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Whe is this  How so Trach Gramear has been written for teachers of English who are
book for?  curious or confused or unconvinced about the teaching of grammar. They
may be in training, relazively new to the job, or very experienced.

What is this  Grammar teaching has always been one of the most controversial and least

bhook about?  understood aspects of language teaching. Few teachers remain indifferent to
grammar and many teachers become obsessed by it. This book attemprs o
shed light on the issues, but it Is essentially a book about practice, about hew,
and the bulk of the boak explores a range of grammar teaching options.

Chapter 1 contains a brief overview of what grammar s, and Chapter 2
addresses the pros and cons of grammar instruction,

The sample lessons that comprise the rest of the book have been chosen
both to represent a range of teaching approaches, and alse as vehicles for
the teaching of a representative selection of grammar irems ~ the sort of itere
that any current coursebook series will include. Each sample lesson is followed
by a discussion of the rationale underpinning it, and an evaluation of it
according to criteria that are established in Chapter 2. It is important to bear
in mind that each lesson description is simply that: a description. The lessons
are not meant to represent an ideal way of teaching grammar: there are as
many different ways of teaching grammar as there are teachers teaching it, and
it is not the purpose of this book to promote any one particular method or
approach over another. Rarher, the purpose 15 to trigger cycles of classroom
experimentation and reflection, taking Into account the features of every
individual teaching situation. As the Rule of Appropriacy (see Chapter 10)
puts it: Interpret any suggestions according to the level, needs, interests,
expectations and learning styles of your students. This may mean giving a lot
of prominence to grammar, Of it may mean never actuslly teaching grammar
~ in an up-froat way ~ at all,

The Task File at the back of the book comprises a number of tasks relevant
to each chapter. They can be used as a basss for discussion in 2 training
context, or for individual reflectdon and review, A Key is provided for those
rasks that expect specific answers.
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Grammar and meaning

Fwo kin&s of meaning

Grammar and function

Spoken grammar and written grammar

Gramrnat syllabuses \;

& & ® ¢ & & @

Grammar rutes

Toxts, IHere is an example of inguage in use:

sentences, This Is 2680239. We are not at home right now. Please leave a message after
words, sounds the beep.

You will recognise it 2¢ an answerphane message. That is the kind of text it
is. It consises of three sentences, which themselves consist of words, and the
words (when spoken) consist of sounds, Al lunguage in use can be analysed
at each of these four levels: toxt, sentence, word and sound. These are the §
forms that language takes. The study of grammar consists, in part, of
fooking 2t the way these forms are amanged and patterned.

For example, if you change the order of the sentences you no longer have
a well-formed answerphone message:

Please leave a message after the beep. This is 2680239, We are niot at home
right now.

Likewise, the order of words in each sentence is fairly fixed:
Beap after a leave the please message,

The samne applies to the order of sounds in a word: %
peeb

Grammar is partly the study of what forms (or structures) are possible ina
language. Traditionally, grammar has been concerned almost exclusvely
with analysis at the level of the sentence. Thus a grammar ts 2 deseription
of the rules that govern how a language's sentences are formed. Grammar
attempts to explain why the following sentences are acceptable:

We are not at home right now,
Right now we are not at home,

but why this one is non

www.ircambridge.com
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Not we at right home now are.
Nor this one:
We is not at home right now,

The system of rules that cover the order of words in a sentence jg called
syntax. Syntax rules disallow:

Not we at right home now are.
"The system of rules that cover the formation of words is called morphology.
Morphology rules disallow:

We is not at home right now.
Grammar is conventionally seen as the study of the syntax and morphology
of seatences. Put another way, it is the study of linguistic chains and slots.
That is, it is the study both of the way words are chained together in a

particular order, and also of what kinds of words ean slot into any one link
in the chain. These two kinds of relation can be shown diagrammatically:

i 2 3 4 5

! We are not ar home.

! They are ar work.

| Dad is n hospital.
1 am in bed,

Notice that the order of elements on the horizontal axis is fairly fixed. The
effect of switching the first two columns has 4 major effect on meaning: it
turns the sentence into a question: Are we ner af home? Ity Dad in bed?
Switching columns two and three, or four and five, is simply not possible.
Similarly, it should be clear that the elements in the first column share a
noun-like funciion, those in the second column A1 the verb slot and those
in the fourth column are prepositions. Again, it is not pessible to take slot-
filling elements and make chains of them. He are nat af bome work bed does
not work as an English sentence.

It is the capacity to recognise the constraints on how sentence elements
are chiuned and on how sentence slots are filled that makes a good amateur
grammarian, For example, different languages have different constraints an
the way chains are ordered and slots are filled. Many second language
learner errors result from overgeneralising rules from their own language.
So, in:

I want that your agency return me the money.
the learner has selected the wrong kind of chain to follow the verb wanz,
While in

| have chosen to describe Stephen Hawking, a noterious scientific of our

century,

the chain is all right, but the words chosen to fill certain slots don't fir.
Netoripus hias the wrong shade of meaning, while .rrimfiﬁc is an adjective
wrongly inserted into a noun slat.

www.ircambridge.com
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From a learner's perspective, the ability both to recognise and to produce
well-formed sentences is an essential part of learning a second language. But
there are 4 number of problems. First, as we shall see, there is a gre%&t deal
of debate as to how this ability is best developed. Second, it is not entirely
clear what ‘well-formed’ really means, when g lot of naturally occurring
speech seems to violate serict grammatical rules. For cxample, in many
English-speaking contexts He ain’t ar home would be preferred to We are nor
at home yet only the latter has made it into the grammar books.

Third, an exclusive focus on sentences, rather than on texts or on words,
rigks under-equipping the learner for real language use. There is more to
tanguage learning than the ability to produce well-formed sentences. Texts
and words also have grammar, in the sense that there are rules governing
how both texts and wards are organised, but it is not always clear where
sentence grammar ends and either werd grammar or text grammar begins.
But, since most language teaching coursebooks and grammars are sl
firmly grounded in the sentence grammar tradition, for the purposes of this
hook we will assume grarpmar to mean grammar at the level of the sentence,

Grammar and  In the last section the point was made that ‘grammar is partly the study of
meaning  what forms are possible’. Bue that does net exphin why the following
sounds odd:

This is 2680239, We are at home right now, Please leave a message after the
beep.

The sentence 1% are at bome vight now is possible. That s, it is
grammatically well-formed. But it deesn’t make sense in this context. The
form the speaker has chosen doesn’t convey the exact meaning the speaker
requires. We now need to consider another feature of grammar, and that s,
its meaning-making potential.

Grarmar communicates meanings — meanings of a very precise kind,
Vocabulary, of course, also communicates meanings. Take this example: a
ticket Inspector on 4 train says:

Tickets!

Here there is little or no grammar — in the sense of either morphology or
syntax. The meaning 13 conveyed simply at the lexical, or word level, rickess.
Siruadonal factors — such as the passengers expecration that the inspector
will want to check thelr tickets —~ mean that the language doesn't have to
work very hard 1 make the meaning clear, The langnage of early childhood
is Like this: it is essentially individual words strung together, but because it
is centred in the here-and-now, it is generally not difficult o interpret;

Carry!

Al gone milkt

Mummy book.

Where daddy?

www.ircambridge.com
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Adult language, too, is often pared down, operating on a lexical level (ie,
without naud} gramroag):

A Coffee?

8 Please.

Al Milk?

B Just a drop.

We can formulate a rule of thumb: the more context, the less grammar,
Tickets! 15 0 good example of this. But magine a sitvation when a person
(Milly} is phoning another person (Molly) to ask a third person {(Mandy) to
forward some pre-hooked airline tickets. In this case, Tickers! would be
inadequate, Instead, we would expect something like:

Can you ask Mandy to send me the tickets that 1 booked last week?

This 15 where grammar comes in. Grammar is @ process for making a
speakers or writer’s meaning clear when contextual information is lacking,
Baby talk is fine, up to a peint, but there soon comes a time when we want
to express meanings for which simple words are not enough. To do this we
employ rules of syntax and rules of morphology and map these on to the
meaning-carrying words, so that Mumony bosk, for example, becomes
{according to the meaning the child wants to convey):

That's Mumimy's hook,
o
Mumrmy's got a hook.
ar:
Mumimy, glve me the book.

