By using such a self-access facility, students

are able to direct their own learning.”

Sheerin in Self-Access page 3.

The important principle here is that learners should be able to use self-access

facilities independently of a teacher. Note that this does not mean that no training will

be required, however. See sub-sections 1.3 and 3.3.

Self-access facilities are designed to complement classroom study, not replace it.

They should provide learners with the opportunity to supplement their lessons,

providing them with the resources and materials to follow up on areas of interest,

weakness or specific need.

1.1. Resources

A whole range of materials can be adapted to make them suitable for self-access

study and there are many materials designed and published specifically with selfaccess

in mind. You have already considered some of the sorts of materials that can

be used by learners working alone in Unit 5 Section 6 in terms of recommendations

for your Extended Assignment student. It is worth pointing out in this section that

there are 3 broad types of self-access material:

1. Published materials. These may have been designed specifically with self-access

in mind e.g. workbooks (with answer keys), grammar and vocabulary reference

books (with practice exercises and answer keys), graded readers, CD ROMs and

computer software, dictionaries, BBC World Service publications etc.

2. Authentic materials which can be adapted for self-access purposes. Examples

would be music tapes/CDs, newspapers, novels, magazines, menus, pictures,
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letters/postcards/emails. Teacher-designed materials (worksheets, instructions,

answer keys etc.) need to be added to these.

3. Specially designed in-house materials (which could incorporate elements of both

sections above). Sheerin gives some useful advice in her section on Materials

Design and production in Self-Access page 23.

1.2. Features of Self Access Materials

Task 2: Adapting Materials for Self-Access (15 mins)

1. Think of a piece of authentic or published material you have used recently with a

class. Remind yourself of your aim(s) in using this material.

2. How would you need to adapt the material for it to be suitable for self-access

study? Is there any additional information you would need to give? How would it

be presented?

3. What conclusions can you reach about the desirable qualities of successful selfaccess

materials? Make a list of the features necessary for learners to use a

piece of material alone in a self-access environment.

Now read on for some suggested answers.

In order for them to be accessible and useful for students, self-access materials need

to have the following characteristics:

Answer keys need to be provided, possibly with explanations. Certainly, feedback

needs to be given to the learner otherwise demotivation will quickly result i.e.

where appropriate, learners need to know if their answers are right or wrong (and

why they are right or wrong).

Instructions need to be clear and understandable so that they can easily be

followed and not misconstrued.

Materials need to be graded according to level. It is demotivating to work with

material that is too easy or too difficult. Level needs to be clearly labelled.

Materials need to be relevant to the learner. Again, this is partly an issue of

labelling, which should be done in such a way that a learner browsing through

can envisage what a piece of material is like, what it practises etc.

The aims/purpose behind materials needs to be clear to the user. This is closely

linked to the point above. For example, if they want to work on their

pronunciation, but do not know what connected speech is, they may not choose

to use a piece of material which is actually very relevant to them.

Materials and activities need to be inviting to the users e.g. attractively presented,

not obviously dated in appearance (visuals etc.).

See Unit 7 Section 5 for features of self-study books. The same principles can be

applied to self-access materials in general. The key word here is accessibility.
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For further ideas, read Sheerin’s Self-Access pages 23 and 24 where she describes

criteria for the design of successful self-access materials.

1.3. Promoting Learner Independence - Training

Even the most motivated learners can become disenchanted with a self-access

centre if they feel that they are getting nothing from their time investment. Firstly, it is

extremely important that they have a sense of what they want to get out of their self -

study – they may well need to be pointed in the right direction by a teacher who

knows them well. Secondly, they need to understand how they can go about their

self-study. For example, there is little point in a learner working alone through

exercises in a language laboratory unless they regularly pause to review their work,

comparing it perhaps to a native speaker performing the same task, or to a previous

attempt of their own. In other words, they need to gain a sense of direction and

progress. Without this there is little value in what they have been doing. This sense

of progress can be quite difficult to achieve when working with something like a

novel. This is not to say that working with a novel is not a potentially worthwhile selfstudy

pursuit, but clearly there is a wider learner training implication here. The learner

needs to have considered their strategies e.g. how they will react when they come

across a word they don’t understand, or when they get an answer wrong. It is

important that they realise the importance of repeating an activity and comparing

their score, or of noting down and reviewing new vocabulary acquired, or of looking

up something which they have got wrong.

A second, but equally important training angle is in the use of technology. If learners

are to be offered free access to a language laboratory, or computers, it is vital that

they are trained in how best to use the equipment and who to contact for assistance

if something goes wrong. Without this training, many learners will soon be put off.

Both Self-Access (page 7 on potential problems, and Chapter 2) and Establishing

Self-Access (Chapters 2 and 9) have useful sections on training learners and

promoting learner independence. Let’s look at an example:
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Task 3: Orientating Students to Self-Access Materials (10 mins)

Look at the activity from Self-Access below. Do you think this is a good way of

orientating learners to self-access materials?

See Appendix 1
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Sheerin, S. 1989 Self-Access Oxford University Press (pages 35 & 36)

A final point worth mentioning here is that teachers also need to be trained in the use

of self-access facilities. In order to be able to advise their learners, they need to be

confident and familiar with the materials and resources available.

2. Setting Up a Self-Access Centre from Scratch

As we have already seen, the setting up of a self-access facility can be viewed as a

hugely expensive investment. However, it is possible to provide a range of materials

with a minimal investment. For example, most language schools have old cassettes

which are no longer used in the school because the coursebook has been replaced

with a more up to date one. Use these tapes rather than letting them gather dust –
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provide 2 or 3 walkman (secured to a table to prevent them from disappearing!),

photocopy some worksheets (laminating them makes them last longer!) and you

have a listening facility. It could be possible to extend this by recording the BBC

World Service news once a day, and providing a tapescript of the headlines (perhaps

with a generic worksheet to encourage learners to go on to listen to the actual stories

and make notes). Teachers could perhaps provide copies of favourite music tapes

etc. Reading materials are similarly easy to collect. A small membership charge can

be used to help to recoup some of the initial costs and to invest in further materials

and equipment.

As we have already said, there are a lot of published materials available for selfaccess

study. Some of them, including CD ROMs are mentioned in the reading

section below, but this is an area which is developing all the time. For up-to-date

information on what’s available, contact publishers directly. You can find their web

addresses in Section 1 (Professional Development).

Being in the position of setting up a self-access centre is probably not on the

immediate agenda for most of you. However, if you are interested in investigating this

area further, the following references are invaluable: Self-Access Chapter 1, and

Establishing Self-Access, Chapters 4, 6, 7 & 8 and Case Study 4 (page 257).

The remainder of this section will focus on the use of ICT in self-access, as this is

both one of the largest growth areas in ELT, and arguably the most popular feature of

established self-access centres with learners.

3. Using ICT for Self-Access

In this section we will examine the use of ICT in more detail. The majority of ideas

and techniques discussed in this section are well suited to being used by learners

independently, but as part of their training it is probably a good idea to use them in

class time in the first instance.

3.1. Background

In the early days of Computer Assisted Language Learning (CALL), now often

referred to as Technology Enhanced Language Learning (TELL), developments were

largely driven by computer enthusiasts enchanted by emerging technology. Often the

expectations of their colleagues were unreasonably high. Rather than considering the

emergence of Information Technology (IT) as an additional tool in their pedagogic

repertoire, there was an expectation of a revolution, a new teaching method.

Computers, after all, sent men to the moon, they controlled defence systems, they

calculated our taxes, they built our cars. It seemed reasonable that one day soon

they would be teaching our students. The early applications of IT were modifications

(or sometimes direct copies) of cloze and gap-fill type exercises. They were, in many

ways, the on-screen equivalent of the traditional grammar exercise book. That is not

to say, however, that the programs were not successful within their own limitations.

Repetitive self-study could now be made somewhat more attractive with sound,

animation and automatic feedback.

The last five years has seen the development of 2 distinct aspects of IT used in EFL

classrooms. The cloze, right/wrong exercises, and multiple choice quizzes remain

and have an enthusiastic following among many students. However, as technology

has improved, so has the sophistication of the delivery of such materials. More

current developments include materials providing for integrated skills development

through attractively presented texts and materials.
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The second type of use of IT in the ELT classroom fits more comfortably under the

description Information and Communication Technology (ICT). The difference, by

definition, is the aspect of communication through use of technology. The use of ICT

in ELT classrooms goes back to the eighties when schools in Australasia

experimented with email links (although it had yet to be named as such). Nowadays,

connection speeds are high enough, costs are low enough and technology has

become advanced enough to enable such tools as the World Wide Web (WWW),

email and Internet Relay Chat (IRC) to be treated as valid tools for the EFL teacher.

3.2. Technological Developments

How is technology developing? The development of high-speed connections for

access will revolutionise students’ everyday use of the Internet. Technologies such

as ADSL will soon be inexpensive and give speeds some 10 to 50 times faster than

currently available. This will make immense differences. Previously classes may

have linked internationally with the use of IRC. This can be done with a little coordination

between schools in similar time zones which have students of the same

level. Even with technical hitches this exercise can be hugely gratifying for both

students and teachers. New speeds of data transfer will allow these text-based

‘meetings’ to use real-time sound and video. There will remain uses for text-based

interaction in this manner - text-based IRC practises skills differently to videoconferencing

- but probably only as long as students continue to use the text medium

in their lives outside school. As for the Web, the immediate effect of the new speeds

will be a potentially profound impact for ELT resources. Currently, audio and video on

the Web are available as frequently-interrupted, low quality sound and low-resolution,

jerky visual material. However, soon they will be available at standards initially

approaching that of traditional television broadcasting.

3.3. Training

3.3.1. Training Teachers

Without adequate training, teachers will not use any new tool to its full potential. The

teacher’s training need in the use of ICT is clearly lower if s/he is able to concentrate

on the educational aspects, leaving the technical side to someone else. This could be

the basic maintenance of the computers or the setting up of appropriate programs

before students arrive. Both of these are increasingly the case in large language

schools which have invested heavily in ICT. Even with this support, some training is

essential, if only to reassure teachers that they do already have sufficient knowledge

and that they are not expected to:

a) Be technical geniuses.

b) Use some new and radical methodology.

Teachers need to be clearly aware that they are simply using another tool.

Comparisons to video and audio facilities can be useful. As with audio and video,

there are aspects specific to the tool which must be considered when planning and

managing a class. With computers these considerations might include student

technophobia, gender differences (men often take control of the mouse/keyboard,

and thus direction of the activity, when working with a woman) or computer failure

which means the activity has to be aborted completely (the unique capacity for the

complete failure of an activity using ICT can never be ignored!). As well as

methodological restrictions, ICT brings with it the need to consider the teachers’

attitude to the new technology and its uses. It might be tempting to view the use of

technology in class as an end in itself, with the novelty of surfing the web taking over

from considerations of the impact the activity has on the students’ language ability.
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Similarly, some teachers may shy away from the use of computers, believing that the

amount of planning required to incorporate their use into teaching outweighs any

potential benefit. The aim of the sections below is to redress these views.

One final point about training in the use of ICT in ELT is the opportunity it provides for

cross-training between different members of a teaching staff. In many instances, the

most computer-literate teacher will not necessarily be the most experienced in

teaching. By pairing with a more experienced, but less computer-literate, teacher to

examine possibilities for using ICT in class, both can benefit from sharing their

knowledge.

3.3.2. Training Students

We are considering here ways in which ICT can be used for self-access purposes.

This means that much of the training a teacher has received needs to be passed on

to learners. This is not to say that there will never be a teacher present when a

learner is using ICT for self-access, but in order for the learner to feel confident in

tackling say a CD ROM, they need to know how it works, how they should use it and,

of course, what to do if it should go wrong!

3.4. Why should we use ICT?

Task 4: The Pros and Cons of Using ICT (15 mins)

What do you think the advantages and disadvantages of using ICT are in

English language teaching? (You answered the same Task in Unit 4 Section

1). Have your views changed?

See Appendix 2 (and Unit 4 Section 1, Appendix 13).

4. Ideas for Using ICT

4.1. The Internet

Probably the most exciting form of ICT in terms of its potential, the Internet can be

used for all aspects of language teaching. Reading and listening resources are

provided by the huge number of texts on the Web. Analysing these texts in various

ways allows the teacher to focus on lexis and structures, and the productive skills of

speaking and writing can be built into the lesson by the teacher.

4.1.1. Skills

Reading is the most obvious skill which can be practised on the Net. It is particularly

good for developing skimming and scanning skills in order to filter out unnecessary

information.

e.g. Students look at a site about films. They have to find a film review, and

filter out the irrelevant information such as advertising, interviews with actors

etc.
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Students are sometimes much more tolerant of unknown words if they encounter

them on screen rather than in a book, so this can help with improving reading speed,

especially for examination students or those who lack confidence or are unused to

reading.

There are many different genres of text on the Web – for example, newspaper

articles, book and film reviews, informal letters, interviews, reports etc. As a result,

most of the reading activities which we do in class can be replicated via the Internet,

but with a much wider range of current texts.

e.g. Students read the same news story twice – once in a tabloid news site

and once in a broadsheet news site. They examine the differences in style,

such as phrasal verbs as opposed to Latinate verbs, biases as opposed to

neutral language etc.

e.g. Students read a different book review each. They collect useful language

and study the organisation of the information in each one. Then they compare

with other students to find common patterns of organisation.

There are now many websites which provide listening as well as reading material.

The BBC for example, has live radio as well as pre-recorded daily offerings. (See

Website list under Reading for addresses). Students can listen first and extract key

information and then read the text to confirm what they have heard or analyse for

differences and extra information.

e.g. Students listen to a text from the BBC. They note down the key words

they hear and then read the text to see how many they found.

Audio texts can be exploited in the same way as commercially available materials for

key phonological features. The range of accents to which students can have

exposure far exceeds those in published ELT sources, however.

e.g. Students listen to a text and write down examples of words that are

linked, or that are stressed, or weak forms; whatever the teacher wishes to

focus on.

The productive skills of writing and speaking come into play by the way the teacher

sets up the activity before and after the reading/listening. Using the net alone does

not generate writing and speaking unless the students are given tasks to encourage

these skills. Some examples of how to do this include:

Putting students into pairs to choose and negotiate which sites they want to look

at.

Telling the rest of the class what they have learned whilst reading/listening.

Giving students similar types of texts to study, e.g. horoscopes for their star sign,

and comparing the similarities and differences between them.

Jigsaw information activities. E.g. students plan a trip to Paris. One group

chooses a suitable hotel, one group organises the flight, another finds out what

exhibitions are on and they share the information at the end.

Giving their opinion or reporting back on a text they have read, e.g. a

controversial news article.

Any speaking tasks can then be extended or adapted for writing, just as they would in

the normal classroom.
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e.g. students write a summary of what they have learned, write their own

horoscope, write an itinerary for a trip to Paris or write an essay outlining their

opinion.

4.1.2. Language

Language and structures may need to be ‘fed in’ by the teacher during the lesson.

e.g. If the students are going to read film reviews and choose a film to see,

the teacher could focus on language for suggesting, agreeing and

disagreeing after they have read the reviews and before they talk about them.

The teacher can decide on the best time to introduce the language needed, and this

can be before the students go online.

e.g. Students are going to choose a good restaurant to go for dinner. The

teacher can introduce language to describe the qualities people look for in a

good restaurant, such as value for money, sophisticated ambience etc.