Language learners have to make do with a pctzod of baby-iike talk and
reliance on contextual clues, untif they have encugh grammar to express and
anderstand a greater variety of meanings. Depending on their vocabulary
knowledge and their resourcefulness, they can often cope surprisingly well,
However, they will evenraally come up against problems like this:

MATIVE $PEAKER! How long are you here for?

LEARMER! I am here since twa weeks.

MATIVE SPEAKER: No, | mean, how long are you staying?
LEARNER! | am staying since two weeks.

Learners need to learn not only what forms are possible, but what particular
forms will express thetr particular meanings. Seen from this perspective
grammar i 2 tool for making meaning. The implication for langjuage
reachers is that the learner’s attention needs to be focused not anly on the
forms of the language, but on the meanings these forms convey,

www.irdambridge.com
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But what meanings do these granumatical forms convey? There are at least
two kinds of meaning and these reflect the two main purposes of language.
The tirst is to represent the world as we experience it, and the second is to
influeace how things happen in the world, specifically in our relations with
other people. These purposes are called, respectively, language’s
representational and Its interpersonal functions.

In its representational role language reflects the way we percetve the
world, For example, things happen in the world, and these events or
processes are conveved by (or encoded in) verbs:

The sun sef.
Many of these cvents and processes are initiated by people or things, which
are typically encoded in nouns, and which in wurn form the subject of the
verb:

The children are playing.
And these events and processes often have an effect on other things, also
nouns: the thing or person affected Is often the object of the verb:

The dog chased the cat.
These events rake place in particular circumstances — in some time o7 some
place or in some way ~ and these chrcumstances are typically encoded in
adverbials:

The children are playing in the garden.
The sumn sets &t seven-thirly.
The dog chased the cat playfuliy.

Time can also be conveyed by the use of tense:
The chifdren were playing in the garden.
The sun set at seven-thirty.

Finally, events and processes can be seen in their entirety:
The sun set.

Or they can be seen as having stages, ss unfolding i time:
The sun was setting.

The difference between these last two examples is a difference of aspect.
Tense and aspect can combine o form a wide range of meanings that, in
English at least, are considered important

The sun is setting.

The sun has set.

The sun has been setting.
The sun had set.

ete,

The second main role of language — its interpersonal role ~ & nopieally
g things done.

reflected in the way we use grammar 1o case the task of getting
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Grammar and
function

www.ircambridge.com

There is a difference, for example, between:

Tckets!

Yickets, please,

Can you show rne your tickets?

May | see your tickets?

Would you mind if | had a look at your tickets?

Please 15 one way ~ 2 lexical way ~ {or softening the force of a command. A
similar effect cap be achieved by using modal verbs such as con, may and
might, Modality, then, Is a grammatical means by which interpersonal
meaning can be conveyed,

These gramsmatical categories — subjects, objects, verbs, adverbials, tense,
aspect and modality ~ are just some of the ways in which grammar Is used
to (ine-tune the meanings we wish to express, and for which words on their
own are barely adequarte. It follows that in learning a new language learners
need to see how the forms of the language match the range of meanings ~
both representational and interpersonal ~ thar they need to express and
understand,

So far, we have ralled about meaning as it the meaning of a sentence was
simply a case of unpacking its words and its grammar, But look at this
exchange (from the film Cluefess} between a father and the young man who
has come to take his daughter out:

FATHER: Do you drink?
YOUNG MAN: N, thanks, I'm cool,
FATHERS 'm not offering, 1'm asking IF you drink. Do you think Fd

offer alcohol to teenage drivers taking my daughter out?

Why did the young man misunderstand the father’s question, misconstruing
a request for information as an offer? Was it the words he didn't understand?
Qr the grammar? Or both? Clearly not. What he misunderstood was the
father’s intended meaning. He misunderstond the function of the question.

There is more than one meaning to the question Do you drink? There is
the Hreral meaning — something like Are you a drinker of alcofof? And there
1s the meaning that the question can have in certain contexts — that of an
offer of a drink. When we process language we are not only trying to make
sense of the words and the grammar; we are also tryving to infer the speaker’s
{or writer's) intention, of, to put it another way, the function of what they
are saying or wIiting,

In the mid-seventies the relatien bevween grammar and funcrion became
an important issue for teachers. Writers of language teaching materials
attempted to move the emphasis away from the learning of grammarical
structures independent of their use, and on to learning how to function in a
language, how to communicate. It would be useful, it was argued, to match
forms with their functions,

Certain form-function matches are fairly easily identifiable. For example,
the form ff-’c-zz/r/v_;'ou Jike o 20s pypically used ro funcrion as an invitation or
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offer. The form If endy [ badn't .. commonly initiates the expression of 3
regret, Less clear cut is the way that the function of wersing, for example,
is expressed, as the following examples demonstrate:

You'd better not do that.
Pwouldn't do that, if | were you.
Mind you don't do that,

if you do that, you'l be in trouble.
Do that and you'll be in trouble.

This shows that ene functeon can be expressed by several different forms, In
the same way, one form can express a variety of funcuions, For example, the
form ., awrif .. can express 4 wide range of functions:

If you do that, you'll be in trouble. (warning)

If you lia down, you'll feel better. (advice}

i it rains, we'll take a taxi. {plan}

If you pass your driving test, Pl buy you a car. {promise}
ete.

Despite this lack of a one-to-one match between form and function,
matersals writers have felt it vseful to organise at least some grammatical
structuges under funcrional labels, such as Inwiting, Making plans, Requesting
things, Making romparisons etc.

There are conventional ways of doixw; things with language, such as
making requests. But this still doesn't help solve the problem of knowing
when Do you drinkf means Would }'01/ tike w drink? or something else. In the
end, in order te successfully match form and function it is necessary to be
able to read clues from the context to understand the speaker’s meaning.
Teaching grammar out of context s likely to lead o similar
misunderstandings as in the example from Clueless, 2 point that will be taken
up i Chapter 5.

Spoken A Great sausages, these, aren't they?
grammar and & Yes. The ingredients are guaranteed free of additives and artificial
colauring.
ar Had io laugh, though, The bloke that makes them, he was telling me,
he doesn't eat them himself, Want a ciggie?
a:  No, thanks. Patrons are requested to refrain from smoking while other
guesis are dining ..

written
grammar

It should be obvious that there Is a clash of two styles of English hererwhile
speaker As ralk seems ro dmph} anguage features appropriate to casual
conversation among fTiends, speaker BL. contsihutions are more typical of
formal wristen language. Thus, speaker As vocabulary choices are
characteristic of spuch e.g. great, bloke, a ciggie, while s pmker B's are more
commonly found in Wutmg grafefid, ng:m/m’ refrain. These differences
extend to grammar, too, Speaker A omits words ([7] bad 2o Lugh), uses

www.ircambridge.com 7
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question tags (wren? they?), and has sentences with two subjects: The dlode
that makes thenm, he ... These are commmon features of speken grammar,

Speaker B, on the other hand, uses more syntactically complex
constructions such as passive structures {The ngredients are guaranteed ...,
Patrons are regueested ) and subordinate clavses . while otber guests are
diziingy. These ave features associated more with written gmmm(u

Untl recendy, the grammar pruentuﬂ o learners of English has been

based entrely on written granumar. This accounts for the often stilved style
of many tr aditional coursebook dialogues. It is only recently that spoken
grannmar hus begn closely studied and that arguments have been advanced
in favour of teaching It One problem with his shift of focus 1s that spoken
English often has strong regional aed idiomatic featuses. These may be
difficult for the learner to understand, and also inappropriate for use in the
kinds of contexts in which many learners will be operating. Most learners of
English as a foreign language will be using Fnglish to communicate with
ather non-native spuaf«.cru For the purposes of murual incelligibility the best
model of English for this type of learner may be a kind of neutral English
without nmzkcd regional or cultural features, or without z strong bias to
either the spoken or written mode.