Other language can be extracted from the texts themselves, and studied in more

detail after the reading/listening stage.

e.g. The students can find and look up new words in the dictionary when they

are reading and then teach each other.

e.g. The students can look at the tenses which are used for film reviews, or

which linking phrases are used, and then do an exercise afterwards to

practise this language.

4.1.3. Other considerations

The most successful Internet lessons often have the following features:

a fairly narrow topic range;

e.g. recipes for traditional English/Brazilian food, not food.

a specific task;

e.g. “Find a recipe and tell your partner how to make it”, not “Look at this

interesting site on food”.

a selection of two or three sites marked in the favourites folder.

These dramatically reduce the time used by students surfing aimlessly to find what

they want. Just as you would not normally give students a whole newspaper to read

from in a single lesson, so it is better to limit the amount of information which

students have access to at any one time.

To exploit the Internet fully it needs to be an integrated part of a carefully-structured

lesson, just as a reading or listening text would be. This would normally include some

kind of warmer or introduction to the topic beforehand. The teacher can then build in

interaction and productive skills by creating tasks before, during and after using the

Web and guiding the students carefully through the lesson. An overt focus on

language at some stage during the lesson will enable the students to see what they

are learning.
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4.2. Email

Email is a written medium which falls somewhere between speaking and writing,

containing features of both spoken and written language. The style tends to be more

informal than a ‘real’ letter, and because the medium is relatively new, the rules and

conventions have not yet settled into a fixed form. For example, do you start your

email with, “Dear Mary”, “Mary” or just launch into the main part of the letter? This

ambiguity can be confusing but can also represent an element of freedom of

expression for the student. Some of the most significant features include a very

informal and compressed style, with more use of ellipsis, contracted forms, flexibility

with or omission of punctuation, capitals, lack of formulaic phrases such as I am

writing, yours sincerely, etc. and much greater use of language which is considered

to be predominantly spoken rather than written.

Email in ELT can be used in two main ways – between teachers and students, and

between students.

4.2.1. Teacher - Student

First of all, email between students and the teacher can create an extra channel of

communication which is private and personal. It can take the form of a diary, where

the students write about things that are important to them and then send them to the

teacher, who responds to the content. In this case, the act of writing is an exercise in

fluency, especially good for students who have script problems or do not write much

in their own language.

This line of communication can also help students who are very reticent about

speaking in class. They may use email as an extension to class participation, or they

may find that writing about something first gives them increased confidence to

experiment with language in class. The process of writing is different to the process

of speaking, but as the language gravitates towards spoken English, this can have a

positive effect on their oral ability.

Taking this idea a step further, the teacher can respond to the content and then

correct the language or style of the email. Again, the correction is private and a

corrected email looks less demotivating (no red pen!) than a paper document.

Other possibilities include getting students to mail homework to the teacher, and for

very low levels, asking students to write just one or two sentences, or a simple

postcard message.

4.2.2. Between students

The activities which can be done in class with a group of students are varied.

Basically, the most successful activities mirror the use of email outside the

classroom, and are useful for improving fluency in writing. Students may need some

help with guidelines for writing emails and a useful introduction would be to collect

some emails and give them to students to analyse for language and conventions

(see above). Examples of activities for students within the same class include:

Arranging a night out with the other students in the class.

Sending a gossip mail about what the student did last night.

Sending an email to another student asking about their family/friends/country etc.

If the students are studying English for business purposes, all normal business

correspondence can be replicated and exploited in class. Examples include:
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Sending details of an order to another department.

Arranging a time for a meeting between three or more people.

Responding to a request for information.

Summarising the contents of a long report.

4.3. Internet Relay Chat

If email can be likened to sending notes, then IRC is the electronic equivalent of

holding a phone conversation. Users ‘speak’ to each other via the computer. The

difference is, of course, that they have slightly more time to formulate what they are

going to say, they don’t have to worry about pronunciation, and they have to think

about spelling. These differences can be used by the teacher to help improve the

speaking skills of the students as well as their writing skills.

Why have a conversation through a computer when it is easier to do it face to face?

First of all, the time factor is significant. In real conversation students have to

concentrate on what the speaker is saying, the content of the reply and the language

needed to formulate that reply, all in a very limited period of time. Any undue

hesitation is going to aggravate the listener. This is a difficult task and a common

result is that the student’s fluency or accuracy suffers. With IRC, the ‘listener’ will

tolerate a longer pause, and this allows the student more time to formulate their

reply, which in turn creates the opportunity for the production of a higher level of

language. Examples of activities which can be used to exploit this factor are:

Students interviewing each other about their job/country/childhood.

Students being given a topic to start with (e.g. work) asked to continue the

conversation for as long as possible without drying up.

Students having a ‘telephone’ conversation about a particular topic (e.g. booking

a ticket for a musical).

IRC can be seen as a valuable tool for rehearsal or planning time before students do

a speaking task. As mentioned before, the longer the students have to plan, the

better the performance of the task will be. Any of the above tasks can be done first

on IRC and then repeated ‘live’ in class.

Perhaps a more exciting reason for using IRC is its potential to connect users in

different countries. Using IRC, a student in Barcelona can communicate with a

student in Brazil, thus creating a real need to use English.

e.g. Two teachers arrange a time to connect two similar level classes. Each

class prepares questions about the other country. At the appointed time they

start writing to each other to find the answers to the questions they have

prepared.

This is exciting for students, especially those in monocultural classes, as they learn

something new about another culture. Furthermore, this use of IRC creates a

multilingual virtual student group requiring students to use English as the medium of

communication. As the only way in which the students meet is through their written

‘conversation’ it is possible that the impetus to create a good impression will have a

beneficial effect on the quality of the language they produce.
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IRC can be used to simulate ‘conversation’ in written form. Students have the

opportunity to improve the complexity of their language whilst becoming more fluent

in writing.

4.4. Word Processors

What does a word processor have that pen and paper don’t? The significant

differences are that you can edit, cut, paste, move text around and play with different

ways of saying the same thing with few problems. Tools such as spell check,

grammar check and thesaurus are beneficial for two reasons. Firstly the student can

take risks, make mistakes and draft and redraft as much as they want and still

produce a document which is presentable without the laborious process of writing

and rewriting. Secondly, the checks and thesaurus give the student the opportunity to

learn independently of the teacher.

Activities which exploit the drafting and redrafting element are especially effective

with WPs. Process writing can be done as an ongoing dialogue between the teacher

and the student, with worked stored on a shared drive or a floppy disk.

e.g. the student writes the first draft of a composition. S/he saves it on a disk,

and gives it to the teacher, who reads it and then writes comments and advice

at the end. The teacher gives it back to the student who works on the piece

again, and hands it back to the teacher. This step can be repeated as many

times as necessary.

Other activities make use of cutting, pasting and deleting and adding words to texts.

Some examples include:

Students read a text with no punctuation and add the punctuation.

Students read a jumbled text and put the paragraphs in the correct order.

Students fill in the gaps in a text.

Students read a text with an extra word in each line and delete the extra word.

Students insert missing sentences in a text.

To summarise, WPs can be used for all types of writing activities, with the advantage

that the student can change the text as much as s/he likes without making a mess.

The cutting and pasting tools are useful for accuracy and controlled exercises, either

focusing on grammar, vocabulary, discourse or punctuation.

5. ICT, ELT and the Future

Even as you read, ICT is bringing innovations to the world of the language teacher

and learner. Currently, developments in methodological approaches, as highlighted

above, are providing a means for integrating the use of ICT more effectively into the

range of tools which teachers and learners use with ease. However, this type of

development affects not only teaching and learning, but also the important area of

language testing.

Developments in the area of language testing mean that many organisations now

conduct placement and assessment tests via computer. Software which allows for

adaptive testing, where questions are adjusted to the student’s level as the test

proceeds is now available in many institutions. Within a few years, technology for
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recognising voice and script will bring changes to all forms of language testing,

including the grading of spoken and written work.

Just as technology is having a profound effect on teaching, it is also creating new

opportunities for the training of teachers. New distance courses proliferate and, as

the technology for events such as video conferencing develops, opportunities for

interactive distance training and development become more feasible.

The true impact of this new technology will only be seen in retrospect. However, just

as the language laboratories of the 1960’s did not produce the expected generation

of effective language learners, so we must remember that it is the interaction of the

learner and the teacher with ICT, rather than the technology itself, which will dictate

the changes which this technology will bring to our field.
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Recommended Reading

Gardner, D. & Miller, L. 1999 Establishing Self-Access Cambridge University Press

Sheerin, S. 1989 Self-Access Oxford University Press

Sperling, D. 1999 Dave Sperling’s Internet Guide Longman

This is basically an index of web sites listed under topic – a sort of www

equivalent of the IH Index of ELT Materials.

Sperling, D. 2000 Dave Sperling’s Interconnectivity Book Longman

30 topic based units ranging from hoary old dragons like ‘crime’ to weirdo

things like ‘astrology’. There are a number of worksheets on using The

Internet at the beginning with lots of useful language and www skills.

Activities in units range from analysing/comparing web sites to finding

information and new vocabulary.

Teeler, D. & Gray, P. 2000 How to Use the Internet in ELT Longman

A useful introduction to the possibilities of the www in ELT. Includes an

introduction on what the Internet is plus:

The Internet as a Materials Resource

The Internet as Classroom Tool

Internet Based Activities

The Internet as Coursebook

The book also has an appendix of useful sites. This book was short listed

for the Ben Warren prize and comes recommended by Beth (see Vince for

Beth’s in depth review).

Windeatt, S. Hardisty, D. & Eastment, D. 2000 The Internet Oxford University Press

Another in Alan Maley’s series. Lots of nice lesson ideas divided into:

1. Core Internet Skills

2. Focus on Language

3. Focus on Language Skills

Most lesson ideas are based on the OUP web site and links found at that

web site, although most of the ideas are transferable to other sites. The

book also has an appendix of useful sites.

CD ROMs

The following CD ROMs are designed for use with classes and/or for self-access.

This is not an exclusive list, and in addition there are numerous authentic CD ROMs,

such as Encarta, which can be usefully included in a self-access centre.

The Grammar ROM Longman

The FCE Grammar ROM Longman
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Issues in English Protea Textware

Business Chalnneges Interactive Longman

The Interactive Picture Dictionary Protea Textware

Oxford Learner Dictionaries Oxford University Press

In addition, some coursebook series have started to produce supplementary

materials on CD ROM, for example Reward (Macmillan Heinemann).

Recommended Web Sites

http://www.tefl.net

http://www.bbc.co.uk/worldservice/learnin

genglish/index.shtml

http://news.bbc.co.uk/hi/english/world/lett

er_from_america/default.stm

http://www.ihes.com

http://www.ihes.com/NetWorld

http://www.netlanguages.com

http://titania.cobuild.collins.co.uk/form.ht

ml

http://www.eslcafe.com

A TEFL search engine in the style of

Yahoo.

The BBC’s Learning English site. Good.

Examples of up-to-date materials, well

presented and integrated.

There is much in the BBC’s site useful for

students and teachers. This is an

example of their audio resources.

I

H Barcelona has provided teaching

learning resources on their huge site.

I

H Barcelona’s resouce of teaching

materials related to the Net.

I

nternational House’s ‘virtual’ affiliate

The CobuildDirect Corpus Sampler is a

good example of the convenience of the

Web. Results, including statistics, can be

printed out.

Dave’s ESL Cafe. Probably the most

famous English Teaching site. The

teaching resources can be poor, but still

a useful potential source for ideas.
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Appendices

Appendix 1: Orientating Students to Self-Access Materials

This activity is in the format of a discovering by doing type activity. It would obviously

need to be individually written for the self-access materials available. It provides a

useful basis for orientation, but is quite brief. Additional information which could

usefully be included would be:

Clear guidance as to support systems e.g. Is there a teacher available at all times

to offer advice and guidance? Who should be contacted if machinery goes

wrong?, etc.

More reference materials need to be included, e.g. Where are there dictionaries?

Where are grammar reference books to look up language points?

As well as providing a commentary or answer key, it would be a good idea to

either hand out a summary of the facilities available, and instructions on how to

use them, or to provide this information in the form of a users’ manual. This could

even be a project which advanced students could undertake.

If the self-access facility is quite large, it is probably worth designing separate

questionnaires for different sections. For example, in the self-access centre where I

work, there are computer facilities (The Internet, CD ROMs, and computer

programmes), video facilities, a language laboratory and a library. I would familiarise

learners with one section at a time. An alternative to this would be to have different

students working in different sections and then showing their colleagues what they

have discovered in a peer teaching type information exchange.

Appendix 2: The Pros and Cons of Using ICT

The Internet and CD ROMs

Advantages

One of the greatest advantages of the Internet is the enormous amount of

information which can be accessed both through the Web, and the wide range of CD

ROMs on sale. This variety creates almost limitless possibilities for the teacher and

the students. Teachers can find subjects of interest for the most jaded classes and

students’ individual interests and learning needs can be catered for.

As most of the material on the Web and CD ROMs is not designed for language

learners, it is a very rich source of authentic material which can be exploited in

various ways for the development of all language skills and areas, including

pronunciation. In addition to this wealth of authentic material, there are also sites and

disks designed for students of all levels and their teachers. Teachers can log onto

these sites to update their skills and find ideas for lesson plans and ways of teaching.

(See list of Websites attached).

Another aspect of the Internet which makes it unique in terms of media is that the

materials are updated constantly. Coursebooks, newspaper articles and tapes date

very quickly, but someone somewhere is putting new information on the Net every

second of the day. Students can read the lyrics of the latest pop songs, get up-to-theminute

news bulletins, find out about the newest scientific discoveries or check the
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state of their shares on the stock market, combining general interests with language

learning.

Other ICT Tools

All of the other tools which are included under the ICT umbrella – email, word

processors and IRC are tools rather than resources.

Email is a tool which is widely used in business and for pleasure. People write

messages and send them to each other electronically, rather like an electronic postal

system, although there are differences between the style of email and a normal letter.

This creates new opportunities and challenges for both students and teachers. (See

sub-section 4.2 on Email).

Chat rooms are found on the Internet. A user logs on and then can have

conversations with other people in the chat room about any subject they choose.

IRC, or Internet Relay Chat is a specific chat system which can be set up on

computers to connect a number of users together. The users type in dialogue and

receive replies from others connected in the relay. There are clear differences

between email and chat facilities, both in terms of their immediacy and the language

used. Whilst chat rooms and IRC mimic features of conversation, both in language

and speed of exchange, email permits greater delay and can demand greater levels

of accuracy.

Advantages

First and foremost, in the 21st century it is inevitable that students will need to be

competent users of computer technology. Computers are not going to become

obsolete nor the language of international communication likely to change in the near

future. Most computer books are written in English, much of the information on the

Net is in English (although this may well change) and at the moment, most of the

international business in the world is done in English. Therefore using this technology

in the language school reflects real life and students are often motivated to learn

through this medium.

Secondly, computer technology provides teachers with an extra tool in the tool kit. It

is already taken for granted that teachers have access to cassette players, maybe

video and OHPs, and any extra dimension which can be added, both provides variety

and aids motivation. The visual element to ICT appeals to many learners whilst the

kinaesthetic element to most of the tools (students move a mouse, click on things

and move information around) may aid learning.

Finally, ICT can take the focus off the teacher for a while and give both students and

teachers a break from each other.