Grammmar  For most practising teachers the decision as to what to teach, and in what

syllabuses  order, has largely been made for them by their coursebook. Even if not
working from a coursebook, most teachers are expected to work to 2
programune of some sort, the most common form of which is a list of
gramumar items. it might pay to be fumiliar with the principles on which
stech syllabuses are based,

A syllabus 15 1o tesching what an itinerary is to package tourdsm. Tt s a
pre-planned, itemised, aceount of the route: it tells the teacher (and the
students, if they have access 1o 1) what 1s to be covered and in what order,
Tt is informed by two sets of decisions:

+ selection ~ that s, what 1s to be included?
+ grading — that is, in whar order are the sclected ttems to be dealt with?

The criteria for selecting which items to put in a syllabus are essentially twor

« usefulness
* frequency

Note that it is not always the case that the most frequenty oceurring lrems
are the most useful, The ten most frequent words in English are the, of) and,
¢, @, i, thaty 1df and wgs. Together they constitute nearly one-fifth of all
Englsh texe. Bur you would ‘bc hard-pressed to make a seatence our of
them, let alone have a conversation, And, while lexical frequency is relatively
easy to caleulate, working out the frequeney of grammatical structures is
more difficulr, As computer daribases become more sophisticated,
{frequency information is likely to improve. Meanmwhile, syllabus designers
still tend to operate by hunch,

Finally, questions of usefulness will be dependent on the specific needs of

WWW.irc%mbridge.com



1« What is grammar?

the learner, For example, if a group of learners need English mainly in ogder
to write in English they will need to wttend to features of written grammar
such as passives, subordination, and reported speech ete. If, on the other
hand, they mainly nced to be able to speak, those features will be less useful,
Nevertheless, it is fair to hypothesise 3 core grammax that will be useful 1o
all tearners, whatever their needs.
Here, for example, is a checklist of items {in alphabetical order) that are
shared by four current beginners’ courses:

articles: alan, the

adjectives: comparatives and superlatives
be: present and past

canfean't; ability

canf can't, yequests

going fo: future

have gor: possession

fike + noun

like + ~ing

past simple

pussessive adjectives {my, your, onr etc)) ;
prepositions of place and time

present continuous

present simple

should {advice)

wontd (offers)

wilf {future} :

Criteria for grading the syllabus — that is, for putting the selected items in
order ~ include:

* complexity
= learpability
v reachability

An item is complex if it has a number of elements: the more elements, the
more complex it is. For example, a strucrurs such as the present perfect
continuous {She has been reading) is more complex than the present
continuous {She is reading}, while the furure perfect continuous is more
complex still (She will bawe been reading}. Logic suggests that the less
complex structures should be tzught before the more tomplex ones.

Tn terms of the number of aperations involved, question forms in English
can be relatively simple. Take for example, this transformation:

Chris is English ~ js Chris English?

The vperation here Is a simple one: to form the question simply invert the
subject {Chris) and the verb (is). However, to form the question for Chris
speaks English o further operation is required before subject-verb inversion
can take place:

www.ircambridge.com
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Chris spaaks £nglish — Chris [does] speak English
Chris [does] speak English — Does Chris speak English?

Taking a purely mechanical view of language, it would again seem logical 1o
teach simple, one-step operations before more complex ones,

The learonbilicy of an irem was tradivionally measured by its complexity:
the more sin‘;p‘ie, the more learnable. However, traditional notions of
learnability have been called Into question recently, in the ;zgﬂhr of research
into what is called the nataral oxder of Lng,uAgc acquisition. While this
research is stll far from conclusive, it scems that all learners acquire
grammatical iter a fairly predictable order, and this happens irrespective
of either their mother tengue or the order in which they are actually taught
these strucrares. Most students will go through z stage of saying 17 golng for
example, before they graduate 1o 27 going, even though they may have 2
similar structure in their mother tongue. Similarly, fearners tend to pick up
irregular past forms (went, savw, bought ete)} before regular ones {(worked,
froed, siar rui’(u 3, while the third puso"i -5 ending {(she swims, Bd werks) 15
picked up later sull, The quurmn 15, should these 'matural order’ findings
nffect the design of grammar syllabuses?

First of all, we need to make a distinction berween what Jearners are
exposed 1o {inputd and what they are expected to produce (mltpuf.) The
mtumi order’ research provides evidence of the order of output only. Even
ifwe accept that the aecurate production of grammatical stractures seems to
follow a pre- dLT”iH ined route, this does not mean that learners should be
exposed to only ¢ structures and in only that order. Evidence suggests
shat classroom learners need w varied diet of language input. It may be that
the findings of the natural order research have less 1o do with syllabus design
than with reacher artirude. These tmdmf suggest that, since some grammar
itemns take longer w learn than others, t(::u.hcrs need not insist on tmmedilate
ACCUTACY,

A third factor that might influence the selection and ()idt’lillﬂ: of items
on a4 grammatical .a_\,lm‘]s is an item's teachability. The fact that it is easy
o demonstrate t meaning of the present continuous (£ amr walling, she
riting ete.) ks meant that it is often meluded carly I beginers” sylla-
buses, despite the fict that 1t has a relatively low frequency of occurrence
compared, sw. 1o the present simple (7 wald, she wrifes), The rules
for thc use of articles (o, tA¢) on the other hand, are difficult either o
deseribe or to demonstrate. So, despire being RITONg the most frequently
used wards in the language, their formal presentation 1s usually delayed uniil
a relatively advanced level,

Finally, it s worth pointing out that not all syHabuses are, or have beern,
designed on a grammatical basis. With the advent of the communicative
-1970s there was a reaction sway from purely form-
] =\'il;1hn$.e.<, that were organised according to categories of
mple, functional syl fabuses, as we e SCLn, Were
s communicative purposes for which language 15 used,
¢ eI
us include tasks (ro design a video
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game and describe it 0 write'n poem and read i aloud e topres (the
home, wavel, the environment, news etc.) and genres (office memos,
informal letters, business presentations, easual conversation ete). Many
courses nowadays attempt to accommodate the multi-layered nature of
fanguage by adopting muld-layered svllabuses. That is, they specify not only
the grammar areas to be taught, but include fonctional and topieal areas as
well.

Grammar vules  In the Longwman Artive Study Dictionary ‘rule’ is defined as:

= a principle or order which guides behaviour, says how things are 10 be
done cte, or
= the usual way that something happens.

With regard to grammay, the first type of rule &s often called a prescriptive
rule and the second a deseriptive rule. For many people, grammar instrue-
tion is traditionally assoctated with the teaching of the first type of rules
- that is, prescriptions as to what should be said (ar written):

Dio not use different to and never use different than. Always use different
from,

Never use the passive when you can use the attive,
Use shail for the first person and will for second and third persons.

Second and foreign language teaching, on the other hand, is primasily
concerned with descriptive rules, that 1s, with generalisations abour what
speakers of the language actually de suy rather than with what they shoudd
do. Thus:

You do not normally use e with proper nouns referring to people.
(from The COBUILLY Students Graviar of English)

We use waed fowith (he Wnfinitive Cwsed 70 dofwsed 1o smrohe erel) vo say that
something regularky happened in the past but ne lenger happens,

(from Englich Grammar tn Use by Raymond Murphy)

Until recently maost so-called descriptive rules were based on hunches and
inruitions. There s much greater authority in descriptions of language since
the advent of large compurer databases of narurally oceurring language,
known as corpora. The following rule, for example, represents the
traditional wisdom with regard to e and aupe
1 As a genesal rule, use seme In affinmative sentences, use any in questions
and neganive starements.
{from Englrsh Structire Pracgiee by Gordun Drommond}
Statistieal evidence provided by corporn has indicated that this rule
oversimplifics the issuc and that the following qualificarion needs to be
miade:
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2 Any can mean ‘it doesn’t matter whicl’, With this meaning, any is
commoen in affirmative sentences.
{from How Lnglish Works by Michael Swan and Catherine Walter)

This brings us o a further distinction that needs to be made with regard to
deseriprive rales. Compare, for example, rile 1 with the following:

3 The primary difference between some and any .. is that some is specific,
though unspecified, while any is nonspecific. That is, seme implies an
amount or number that is known to the speaker. This difference tends to
correlate with the difference between positive and negative contexts,
{from A Comprebensive Grammar of the English Language by Quirk et al.)

Rule 3 may be the truth, the whole truth, and nothing but the truth, but
most learners of English {and many reachers) would find such conceprs as
specifie, nanspectfic, and wnspectfied difficult o untangie. Rule 1, on the other
hand, makes up in simplicity for what it lacks in truth. It is accessible o
learners and, as a rule of thumb, it will probably serve quite well until such
time us the learner is ready to tackle a more truthful rule, such as rule 2. We
need, therefore, to define a third caregory of rule: pedagogic rules ~ rules
that make sense to learners while at the same time providing them with the
means and confidence to generate language with a reasonable chance of
success. Inevitably, such confidence is often achieved at the expense of the
full picture. Teachers must, in the end, cater for the learner’s needs rather
than those of the grammariag,

With regard to pedagogic rules, a further distinction may be made
between rules of form and rules of use. The following ¢ a rule of form

Te form the past simple of regular verbs, add -ed to the infinitive
(from A Practical English Grammar by Thomson and Martinet)

This, on the other hand, is 2 rule of use:

The simple past tense is used to indicate past actions or states.
{from English Stracture Practice by Gordon Drummond)

Rules of form are geoerally casier to formulate and are less controversial
than rules of use, It is relatively easy to explain exceptions, such as carried,
lfoved, stapped to the above rule of form for the past sunple and to consiruct
faurly waterdghe sub-rules that will hendle them. But the following
exceptions to the rule of use are less easily accommodated into a general rule
about the past simple:

How did you say you speft your name?
| was wondering if you had any detective novels,
15 time thay went 1o bed.

Rules of use, being heavily dependent on contextual factors, are seldom
captured in terms that are black or white. The slippery nature of rules of use
can by o cause of frustration for both learners and teachers alike, and 15 one
argument that supports the teaching of language through examples {see
Chapter 4) ar by means of contexts (see Chapter 5,

.12 .
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1+ What is grammar?

In this chapter we have detined grammar as:

+ a description of the rules for forming sentences, including an
account of the meanings that these forms convey

and said that:

« grammar adds meanings that are not easily inferable from the
immediate context,

The kinds of meanings realised by grammar are principally:

» representationai - that is, grammar enables us to use language to
describe the world in terms of how, when and where things
happen, and

+ interpersonal — that is, grammar facilitates the way we interact with
other people whaen, for axamale, we need to get things done using
language.

With regard {0 the relationship between formn and meaning, we hava

seen that:

+ there is no one-to-one match between grammaticat form and
communicative function, and that

» contextual information plays a key role in our interpretation of
what a speaker means,

We have also seen that
o while traditional grammar is based on the written form of the
language, spoken language has its own distinctive grammar.

From the teaching point of view, we have looked at:

s ways that grammar can be organised into a teaching syllabus
according 1o such criteria as complexity, learnability, and
teachability

e ways that grammar rules can be formulated, according to whether
they are prescriptive, descriptive or pedagoegic, and whether they
focus on form or on use.

Wa have locked briefly at what grammar is, what it does, and how it
can be organised and described. We now need to address the role of
grammar in language learning. By discussing grammar syllabuses we
have implied that grammar has a role, perhaps a central one, in
teaching. But what justification is there for such a view?

In the next chapter we explore the arguments for and against the
teaching of grammar,
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?n 1622 2 certain Joseph Webbe, schaolmaster and textbook wilter, wrote:
Mo mwan can tun apwdzl} 0 the mark of language that is shackled ... with
granumar precepts, Me mainsined that grammar could be picked up
through 5impiy communicating: By exercise of reading, writing, and
speaking .. all things belonging to Grammar, will withour Iabour, and
whether we will or no, thrust themselves upon us.”

Webbe was one of the earlicst educators to question the value of grammay
instruction, but certamly not the last. In fact, no other issue has so
precccupied theorists and practitioners as the grammar debate, and the
history of language teaching is essencially the history of the claims and
counterclaims for and against the teaching of grammar. Differences in
attitude to the role of grammar underpin differences between methods,
between teachers, and between learners. It is @ subject that everyone
involved in language teaching and learning has an opinion on. And these
opinions are often strongly and uncompromisingly stated. Here, for
example, are a number of recent statements on the subject:

“There is no doubit that @ knowledge — imphicit or expliciy — of
grammatical rules is essential for the mastery of a language.

(Penny U, a teacher trainer, and author of Grammar Practice Activities)
“The effects of grammar teaching ... appear to be peripheral and fragile)
(Stephen Krashen, an influental, if controversial, applied linguist)

‘A sound knowledge of grammar is essential if pupils are going o use
English creatively’

{Tom Hutchinson, 2 coursehook wrirer)

‘Granumar is not very important: The majority of languages have a very
complex grammar, English has litdle grammar and consequently it s
not very important to understand it

(From the publicity of a London language school)
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‘Grammar is not the hasis of language acquisition, and the balance of
linguistic research clearly invalidates any view to the contrary.
{(Michael Lewis, a popular writer on teaching methods)

Since so hittle is known (still'} about how hngmgeq are acquired, this book
will ty to avold wking an entrenched pesition an the issue, R\th{‘r, by
sifting the arguments for and against, it is hopcd that readers will be in a
better position to make up their own minds. Let’s {irst look at the case for
grammar,

The case for  There are many arguments for putting grammar in the foreground in second
yarg I & &
grammar  anguage teaching. Here are seven of them:

The sentence-machine argument

Part of the process of language learning must be what is sometimes called :
item-learning — that is the memorisation of individual items such as words !
and phrases. However, there is a limit to the number of items a person can \
both retain and retrieve. Even travellers’ phrase books have limited

usefulness ~ good for a three-week heliday, but there comes a point where

we need to learn some patterns or rules to enable us to generate new

sentences. That is to say, grammar. Grammar, after all, is a description of

the regularities in & i"mgqu&g:‘e and knowledge of these mgul;muts provides o
the learner with the means to generate a potentially enormaous number of i
original sentences. The number of possible new sentences is constrained %

only by the vocabulary at the learner's command and his or her creativity,

Grammar s a kind of ‘sentence-making machine’. Ir follows that the -
teaching of grammar offers the learner the means for potentially Tumitless _
linguistic creativity.

The fine-tuning argument

As we saw in Chaprer 1, the purpose of grammar seems to be to allow for
greater subtlety of meaning than a merely lexical system can cater for. While
it is possible to get a lot of communicstive mileage out of simply stringing
words and phrases together, there comes a point where Me Tarzan, you
Jane™-type language fails wo deliver, both in terms of intelligihility and in
terms of approprincy, This Is particulaely the case for written Lmsﬁu.‘sgt
which generally needs to be more explicit than spoken language. For
example, the following errors are likely to confuse the reader:

Last Monday night [ was boring in my house,
After speaking a fot time with him | thought that him attracted me.
We took a wrong plane and when | saw it was very later because the plane
took up.
Five years ago | would want te go to india but in that time anybody of my
friends didn't want to go.
The teaching of grammar, it is argued. serves as 3 correetive against the kind
of ambiguity represented in these examples.

. . 15
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The fossilisation avgument

1t is possible for highly motivated learners with a particular aptimade for
languages to achieve amazing levels of proficiency without any formal study.
But more eften ‘pick 1t up as you go along learners reach a language
phateaw beyond which it is very difficult to progress. To put it techmeally,
their linguistic competence fossilises. Research suggests that learners who
recelve no instruction seem to be at risk of fossilising sooner than those
who do recelve Instruction, Of course, this doesn’t necessarily mean taking
formal lessons ~ the gramumar study can be self-directed, as in this case
{from Christopher Isherwood’s autobiographical novel Christopher and bis

Kind):

Humphrey said suddenly, You speak German so well — tell me, why don't
you ever use the subjunctive meod? Christopher had to admit that he
didn't know how to, In the days when he had studied German, he had
left the subjunctive to be dealt with later, since it wasn't absolutely
essential and he was in a hurry, By this time he could hop through the
language without its aid, like an agile man with only one leg. But now
Christopher set himself to master the subjunctive. Very soon, he had
done so. Proud of this accomplishment, he began showing off whenever
he talked: had it not been for him, T should never have asked myself what
Twould do if they were to ... etg, ete.” Humphrey was much amused.