Disadvantages

Every silver lining has its cloud. Inevitable though the encroachment of technology

into our daily lives may be, there are many who respond by burying their heads in the

sand or becoming defensive. This can be true of both teachers and students, who

can become demotivated if required to use ICT without proper training. Careful

guidance and training (see sub-section 3.3 on Training) is necessary for these in

order to provide the reassurance that the technology is not as complicated as it may

look.

On the other hand, students who spend hours surfing the Net at home may find it

difficult to identify the learning benefit of using the technology in school time. It is
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important that the aims of lessons which use ICT are transparent to students and that

they are convinced of the benefit of using this medium.

e.g. If the students are reading a text from the Web and looking up new

vocabulary, the teacher can tell students at the beginning that they are

going to focus on vocabulary, and then at the end of the session ask them

what they have learned.

Gremlins in the computers are another problem. It is very embarrassing to set up

students for a complex Internet activity, only to find that the computer has crashed.

Sometimes there is no solution, but forward planning and testing can pre-empt many

difficulties.

(See sub-section 4.1 on The Internet.)

The time required to do this forward planning, organising, orchestrating and

researching is another disadvantage for the teacher. Many teachers are very busy,

and may not be prepared to take on extra work. Furthermore, if the lesson is not set

up carefully, it can become a waste of time, non-interactive, chaotic and

embarrassing for the teacher. (See sub-section 4.1 on The Internet for ideas on how

to avoid this.)

Finally the cost of up-to-date computers, programmes, and software is one that also

needs to be taken into account when thinking about how central ICT is going to be in

the school.
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Portfolio Assignment: Language Systems or Skills

As with PA1, PA3 and PA5, this assignment consists of a Part 1 and Part 2. Part 1

consists of analysis and research findings of the topic you have selected, with discussion

of problems learners frequently encounter and suggested solutions (2,000 – 2,500

words). In Part 2 you devise a lesson plan related to the topic you wrote about in Part 1,

with an accompanying commentary of 500 words. You then teach this lesson, which is

assessed by an accredited DELTA Assessor. You need to write an evaluation of the

strengths and weaknesses of this lesson, concluding with an action plan for your future

professional development (500 words).

For your externally assessed assignment you can choose either Language Systems or

Language Skills – whichever you didn’t do in Unit 6 (PA5). Remember you must have

in your Portfolio two Language Skills and two Language Systems assignments.

If you are going to do a Language Skills Assignment, please refer back to Unit 3 and 6

for guidelines. See below for a sample plan suitable for a Language Systems

Assignment.

Whether you choose Systems or Skills, we strongly recommend that your reasons

should be clearly based on the following:

a) It is an area you feel confident in

b) It is relevant to your learners’ needs and interests at this particular time in their

course

c) You’re interested in extending your knowledge and practical teaching repertoire

in this area

d) It suitably complements the other assignments in your portfolio.

Look at the balance of your portfolio and make sure there is no unnecessary overlap of

skills / systems in the assignments. For example, if you did a listening skills assignment

where you focused on decoding features of connected speech in a ‘bottom-up’

approach, you could not make connected speech the focus of this assignment. Any

duplication like this would be noted by the Moderators at Cambridge ESOL when they

review your complete Portfolio.

Following are guidelines for a Language Systems Assignment (you will not be covering

Grammar as this was done in PA1):

Guideline Instructions

Language Systems: Lexis, Discourse or Phonology

Select from the following topics or contact your Course Tutor if you wish to investigate

something different or are unsure if the scope of your assignment is too narrow or too

wide.

The length is 2,000 – 2,500 words plus optional appendices (these should only include

sample learner materials or other teaching materials used to illustrate your analysis or
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practical teaching solutions). The contents page for this assignment should not be

included in the word count. Please ensure that you do write to the word count i.e. it is not

acceptable to write 1,900 or 2,600 words.

Lexis

understanding and using collocations or lexical phrases

understanding and using multi-word verbs

understanding and using affixation

understanding and using a particular class of words with a particular level of learners

e.g. adjectives, compounds, adverbs

understanding and using countable and uncountable nouns

(a specified number of) sense relations between words (e.g. hyponomy,

antonomy,etc.)

Note that choosing ‘learner-training’ or ‘ways of storing and retrieving lexis’ would not be

a suitable topic as this provides no scope for the language analysis section. Instead

these aspects can be covered under the teaching strategies section of whichever topic

you choose.

Discourse

understanding and using specified aspects of cohesion in texts (grammatical and

lexical)

e.g. understanding and using discourse markers in spoken or written English

focusing on discourse features of a particular text type (genre) either spoken or

written e.g. news articles, academic articles / reports, business presentations,

meetings, telephoning, narratives, ‘survival’ transactional exchanges at low levels etc

(including typical ordering, discourse markers, lexical phrases, grammar, intonation

etc, as relevant)

Phonology

understanding and using specified aspects of intonation

understanding and using features of connected speech

understanding and using rhythm and sentence stress

understanding and using word stress patterns

voice-setting phonology

We would advise against focusing on specific individual sounds only as this could lead to

a very ‘bitty’ lesson possibly disconnected from real language use.

Read the following guidelines in conjunction with the Cambridge ESOL specifications

and criteria for this assignment in the Cambridge DELTA Syllabus and Assessment
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Guidelines (3rd Edition) pages 17 - 21. Numbers and letters in brackets refer to the

criteria

A How to plan your Portfolio Assignment

Template’ plan

Below is a suggested way of organising your assignment, together with approximate

word limits for each section.

Cover page – including a clear title (e.g. Language Systems: Lexis: Helping

Intermediate Learners with Affixation) a list of contents (headings with page numbers

and appendices of sample materials) (2a, b)

NB This is not included in the word count



A Introduction – reason for selection of topic area (2a, b)

(A = 100 words)



B Analysis*

For this section exactly what you include depends on the systems area and focus you

have chosen.

Some or all of the following will be relevant:

i) grammatical form

ii) phonological form

iii) meaning

(3a, b, c)

(B = 700-800 words)



C Range of Problems – for learners in your teaching context and other types/levels of

learners, supported by examples of learner language and reference to published

sources (where relevant)

(3d)

(C = 700 words)


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D Strategies for teachers – an introductory rationale for the choice of activities /

approaches / materials; a brief procedure for each, supported by examples of the

language point under discussion, clearly stating the type(s) / level(s) each activity is

aimed at and your own assessment of the value of each one. This section should be

overtly linked to the problems outlined in the previous section (4a, b, c, d)

(D = 800 words)



E Conclusion – what you’ve learnt from having researched for the assignment (4a, d)

(E = 100 - 150 words)



Word Count; Bibliography (1e, f)

*E.g.

1) for an assignment on lexis:affixiation, you need to include i), ii) and iii).

2) for an assignment on a particular word class you need to include i), specifically

morphology and syntax and iii) meaning. However, you are less likely to focus on

phonology unless you have chose a class which has strong and weak forms.

3) for an assignment on collocation you need to include i) namely how fixed collocations

are and the different grammatical elements which can form collocations. You will not

need to discuss meaning or phonology as there is no generalisable point to be made.

Remember, this is not the only way to set out your writing; you may prefer to discuss

learner problems as you discuss the analysis of form, meaning and pronunciation. It

must be clear to the reader, though, that you have a clear awareness of the topic area

per se as well as particular problems posed for different types of learners and learners in

general. Alternatively, you may prefer to conflate the learner problems and practical

classroom activities sections, by discussing specific areas of difficulty and then providing

solutions for these difficulties. See also Unit 1 Section 4. There should be roughly equal

weighting of words between your analysis, problems and solutions (1 a, b, f).
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When you give the External assessor your background assignment and lesson plan, you

should include the Centre instructions, i.e. the Distance DELTA guideline instructions for

the Assignment you are doing. Do not include the following pages which contain general

advice on procedures and preparation for the External Assignment:

B The conduct of the External Assessment

Below is some useful advice that we strongly recommend you follow as you prepare

for your externally assessed lesson. These suggestions have been made by DELTA

Course Tutors, Assessors and also summarise points made in Cambridge ESOL

Reports.