The advance-organiser argument

Grammar struction might also have a delayed effect. The researcher
Richard Schmidt kept a diary of his experience learning Portuguese in
Brazil. Initiaily he had enrolled in formal language classes where there was
a heavy emphasis on grammar, When he subsequently left these classes to
eravel in Brazil his Porruguese made good progress, a fact he attributed to
the use he was making of it. However, as he interacted naturally with
Braziltans he was aware that certain features of the talk — cerrain
gramumatical items — seemed to cateh his attention. He noticed them. Tt so
happened that these items were also items he had studied in his classes.
What's more, being more noticeable, these items seemed to stick. Schimidt
concluded that noticing s a prerequisite for acguisition. The grammar
teaching he had received previously, while insufficient in itself to turn him
inta a fluent Portuguese speaker, had primed him to notice whar might
otherwise have gone unnoticed, and hence had indirectly influenced his
learning. It had acted as a kind of advance organiser for his later acquisition
of the language.

The diserete item argument

Language - any language - seen from ‘outside’, can seem to be & gigantie,
shapeless tass, presenting an insuperable challenge tor the learner, Because
grammar consists of an apparently finize set of rules, it can help to reduce
the apparent enormity of the language learning task for both teachers and
students. By ddyving language up and organising it into neat categorics
(sometimes ealled diserete irems), grammarians make language digestible.

www.igcambridge.com



2 » Why teach grammar?

A discrete item is any unit of the grammar system that is sufficiently
narrowly defined to form the focus of 1 lesson or an exercise: e. g. the prese nt
continuous, the definite article, possessive pronouns, Verds, on the other hand,
or sentences are not categories that are sufficiendy diserete for reaching ;
purposes, since they allow for further sub-categories. Each discrete irem can 4
be isolated from the language that normally envelops it. Tt can then be i
slotted into a syllabus of other discrete items, and targeted for individual
attention and testing. Other ways of packaging language for teaching
purposes are less easily organised into a syllabus. For example, communi-
cative functions, such as asking favours, making VEgHESES, expressing regrety,
and text type categories, such as narrarives, insiructions, phome conversations,
are often thought to be too large and unruly for the purpeses of lesson
design.

The rule-of-law argument

It follows from the discrete-item argument that, since grammar is 2 system
of learnable rules, it lends itself to a view of teaching and learning known as :
transmnigsion. A transmission view sces the role of education as the wansfer .
of a body of knowledge (typically in the form of facts and rules) from those

that have the knowledge to those that do not. Such a view is typically
assoctated with the kind of institutionalised learning where rules, order, and
discipline are highly valued. The need for rules, order and discipline is
particularly acute in farge classes of unruly and unmotivated teenagers — 4
sicuation that many teachers of English are confronted with daily. In this

sort of situation grammar offers the teacher  structured system that can be
taught and tested in methodical steps. The alternative — allowing learners :
simply to experience the language through communication — may simply be

out of the question,

The learner expectations argument (1}

Regardless of the thearetmi and ideological arguments for or against _
grammar teaching, many learners come to hnguagc classes with hml\, Fsed i
expectations as to what they will do there. These expectations may derive '
from previcus classroom experience of language learning. They may ako
derive from experience of classrooms in general where {traditionally, at least)
teaching is of the transmission kind mentioned above. On the other hand,
their expectations that teaching will be grammar-focused may stem from
frustration experienced at trying to pick up a second language in o non-
classroom setting, such as through self-study, or through immersion in the
rarget language culture. Such students may have enrolled in langunge classes
specifically to ensure that the learning experience s made more efficient and
systematic. The teacher who ignores this expecration by encouraging )
learners simply to experience language is likely to frustrate and alienate E
them, '
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The case  Just as arguments have been marshalled m favour of grammar teaching,
against  likewise several cases have been made against it. Here are the main ones:

Brammar The knowledge-how argument

1 know what is involved in riding a bike: keeping your balance, pedalling,
steering by means of the handlebars and so on. This does not mean to say
that T know how to ride a bike. The same analogy applies to language
learning. 1t can be viewed as o body of knowledge — such as vocabulary
and grammat. Or it can be viewed as a skall {or 2 complex set of skills). If
vou take the language-is-skill point of view, then it follows that, like bike
riding, you learn it by doing i, not by studying it. Learning-by-doing is
what Is called L}.peuemud learning. Much of the bad press associated with
intellectual approaches o language learning — rluoug,h the learning of
copious grammar rules, for example — stems from the failure on the part
of the learner to translate rules into skills. It is a failure that accounts for this
observation by Jerome K, Jerome, writing in Three Men on the Bummel about
a typical English schoolboy’s French:

He may be able to tell the time, or make a few guarded observations
concerning the weather, No doubt he could repeat a goodly number of
irregular verbs by heart ... [But] when the proud parent takes his son to
Dieppe merely to discover that the lad does not know enough to call a
caly, he abuses not the system but the innocent victim.

Proponents of the 'knowledge-how’ view might argue that what the boy
needed was not so much grammar as classroom experience that simulated
the kind of conditions in which he would eventually use his French.

The communication argmment

There s mote 10 knowing a language than koowing its grammar. 1t 15 one
thing to know that Do you drink? 1s a present simple question. It is another
thing to know that it can function as an offer. This simple observation is at
the heart of what is now called the Communicative Approach, or
Communicative Language Teaching (CLT). From the 1970s on, theorists
have been arguing that grammatical knowledge (linguistic comperence} is
merely one component of what they call communicative competence.
Communicative competence involves knowing how to use the grammar and
vocabulary of the language o achieve communicative goals, and knowing
how to do this 1n a secially appropriate way.

Two schoels of thought emerged @5 to the best means of achieving the
objectives of this communicative approach. Both schools placed a high
premium on putting the language to communicative use, But they differed
a5 to when you should do this, The first — or shallow-end approach ~ might
be summed up a3 the view that you learn a bmguoage in order to use it. That
is: learn the rules and then apply them in life-like communication. The
more radical line, however, Is that you use a language in order w Jearn it,
P roponents of this decp -end apy rroach take an c\peﬂcmml view of learning:

. ¥l fewen to communicate by communicating. They argue thar, by means of
activities that engage the learner in life-like cormmunication, the grammar
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will e acquired virtually uncomumlsi) Studving the roles of grammar is
simply a waste of valuable time.

The acquisition argument

The fact that we all lewrned our first Janguage without being tught
grammar rules has not escaped theorists. If it works for the first, why
shouldn't it work for the second? This s an argument that has been around
at least since Joseph Webbe's day {see page 14). It received a new mmpetus in
the 1970s through the work of the applied linguist Stephen Krashen,
Krashen makes the distinction between learning, on the one hand, and
acquisition, on the other. Learning, according to Krashen, results from
formal instruction, typically In grammar, and is of limited use for real
communication. Acquisition, however, s 3 natural process: it s the process
by which the first language is picked up, and by which other languages aze
picked up solely through contact with speakers of those languages.
Acquisition occurs (according 1o Krashen) when the learner is exposed to
the right input in a stress-free environment so that insaze learning capacitics
are wriggered. Success In a second language Is due to acquisition, not
learning, he argues, Morcover, he claims chat learnt knowledge can never
become acquired knowledge.

Krashen's theory had an important influence on language teaching
practices, especially with teachers whe were disenchanted with the ‘drill-
and-repeat’ rype methodology that prevailed in the 1950s and 1960s,
Rejection of the formal study of grammar is central to Krashen's WNatural
Approach’. .

The natral order argument

Krashen's scquisition/learning hypothesls drew heavily on studies tha
suggest there is 2 natural order of acquisition of grammadeal items,
irrespective of the order in which they are mught (see page 103 This view
derives partly from the work of the linguist Noam Chomsky. Chomsky
argues that humans are ‘hard-wired' to learn languages: that is, there are
wniversal principles of grammar that we are boin with. The idea of an innate
universal grammar helps explain similaritics in the developmenrat order in
first language acquisition as well as in second language acquisition. It
explains why English children, Thal teenagers and Saudi adults all go
through a I ao fike fish stage before progressing 1o [ don't ke fish. Tt also
suggests that attempts to subvert the natural order by sticking rigidly ro s
eraditional grammar syllabus and insisting on imimediate accuracy are
foredoomed. In short, the patural order argument insists that a texthonk
BFUMmMmAr 1s nnel, not can ever become, a mental grammar.

The lexical chunks argument

We have already neoted the facr that hn;uagg learning seems 1o involve an
element of irtem-learning. Yoeabulary learning is 'ugd\ iteni- Ic.mmtg S0
to0 is the retention of whole phrases, idioms, social formulae erc.in the form
of what are sometimes mﬂcd chunks of hinguage. Chunks are Jarger ii‘u\”
words but often less than sentences. Flere are some common eamples
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excuse me?

so far so good
what on earth?
have a nice day
be that as it may
if you ask me
not on your life
here you are

Acquiring chunks of language not only saves the learner planning time in
the cut-and-thrust of real interaction, but seems to play 2 role in language
development too, Tt has been argued that many of the expressions that
voung children pick up, like alt-gone, or gimme (as in gimme the ball), are
learned as chunks and only later unpacked into their component parts,
Once unpacked, new combinations, such as grve hor the bafl start to emerge.
It has been urgued thar this process of analysing previously stored chunks
plays an important role in (st language acquisition.

How much of second language acquisition involves item-learning uas
opposed to rule-learning s still an open question. Nevertheless, in recent
vears there has been a growing recognition of the imporance of word- and
chunk-learning, such that some writers have proposed a Jexical appreach o
teaching, in contast o the traditional emphasis on sentence grammar
Among other things, a lexical approach promotes the learning of frequently
used and fairly formulaic expressions (Have you ever been ... £ Wenld you lite
a ... #) rather than the study of rather abstract grammarical categories such
as the present perfeet or conditionals.

The learner expectations argument (2)

While many learners come to language classes in the expecration that at
least some of the time they will be studying the grammar of the language,
there are muny others who may already have had years of gramumar study
at schonl and are urgendy in need of a chance to put this knowledge to
work, Questionnaires of adult students in general English courses almost
invartably identify ‘conversation’ as a high priority, and these statements
(from Looking at Language Classrooms, Cambridge University Press) by a
range of EFL students studying in Britain are typical:

‘In Germany there's more homework, grammar exercises, and things like
that, Here, 1 think vou've got more chance to speak and therefore learn
the language.

Bometimes, speaking and things like that help 1 lot, because if vou don't
speak English, and just do writing exescises, it's no good.”

‘1 like having conversations because, yes, grammar s impoertant, but it's
not much fun .

The dearner expectation argument euts both ways: some learners demand
granymar, others just wans to talk It's the teacher's Job to respond sensizively
to these expectations, to provide a balance where possible, and cven 1o
T\C:J\(J[liliif a C()E'I':p['l‘)lﬂl,‘;(‘.
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Before attempting to bring the grammar debate up to date, and ro draw
some conclusions from recent research evidence, it may pay to briefly skerch
in the way attitudes to grammay teaching have influenced the ebb and flow
of different teaching methods.

In the last century the architects of language teaching methods have been
preoccupied with two basic design decisions concerning grammar;

= Should the method adhere to 4 grammar syllabus?
* Should the rules of grammar be made explicic?

The various ways they answered these questions help distinguish the
different metheds from each other. What follows is 2 potted history of
methods in the light of their approach to these issues.

Grammar-Translation, a5 its name suggests, took grammar as the starting
point for instruction. Grammmar- Tmmhnon courses followed a grammar
syllabus and lessons typically began with an explicit statement of the rule,
followed by cxercises involving translation into and out of the mother
wngue.

The Direct Method, which emerged in the mid- o late-nineteenth century,
‘hqﬂengcd the way that Grammar-Translation focused exclusively on the
written fanguage. By claiming to be a ‘natural’ method, the Direct Method
pnmmscd oral skills, and, while following a syllabus {3"[ EIATUVIAT Structures,
rejected explicit grammar teaching. The learners, it was supposed, picked up
the grammar in much the same way as children pick up the grammar of
their mother tongue, simply by being immersed in language,

Audiclingualism, a largely North American invention, stayed faichhul o
the Direct Method belief in the primacy of speech, but was even more strict
in its rejection of grammar teaching. Andiolingualism derived its theoretical
base from behaviourist psychology, which considered language s simply a
form of behaviour, to be learned through the formatien of correct habits.
Habir formation was a process in which the application of rules played no
part. The Audiolingual syllabus consisted of a graded list of sentence
patterns, which, although not necessarily labelled as such, were grammarical
in origin. These parterns formed the basis of pattern-practice deills, the
distinguishing feature of Audiolingual chssroom practice.
Noam Chomsly's claim, in the late 1950s, that language ability is not
habiruated behaviour but an innate human capacity, prompred a reassess-
ment of drill-and-repeat type teaching practices, The view that we are
equipped at birth for language scquisition led, a8 we saw on page 19, w
Krashens belief that formal instruction was unnecessary. His Natural
Approach does away with both a grammar syllabus and explicit rule-giving.
Instead, learners are exposed to large doses of'camprchcnsiblc input. [nnate
processes convert this input inte output, in dme. Like the Direce Methad,
the Natural Approach attempts to replicats the conditions of first language
acquisttion. Grammar, accerding 1o this scenario, 18 irrefevant,
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The development, in the 1970s, of Communicative Language Teaching
{(CLT) was motivated by developments in the new science of socio-
Bnguistics, and the belief that communicative competence consists of more
than simply the knowiedge of the rules of grammar (see above, page 18).
Nevertheless, CLT, in its shallow-end version at least, did not reject gram-
mar teaching out of hand. In fact, grammar was still the main component
of the svllabus of CLT courses, even if it was dressed up in fanctional
labels: asking the way, ralking about yourself, making future plans ete, Explicit
attention to grammar rules was not incompatible with communicative
practice, either. Chomsky, after all, had claimed that language was rule-
governed, and this seemed to suggest to theorists that explicit rule-giving
may have a place after all. This belief was around at abeut the time that
CLT was being developed, and was readily absorbed into it. Grammar
rules reappem‘ecﬁ in coursebooks, and grammar teaching re~emerged
in classrooms, often, it must be eaid, at the expense of communicative
practice.

Deep-end CLT, on the other hand, rejected both grammar-based
syllabuses and grammar instruction. A leading proponent of this view was
.5, Prabhu, a teacher of English in southern India, In his Bangalore
Project, he attempeed to replicate natural acquisition processes by having
students work through a syllabus of tasks for which no formal grammas
instruction was supposedly needed nor provided. Successful completion
of the sk - for emmp]e following & map - was the lesson objective,
rather than successful application of a rule of grammar. The Bangalore
Praject was the predecessor of what is now known as task-based learning.
Task-based learning has more recently relaxed its approach to grammar,
largely through recognition of the valae of a focus on form (see below,
page 24).

To summarise the story so far to the first of the questions posed above
(Should the method adbere to a grammatical syllabus?) most approaches to
language texching up untl the 1970s have answered firmly Yes. The actual
form of the s\ﬁdbuc differed considerably from method to methed, but,
until such organising categories as functions or tasks were proposed, sylla-
buses were essentially grammar-based.

On the question of the explicitness of rule teaching there is a clear divide
between those methods that seek to mirror the processes of first language
acquisition = sucl as the Direct Method and the Narural Approach — and
those = such as Grammar-Translation — that see second language acquisi-
tion ag a more intellecrual process, The former methods reject grammar
instruction, while the latter accept a role for conscious rule-learning.