Draft assignment

We strongly recomme nd that you submit a draft plus a list of a maximum of 6

questions relating to this assignment to your Course Tutor. We are aware that by this

stage of the course, you are feeling tired and under a lot of pressure, but planning ahead

and allowing enough time to write and submit a draft and having sufficient time to make

changes to this draft before your externally assessed lesson will really help you to

perform to your best abilities.

Please note that Cambridge stipulates that ‘The assignment should be an example of

the candidate’s unaided work. This does not exclude discussion of an outline with

questions from the candidate, but tutors should limit their comments to general guidance

and should not comment on or mark completed drafts of background assignments or

give detailed advice on final lesson plans’. So be aware that the feedback you receive on

this assignment will be much less detailed than the comments your Course Tutors made

on PA3 and 5.

One - two weeks before the lesson

Be super-organised about the planning and checking of your externally assessed

lesson – don’t leave anything until the actual day or the day before even. Make sure

you have allowed yourself enough time to go back a day or so after you’ve finished

writing the background assignment, plan and the materials in order to proofread,

check that everything is in the proper order and that you haven’t forgotten to include

any materials etc. This needs to be done slowly and quietly, rather than at the last

minute. If you wish and it is possible, ask a colleague to read through your writing; a

fresh pair of eyes may spot something you’ve missed.

Include a cover page at the beginning of the file you give to the assessor with your

name, candidate number, centre name (the Distance DELTA) and centre number

(10239), the focus of the assignment: (e.g. Language Systems: Lexis or Language

Skills: Speaking) and the title of the assignment (e.g. Collocation or Improving

Learners’ Ability to Speak at Length)

Include a contents page with relevant page numbers for each of the documents

included. Make sure all your materials are attached, including copies from published

sources (with the source and publisher credited).
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Include a copy of the Distance DELTA guideline instructions for the assignment at

the back of the file. These can be printed out from the CD Rom or from the website.

If your lesson involves worksheets with exercises for students to complete, check

them by completing one as if you were a student. Is the layout and spacing helpful?

Are the instructions clear? Are there any ‘typos’? Have you unwittingly left out a

word/question/sentence?

You may wish to give another colleague one of your activities to do if you are worried

about your instructions/timing/how to set it up etc. You may indeed ask a colleague

to try it out with another class, or do so yourself.

Include completed answers of all your worksheets/carded activities/OHT exercises

etc as appendices in the pack you give to the assessor. This is a very useful way of

showing him/her that you have fully prepared your activities and have predicted likely

outcomes, researched the language point sufficiently and hopefully prevented

unnecessary confusions.

It may be that in this lesson you need to have either the minimum of five students or

that this is the lesson where you need to have at least ten students. Give yourself

one less thing to worry about, and enlist the help of your institute. What you don’t

want is to have to make new arrangements with the assessor (or another) because

you didn’t get the minimum numbers. How you tackle this depends on you, your

teaching situation and your individual learners, but here are two possibilities. You

may decide to tell your students it is imperative they attend class on the day of your

assessed lesson, saying it is you who are being assessed not them. Alternatively,

you may feel this will put them into a blind panic and you may therefore prefer not to

potentially frighten them off. If you feel there is a danger of not getting the minimum

number, perhaps you could see if there are students in another class of the same

level who could be used as emergency stand-by.

Before the lesson

Make sure there is someone in your institute to meet the assessor, i.e. your Local

Tutor or a Receptionist.

If the assessor is to observe the last 50 minutes of a 90 minute lesson, you may not

have the chance to see him/her before the start of the assessed part of the lesson. It

is therefore a good idea to ask your Local Tutor to let the assessor know before the

day when the assessed part of the lesson will start. Your assessor should arrive 30

minutes or more before you begin teaching the assessed lesson/part of the

lesson, so make sure if you can’t see him/her, that you leave all relevant

documentation with the person who will meet them.

Centres should provide a suitable place for the assessor to sit and read before the

assessment without interruption.

Assessors should be introduced to each candidate before the assessment begins.
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If either a candidate or an assessor fails to arrive, this should be notified to the

Cambridge ESOL Exceptions Unit (+44 (0) 1223 5533535) immediately so that

alternative arrangements can be made.

In the case of the non-arrival of a candidate, a cancellation payment reflecting the

costs incurred will be charged.

Any delay in arrival of the assessor should be noted on form DELTA/6 and sent to

ESOL Exceptions Unit, particularly if this did not allow time for the background

assignment to be read before the lesson began.

During the lesson

If fewer than five students are present in the class at the scheduled starting time, the

start can be delayed for up to fifteen minutes. If at that time there are fewer than five

students, the assessment of the lesson should not normally take place and the

assessor should leave.

The assessor should sit at the back of the class so that the lesson is not disturbed in

any way. S/he will usually ask you where you would like her/him to sit so have a

chair prepared. It is not generally a good idea to have her/him sitting in the class or in

the front, as this can be off-putting for the learners.

No one else should be present in the class except for yourself, the students and the

assessor (unless prior arrangement has been made). If the lesson is being used for

assessor induction, the candidate will have been asked in advance to give

permission for a second assessor to be present.

Assessors should not be invited to take part in the lesson but may move around the

class at times if appropriate. For example, they may want to see what is happening

in group work or look at students’ writing.

If the lesson exceeds the maximum time of sixty minutes, the assessor should note

this and leave after a further fifteen minutes.

Cambridge ESOL reserves the right to send an inspector to any assessment without

notice.

Procedure after the lesson

The assessor may exchange generalities with you but should not give any indication

whatsoever of the results either to you or the Centre. Please do not ask the assessor

how the lesson went or try to explain anything. Your opportunity to evaluate the

lesson comes when you write up your post lesson evaluation and action plan.

You should reflect on the lesson and complete the post lesson evaluation and action

plan for the assignment and put a hard copy of this at the beginning of your

coursework Portfolio. You do not put a copy of the background assignment and

lesson plan in the Portfolio as the assessor will send this to Cambridge with their
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report. If you have already sent your Portfolio to London, then you need to email your

post lesson evaluation to the admin address and we will put it in your Portfolio.

You may also comment on the conduct of the external assessment in writing on form

DELTA/6 if you have any adverse comments to make. This must be countersigned

by your tutor and sent to ESOL EU immediately after the assessment.

Finally, remember that the Assessor is looking for reasons to pass your lesson, so try

and relax, think about your learners and enjoy the lesson!
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Exam Thread: Revision Programme and Advice

Summary

This month you will be doing your second timed mock exam and sending it to us for

comment. You also need to set yourself a revision timetable in preparation for the

proper exam and in section 1.2 we will be giving you some guidance on this. At the

same time, by now you will have been working on the three seminars on each

question in the exam either through self access work or with your Local Tutor and

you should feel well equipped to tackle the exam itself.

Objectives

By the end of this section you should:

Have decided on revision strategies and a timetable for revising.

Revised exam tips from Unit 5

Have completed a second mock exam.

As a result of Tutor feedback, have a clear idea of areas you personally need to

focus on.
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Contents

1. Mock Exam and Exam Strategies

2. Revision
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1. Mock Exam and Exam Strategies

Download the exam or ask someone else to do it for you so that it is genuinely

unseen. Make sure you have somewhere quiet and set yourself a strict time limit of

three and a half hours to do the mock exam.

Before you tackle the exam, take the time to review your Course Tutor's comments

on your previous mock.

TASK 1: Identifying Successful Exam Strategies (10 mins)

1. Read through Appendix 1 reproduced from Unit 5 and tick any advice you think

works for you and then add any other tips.

2. Share these with your colleagues on the Discussion Forum

2. Revision

In terms of revision, obviously you know what is most effective for you as an

individual. Following are some suggestions, some of which you might like to try. Tick

any that you think would be useful.

1. Look through all the Exam Threads in the units to remind yourself of the key

issues you need to remember.

2. Go through the material and advice from the Local Tutor Seminars

3. Read through all your exam answers and Course Tutor comments see if there

are any threads / comments which keep emerging. Plan a strategy for

overcoming any recurrent problems.

4. Work on any language areas you lack confidence in. Note items which are likely

contenders in the exam : compounds, lexical relationships, cohesive devices,

articles, modals, perfect and continuous aspect, narrative tenses, futures,

conditionals, passives, phrasal verbs, adverbs. Any grammar book will be useful

but particularly helpful books are:

Carter, R., Hughes, R. & McCarthy, M. 2000 Exploring Grammar in Context

Cambridge University Press

Parrot, M. 2000 Grammar for English Language Teachers Cambridge

University Press

Swan, M. 1995 Practical English Usage (2nd edition) Oxford University Press

Thornbury, S. 1997 About Language Cambridge University Press*

Yule, G. 1998 Explaining English Grammar Oxford University Press

*If you only manage to work with one, this is the most useful in that its tasks

reflect the format of DELTA exam tasks.

Re-read Unit 5 on the Verb Phrase, Unit 7 on the Noun Phrase, as well as

Section 3 in Unit 8.
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5. Question One

Look at some samples of learner’s written work (perhaps photocopy some from

colleagues’ exam classes if you haven’t got much yourself) and mentally run

through the assessment categories and decide what 2 or 3 features you would

work on and why. Make yourself do this under pressure, say 10 or 15 minutes.

Practise accessing a number of practical ideas quickly. For example, think “article

use: the use of zero article for generalisations and the use of ‘the’ for anaphoric

referencing”. Try to come up with 6 ideas: 3 for awareness raising and 3 for

production and run these through in your head (or write them down).

6. Question Two

Practise picking up a piece of authentic material and running through some

questions, e.g. What features here are typical of this type of text? What is the

form and use of this language item (modal / verb form / determiner, etc.) here?

What aspects of cohesion can I see here? You could do this travelling to work. It

will get you used to working quickly and under pressure on this type of task.

Practise looking at a piece of material, mentally outlining a group of learners and

then designing a lesson with them in mind, based on the text. Again this can be

done in any spare 15 minutes you have.

Go right back to the Orientation Course / Unit 1 and revise the writing of concept

questions and how to draw clear time-lines. Make sure you feel confident about

producing a time-line to show continuous and perfect aspect in the past, present

and future and consciously practise concept checking grammar and lexis in the

lessons preceding your exam.

Modality often comes up, so make sure you are really clear on how to analyse

form and use here. Cohesive devices are another favourite so make sure you

remember about referencing (3 types?), ellipsis, substitution and lexical cohesion.

7. Question Three

As you plan your lessons, make yourself look critically at the course book

material you are using. Run through the underlying assumptions and take the

time to look in the Teacher’s Book and see if your analysis matches the stated

beliefs of the writers.Make sure you have a range of ideas for helping learners

with more global issues in writing skills, such as paragraphing, punctuation,

helping learners proof-read their work, improving appropriacy of content or of

style, extending range.

Revise phonological aspects as well as grammar and lexis. Question 3 can focus

on any of these. Question 2 may often focus on lexis, e.g. compounds,

adjectives, phrasal verbs, etc. so look back at Units 6 and 4 here. Look also at a

selection of your favourite books on lexis and phonology for practical teaching

ideas.

8. Most importantly, make sure you get a really good night’s sleep before the exam

so that you feel fresh and able to handle three and a half hour’s writing.

And finally, to reassure you

The markers for the DELTA exam are instructed to mark positively, i.e. they are

looking for reasons to pass you. They are sitting there poised to tick every relevant

point you make, every pertinent example, and every plausible teaching idea. Your
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part is to make sure you give them plenty to tick! You should feel very well prepared

by now and we are confident that you have enough training and practice to acquit

yourself successfully in the exam.

Good Luck from the Distance DELTA team!
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Appendix 1

Some Tips/Exam Techniques (reproduced from Unit 5 Section 5.3)

Three and a half hours is a long time but it still doesn't seem to be long enough for

many people to write as much as they need/want to and as a result sometimes

people spend too much time on Question One Task 1 at the expense of others.

Then by the time they get to Q2 T3 they suddenly panic as there is only an hour left

and leave this one out. Don't!! Remember Q2T3 is crucial as it shows your practical

ability.

So, rather than using the full reading half hour to read, try spending 5 minutes

skimming Questions Two and Three very quickly, noticing any LA tasks which you

think look quick and easy and any which are more difficult. Then get straight into

answering Question One. You can probably allow yourself more than one hour on

this question (one and a quarter?), but please don't spend too long on Task 1. It's not

worth it! Just aim for a competent answer. You can cover Task 2 quickly and then

put more effort into Task 3.

If there's a truly horrendous LA task in Question Two, don't tackle it immediately. Do

the easier of the two LA tasks first and then do Question 3 to give yourself some

confidence and then go back and have a go at the difficult one. Remember you will

be in good company, as most candidates worldwide will find the task challenging.

In Question 3 make sure that if Task 2 asks you about underlying

assumptions/principles, you try and give at least six (four is all that are needed, but

add some extra just in case). If you're pushed for time there's no need to give more.

In Task 3, if it asks you to evaluate, aim for about six separate points and make sure

each one is explicitly linked to the profile of the group or context outlined at the start.

If you are seriously in trouble over timing, say you only have 20 minutes to do both

tasks, it is better to do one properly than two partially.

Never do half a question. E.g. if there is a part (i) and a part (ii), don’t just do part (i)

as it will automatically fail if the second part has not been attempted.

However, aim to answer all the tasks in the paper.
Unit 8 Summary and Feedback

Report on the Resources and Materials Assignment and the Mock Exam

Julie, Roger, Brigid, Sunny and Rachel marked your work last month and this

report covers PA6 (the Resources and Materials assignment), PA7 draft and

the Mock Exam.

You can find the Cambridge Exam Report on June 2004, including some

sample answers, on the website under Documents. In addition, several of you

produced very strong answers to the mock exam with some distinctions, so

those of you who had problems may like to put up specific questions on the

forums so that you can get some advice from your colleagues on how to do so

well.

Resources and Materials Assignment (PA6)

In general, most of you did this well.

Strengths:

Many people produced sound lesson plans with suitably detailed procedure

and logical planning. You chose an interesting range of resources and

included nice ideas on how to exploit them. Better assignments were those

which really focused on the resource in the lesson and highlighted the

relevance of the resource/materials to your particular group in your

commentary.

The good news from the Local Tutor reports is that most of you now enjoy

very good rapport with your learners and are employing effective classroom

management techniques. Your post lesson evaluations were generally

realistic and showed how you would achieve your action points.

Weaknesses:

Overall there was a need to show a greater level of language awareness:

anticipated problems were sometimes very light on linguistic problems and

solutions and quite a few lesson plans did not provide sufficient detail in

language focus stages in terms of how you would deal with meaning, drilling,

form, etc.

Aims at times needed to be written in greater detail and to be more focussed.

In addition, problems needed to be related more directly to solutions. In the

post lesson evaluations, some of you needed to reflect more on how

weaknesses in the lesson were the result of problems in the planning stages

and to provide solution of how to improve this in the future.

PA7 Drafts

The CTs felt that there was a very broad range in the standard of your drafts

for this assignment. Stronger ones showed real understanding of what is

required in a PA of this type and there was very clear progress from the PAs

you had produced earlier in the course.

Weaker ones were rather disappointing in that some of you still seem to have

problems with keeping focussed in your Part 1 and in the wording of your

aims in Part two.

Overall, though, the staging of your lessons was appropriate and you were

definitely on the right lines with your planning in general.