Finally, even in metheds where rules arc made explicit, there may be a
different emphasis with regard to the way the learner arrives at these rules.
In some approaches, such as Grammar-Translation, the rules are simply
presented to the learner, who then goes on to apply them through the study
and m.mmuhtzon of ex amplee (a deductive approach: see Chaprer 3},
Other uomhc including the shallow-end form of the communicative
ap pw,uil, often th;Lli:‘c the learners tirst to study examples and work the
rules out for themselves (an inductive approach: see Chapter 4).
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At the risk of over-simplifying matters, the following chart indicates the
relative importance these methods attach to the teaching of grammar:

2250 heavy gramumar
gramiar emphasis
\ ! i ! i ] - : J
Matwral Approach Aﬁéioﬁr;guaiism Shallow-end  Grammar-
Deep-end CLT Direct Method Cir Transiation

rammar now  YWhat, then, is the status of grammar now? What is common practice with
regard to the teaching of gramumar, and what direceions for future practice
are suggested by recent and current research?

Firstly, it is important to establish the fact that ‘grammar waching can
mean different things to different people. It may mean simply teaching to
a grammar syllabus but otherwise not making any reference to grammar
in the classroom at 2ll (as was the case with Audiclingualism}, On the
other hand it may mean reaching to a communicative syllabus (eg. of
functions or of tasks) but dealing with grammar questions that arise in the
course of doing communicative activities. 'This is sometimes called covert
grammar teaching. More typically, grammar teaching means teaching to 2
grammar syllabus and explicitly presenting the rules of grammar, using
gramnmar terminology. This is known as overt grammar teaching,

Lately, 2 good deal has been written about 2 grammar revival. There is a
widespread belief that, with the introduction of Communicative Languzge
Teaching, attention to grammar was eclipsed by an emphasis on experiential
learning and purely communicative gaals, This is only party true: syliabuses
did appear in the 1970s that appeared to marginalise grammar in favour of
functions. But, as was pointed out in the previous section, a closer look at .
these syllabuses shows that they often had a strong grammar basis. And a
glance at so-called communicative coursebooks confirms that grammar
explanations are much more conspicucus now than they were, say, in the
heyday of either the Direct Method or Audiolingualism.

The view that CLT deposed grammar may also stem from a tendency tw
equate grammar with accuracy. It is true that, in comparison with
Audiolingualism, CLT has tended to place more weight on being intelligible
than on being correct. Such an emphasis need not be at the expense of
attention to the rules of grammar, however, Relaxing on accuracy simply
acknowledges the fact thar the rules of grammar take a long time to establish
themselves, and that, in the meantime, the learness’ wish to communicate
should not be needlessly frustrated.

Tt is also true that the deep-end version of CLT, as promoted by Prabhu
(see page 22), was hostile to explicit grammar teaching. But this was
relatively short-lived, and, while of enormous interest from a theoretical
perspccﬁ\"c, it seems to have had livde or no influence on global classroam
practice. If gramumar ever went mway, it was only very briefly and not very far.
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The sense that we are experiencing a grammar revival has been
underdined by the emergence of two influential theoretical concepes:

+ focus on form
° consciousness-ralsing

Both concepts owe something to the work of Stephen Krashen, even if only
as a reaction to his clalm thar classroom teaching 15 a waste of time. You will
remember that Krashen distinguishes between acquisition and learning.
& Grammar teaching — that is, attention to the forms of the language - lies in
the domain of learning and, says Krashen, has little or no influence on
language acquisition, More mcenti_\_,, research suggests that without some
attention to form, learners run the risk of fossilisation. A focus nn form
does not necessarily mean a return o drill-and-repear oype methods of

teaching. Nor does it mean the use of an off-the-shelf grammar syllabus, A

focus on form may simply mean correcting a mistake. In this sense, a focus

on form is compatible with a task-based appreach.
Related to the notion of forus on form is the notion of consciousness-
> ratsing. Krashen argued that scquisition is a largely unconscious process.

All that is needed to trigger it are large doses of comprehensible input.

Other cheorists have argued that the learners role is perhaps less passive

than Krashen implies, and that acquisition involves conscious processes, of

which the most fundamental is attention, We have seen how Schmidr (see

page 16) concluded that noticing spoken language items in Brazil helped

his Porruguese. It follows that helping learners artend to language items
may help them acquire them. Pointing out features of the gmmtmtic&l
system is thus a form of consciousness-raising. It may not lead directly and
instancly to the acquisition of the item in question. But it may nevertheless
trigger a train of mental processes that in time will result in accurate and
appropriate production.

It might secert that we have come full circle, and that grammar
Ll)ﬂ%hl{)ll%ﬂﬁ"&‘: i&i‘:lﬂf‘: 1’7 %llﬂph 4 smart term iﬂl W hdr WHS ONnee C'E ‘ﬁd
gramimar presentation. But presentation is usually paired with praciice,
implying immediate — and accurate — output. Consciousness-raising, on the
other hand, does not necessarily eneail production: it may simply exist at the
level of understanding, And remembering, In fact, pat simply, that’s what
raised consciousness i3 the state of remembering, having understood
something,

To sum upe 1f the teacher uses technigues that direct the learner’s arten-
gion to forra, and if the teacher provides activities that PrOMOLE BWAreNess
of grammar, learning seems to result, We need, therefore, o add te the
pro-gramumar pus?tion the arguments for a focus on form and for
consciousness-raising. Together they comprise the paying-attention-
to-form argument. That is to sy, ic.nning seems to be enhanced when
the learners artention is directed to getring the forms right, and when the
learner’s attention is directed to features of the grammatical system.

These would seem 1o tp the balance in favour of grammar, While the
anti-grammar’ position 18 strongly and even flercely argued, it tends
depend on one basie assumprion, thar is, that the processes of second

www.iftambridge.com



Basic principles
for grammar
teaching

2 = Why teach grammar?

language sequisition mirror those of first language acquisition. This is an
assumption that is hody debated. While there are certainly cases of adulr
learners who have reached near-native levels of proficiency in a second
language simply through immersion in the second language culture, these
tend o be exceptions rather than the rule. On the orher hand, there are
compelling arguments to support the view that without attention to form,
including grammuatical formy, the learner is unlikely to progress beyand the
most basic level of communication.

Burt this doesn't mean thar grammar should be the goal of teaching,
nor that a focus on form alone is sufficient. The goal of the commmuni-
cative movement —~ communicative competence ~ embraces more than
just grammar, and implies a focus on meaning as well. It may be that
communicative competence is best achieved through communicating,
through making meanings, and that grammar is & way of tddying these
meanings up. If so, the teacher’s energies should be directed mainly at
providing opportunities for authentic language use, employing grammar
as a resource rather than as an end in itself. As Leibniz is supposed o
have said: ‘A language is acquired through practice; it is merely perfecred
through grammar”

We have looked ar the arguments for and against incorporating grammar
into language teaching, and concluded that, on balunce, there is 2 convineing
case for a rele for grammar, The remainder of the book will explore how this
role can be realised in the classroom. It will be useful at this stage to draw
up some basic rules of thumb for grammar teaching ~ rules of thumb which
will serve as the criteria for evaluating the practical approaches thar follow.

The E-Factor: Efficiency = economy, sase, and efficacy

Given that dealing with grammar is only 2 part of a teacher’s activities, and
given that classroom time s very limited, 1t would seem imperative that
whatever grammar teaching is done is done us effictently as possible. If] as
las been suggested, the reacher’s energies should be at least partly directed
at gerting learners to communicare, prolonged attention to grammar is
difficult to justify. Likewise, il a grammar activity requires a great deal of
time to set up or 4 lot of matertals, is it the most efficient deployment of the
teacher's fimited thne, energy and resources? When considering an activity
for the presentation or practice of grammar the first question to ask, is: How
officient is ir? Efficiency, in turn, can be broken down inte three factors:
cconomy, ease, and efficacy.

When presenting grammar, a sound rule of thumb is: the shorter the
better. It has been shown that economy is a key factor wn the training of
technical skills: when learning how to drive o ear or operate 2 computer,
a litdle prior teaching seems to be more effective than a lot. The mwore
the instructer piles on instructions, the more confused rhe traittee is likely
to become, The same would seem w apply in language waching: be
cconomieal.
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Be economical, too, in terms of planning and resources. The ease factor
recognises the fact that maost teachers lead busy lives, have many classes, and
simply cannot afford to sactifice valuable free time preparing elaborate
classroom materials, Of course, the investment of time and energy in the
preparation of materizls 1s often accomzpanied by a commitment on the
patt of the teacher vo making them work, But, realistically, painstaking
preparation is net always going to be possible. Generally speaking, the easier
an activity s to set up, the better it is.