The Mock Exam

General feedback on answers

Well done: the feedback from Course Tutors was that your answers were

generally successful. They were pleased to see you were mostly aware of

how to approach each question and analysis and ideas in many cases were

good.

Advice from Course Tutors:

Some of you still need to work on exam technique are concerned and this

could make a big difference to your ‘safety margin’ quickly:

Read the instructions very carefully. Ask yourself ‘What does the

question require me to do - evaluate, give principles/assumptions/show

how to use the extract…..? This seemed a problem in fail tasks; you

described how to use the text or extract or described what it was, but

actually the question did not ask you to do this. You seemed to be

answering the question you expected rather than dealing with what was

there on the page. Remember to underline key items in the rubric and

answer the question, the whole question and nothing but the

question. It’s time well spent! The only case where you might provide

more is if ask you are asked for a specific number of examples in

Questions 2 or 3. If you do more than minimum number of examples

required by the question you will give yourself some leeway in case one or

two of your examples are inaccurate.

Keep to the time limit for questions; go back if necessary, but don't spend

extra time initially. Many of you are spending too much time on

Question 1, Task 1 to the detriment of later questions, particularly all the

Task 3s. The Task 3s are very important indications of your practical

experience as a teacher. Particularly if you skimp on Q2,T3 and Q1,T3, or

even worse, leave them out, this creates a very poor impression and can

be a cause for failure. Examiners tend to be slightly more forgiving with

your very last attempted task because they realise time is running out. It is

an extremely high risk strategy, however, not to attempt all the questions

and we strongly advise against this.

If, however, you find yourself with two tasks to complete at the end of the

exam and you only have 15 minutes left, it is advisable to do one properly

rather than two poorly. However, please do not go into the exam with this

as a preconceived strategy. Aim to do all the tasks.

Specific Feedback

Question 1

The first question was generally answered well – good to see this. In Q1T1

some of you need to prioritise more (rather than a ‘cover all’ approach)

and refer more to level. Many of you are organising this well now,

although some people need to make better use of subheadings, clear and

accessible layout and are still muddling or missing categories (for

example, Style/ genre). If this was the case with you, go back to the

Threads and learn the categories off by heart. Ensure you include

sufficient information and examples about accuracy / range of grammar

and lexis; some of you spent too long on task achievement / effect on the

reader at the expense of these categories. Stronger answers began or

ended each category with a summarising 'overall' comment. Indeed, it is

the sense of an overview and quality of comments can lead to a distinction

answer on this task, rather than an absolutely exhaustive list of examples.

For minor points you only need one or two examples, for major areas,

more. So, try to avoid being too long winded in your answer.

Question 2

Q1T2 This was variable; stronger answers kept the individual learner in

mind and gave several clear justifications. Many of you chose useful

areas; If you are unsure of what is an 'area', a tip is to look carefully at

your answer to Task 1 to see what you have prioritised and where you

have found a significant number of examples. It’s usually inadvisable to

choose two grammar areas unless this is all that is wrong with a text.

Unfortunately, some people gave very wishy-washy justifications, or

none at all. This was disappointing especially in the light of the very clear

advice given in the Thread and in Seminar 1. There is still too much, ‘I’d

focus on this because this is a problem,’ which is a circular argument and

will not be accepted. Re -read the Thread and your Seminar 1 notes. As a

tip, you can usually refer to current or future needs for exam purposes,

transference to other skills and real-life writing purposes.

Q1T3 This was well-answered on the whole. Better answers here had

clear two or more awareness-raising and production ideas which were

clearly described and closely focussed on this learner’s problems with

this text/text-type.

Quite a few of you are still being too general or vague here, though, so

make sure you describe activities in sufficient detail for the reader to

understand what you mean the students to do. Some people selected

activities unsuitable to the learner’s level or not referring back to the

original task.

Don’t forget to organise your ideas under headings: awareness-raising

and production.

Several of you did not even attempt this question due to time problems.

This is a very dangerous thing to do, so please work on not spending too

long on Q1T1.

Q2T1 This section was rather disappointing in view of the fact that the

language area was such a basic one. Some of you went into very lengthy,

unnecessary explanations - aim for clear, simple explanations with

necessary terminology and good, solid reasons for teaching the items.

Some of you need to really work on this area in the lead up to the exam.

Having a look at the examples in the June 2004 report in the documents

section should be a good start to see what exactly the examiners expect.

Q2T2: Some better answers here with appropriate choices, good

justifications for these choices and sensible analysis of the potential

problems. Some of you also used phonetics, which was a good idea and

impressive. Weaker candidates did not read the rubric carefully enough

(eg using lexis that was not connected with time. Beware of trying to find

problems with meaning, form and pron for all the examples, rather than

focussing on the major issue for each example.

Q2T3 This was generally well done by all of you. We saw a number of

good lesson outlines here, with lots of variety of focus and which were

clearly related to the specified group. Most of you are now giving a clear

and convincing profile, although a number are still omitting a clear focus

on needs, particularly with reference to the material Remember you must

show how you would help the learners process the text for meaning (i.e.

checking comprehension) before any work on specific language or related

skills work. Some ideas were very general and could have applied to any

text, so please make sure that you focus on this the text given and its

genre.

If you had difficulties with the language focus stage, then please make

sure you revise from the Seminars/Threads. It tends to be one of the

weakest ones for DELTA candidates, so you need to give it more

attention, particularly in terms of the language focus stage and the type of

detail needed in the plan.

Question 3

Q3T1 This was generally well answered again. You found the form part

fairly easy on the whole and did this reasonably well, but some of you

missed out the ‘attitude’ part in the meaning in section b. Make sure you

answer all aspects of the rubric.

Q3T2 There was a mixture in the level of answers here. The best answers

gave specific assumptions which were related to the text and contained

reasons behind these assumptions. Beware of simply listing principles of a

particular approach.

For those of you who were less successful, remember that when you are

asked about the assumptions about learning, don’t give assumptions

about the learners’ knowledge of language (as in a lesson plan). You

need to be talking about underlying beliefs and referring to the

methodology, so drills coming from behaviourist beliefs/theory and being

deemed valuable because… and guided discovery coming from a belief

that learners learn better when they have to expend cognitive effort

because…., etc. (Note the inclusion of because….. this shows you

haven’t simply learnt a list off parrot-fashion).

Q3T3 Those of you who managed to stay within the recommended timings

in the exam, generally did this question well. Many of you successfully

made a clear distinction between strengths AND weaknesses of the

material for the context. However, some of you need to organise your

answer better and start with writing a brief description of the context,

including the students’ needs, which you should then explicitly refer

back to each time you make a point.

In some cases the task was poorly answered because people did not

follow the instructions. You are asked only to evaluate, i.e. say what is

positive and what is negative about the material in relation to the

specified learners and not to describe how you’d use the material.

Several of you did very well on this mock, so well done. Others ended up with

4/9 or just 5/9 tasks passed and in your case we are confident that, with more

practice and focused study of exam technique and language analysis, you

should easily be able to pass the real exam. We are really pleased with your

progress on the exam component and you should have enough time for

revision.

If any of you have not been able to go through the three Local Tutor Seminars

(one on each question of the exam), please ask your LT to download these so

that you can work on them alone (they are also intended for self-study) or

contact Frances/ Rachel by email.

To Sum Up

Can we impress upon you the importance of re-reading especially the

information in the Local Tutors’ Seminar Packs? This is the most up-to-date

advice on how to pass the exam and if you go through them, in conjunction

with the exam Threads, the end of Unit Summary and Feedback Reports and

the comments from your Course Tutors on your own answers, you will be the

most well-prepared candidates in the whole DELTA scheme!

Get a good night’s sleep before the exam and don’t forget to take your

registration slip, a form of identification and your extended assignment to the

exam itself.

All the very best with your revision,

Rachel, Brigid, Roger, Sunny and Julie.

9.05.05
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