Finally, and most importantly: will it work? That is to say, what is its
efficacy? This factor is the least easy to evaluate. We have to operate more
on hunch than on hard data. Learning, like language, resists measurement.
Of course, there are tests, and these can provide feedback to the teacher on
the efficacy of the teaching/learning process. Nevertheless, testing is
notoriously problematic (see Chapter 9 for a discussion on this). Moreover,
there is much greater scepticism nowadays as to the extent that teaching
causes [earning. This need not undermine our fzith in the classroom as a
good place for language learning, We now know a lot more about what
constitute the best conditions for learning. If teachers can’t directly cause
learning, they can at least provide the optimal conditions for it

As we have scen (page 24), a prerequisite for learning is attention. So the
efficacy of a grammar activity can be partly measured by the degree of
attention it arouses. This means trying to exclude from the focus of the
Jearner’s attention any distracting or irrelevant details, Attention without
understanding, however, is probably a waste of time, so efficacy will in part
depend on the amount and quality of contextual information, explanation
and checking. Finally, understanding without memory would seem to be
equally ineffective, and so the efficacy of a presentation will also depend on
how memorable it Is.

None of these canditions, however, will be sufficient if there is a lack of
motivation and, in the absence of some external motivational factor (for
example, an examination, or the anticipation of opportunities to use the
language), it is the teacher’s job to choose tasks and materials that engage
the learners, Tasks and materials that are Involving, that are relevant to their
needs, that have an achievable outcome, and that have an element of
challenge while providing the necessary support, are more likely to be
motivating than those that do not have these qualities,

Efficiency, then, can be defined as the optimal setting of three related
factors: economy, ease, and efficacy. To put it simply: are the tme and
resources spent on preparing and executing a grammar task justified in
terms of its probable learning outcome?

The A-factor: Approprincy

No class of learners is the same: not only are their needs, interests, level and
goals going to vary, but their beliefs, attitudes and values will be different
too, Thus, an activity that works for one group of learners - i.e. that fulfils
the E-facter eriteria = Is net necessarily going to work for another, It may
stmply not be appropriate. Hence, any classroom activity must be evaluated
not only sccording 1o eriteria of efficiency, but also of appropriacy. Facrors
to consider when determining appropriacy include:
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= the age of the learners

* their level

* the size of the group

* the constitution of the group, e.g. monolingual or multilingual

+ what thelr needs are, e, 1o pass 2 public examination

* the learners’ interests

e the available materials and resources

* the learners’ previous learning experience and hence present expectations

« any cultural factors that might affect artitudes, e.g. their perception of the
role and status of the teacher

» the educational contexy, e.g. private school or state school, at home or
abroad

Activities that fall to take the above factors into account are unlikely to
work, The age of the learners is very important, Research suggests that
children are more disposed to language learning activities that incline
towards acquisition rather than towards learning That is, they are better ac
picking up language implicitly, rather than learning it as a system of explicit
rules, Adult learners, on the other hand, may do better at activities which
involve analysis and memorisation.

Cultaral factors, too, will determine the success of classroom activities,
Recently there have been a number of writers who have queried the
apprapriacy of indiseriminately and uncritically applying methodologics in
contexts for which they were never designed. Communicative Language
Teaching (CLT) has been a particular target of these eriticisms. CLT valves,
among other things, learner-centredness, that is, giving the learners more
responsibility and involvement in the learning process. This is often
achieved through discovery learning activities {for example, where learners
work out rules themselves) and through group work as opposed w the
traditional teacher-fronted lesson. CLT also takes a relatively relaxed
attitude towards accuracy, in the belief that meaning takes precedence over
form. Finally, CLT has inherited the humanist view that language is an
expression of personal meaning, rather than an expression of a common
cultare, Such notions, it is argued, derive from very Western beliefs about
education and language. lts crities argoe thar CLL is an inappropriate
methedology in these cultural contexts where the teacher is regarded as a
fount of wisdom, and where accuracy is valued more highly than fluency.

Of course, no learning situation is static, and, with the right combinatien
of consultation, negotiation, and learner training, even the most entrenched
attitudes are susceptible to change. The teacher is therefore encouraged 1o
be both advenrurous as well as cnitical, when corsidering the activities in the
chapters that follow,
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Conclusions

Looking ahead

In answer to the question "Why teach grammar?’ the following
reasons were advanced;

+ the sentence-machine argument

¢ the fine-tuning argument

s the fossilisation argument

« the advance-organiser argument

the discrete tem argument

the rule-of-taw argument

the learner expectfitions argument

& & ®

There are some compelling reasons why not to teach grammar:
e the ‘knowledge-how’ argument

e the communication argument

e the acquisition argument

e the naturat order argument

# the lexical chunks argument

s the learner expectations argument

To the arguments in favour should be added two more recent insights
from second language acquisition research, These are the notions of
focus on form and of grammar conscicusness-raising. Together they
comprise;

» the paying-attention-to-form argument

On balance, the evidence suggests that there is a good case for a role
for grammar-focused teaching.

Grammar presentation and practice activities should be evaluated
according to:

* how efficient they are (the E-factor)

¢ how appropriate they are {the A-factor)

The efficiency of an activity is gauged by determining:

@ fts economy — how time-efficiant is it?

+ its ease - how easy is it to set up?

o fts efficacy ~ is it consistent with good learning principles?

The appropriacy of an activity takes into account:

s learners' needs and intarests

¢ learners' attitudes and expectations

{tis these twin aims - efficlency and appropriacy - which underscore
the description and evaluation of the techniques outlined in the rest
of the book.

The two chapters that follow fook at contrasting ways that grammar
can be presented. The first of these is concerned with deductive
approaches, where the starting point is the grammar rule. The second
lonks at inductive approaches, where the starting point is language
data.
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A deductive approach
Rules and explanations
& Sample lesson 1: Using a rule explanation to teach question
formation
Samnple lesson 2 Teaching used to using translation
sample tesson 31 Teaching articles using grammar worksheets
% Sample lesson 4 Teaching word order using a seif-study

grammar

A deductive  First of all, here are two important definitions:

approach ., Jeductive approach starts with the presentation of a rule and is fol-

lowed by examples in which the rule is applied
* an inductive approach starts with some examples from which a rule is
inferred

An example of deductive learning might be that, on arriving in a country
you have never been to before, you are told that as o rule people rub noses
when greeting one another, and so you do exactdy thar, An example of
inductive learning would be, on arriving in this same country, you observe
several mstances of peeple rubbing noses on meeting so you conclude that
this is the custom, and proceed 1o do likewise, In place of the terms
deductive and inductive, it may be casier to use the terms rule-driven
learning and discovery learning rusiacuwdv

As we saw in Chapter 2 (page 22) the deductive (rule-driven) appros ach
to language teaching is traditionally associated with Grammar- Trans ation.
This is unfortunate because Grammar-Translation has had 2 bad press.
There are in fact many other ways of incorporating deductive learning into
the language classroom. We shall be looking at some of these later in this
chaprter.

The reasons why Grammar-Translation has fallen from favour are worth
briefly reviewing. k[‘,’['ﬂ(.dﬁ‘}’ a gratnmar-translation lesson started with an
L\,pl.m:ltmn (usuaﬂv in the learner’s mother rongue} of @ gramowr point.
Practice activities followed which involved tr'b]“idﬂﬂ&{ sentences out of 1l
inte the rarget language, The preblem is that, since classes were tught in
the stsdents” mother tongue, there was Herde oppormunity for th
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practise the rarget fanguage, What practice they got involved only reading
and writing, and little attention was given to speaking, including
pronunciation. Moreover, the practice sentences were usually highly
contrived and any texts that were used were treated solely as vehicles for
ETANLMAT presentation,

However, it does not require a great deal of imagination to envisage a
‘new, improved’ version of Grammar-Tinslation in which many of its
weaknesses have been righted. It is not the case, for example, that the whole
lesson need be conducted in rthe students’ mother tongue. Speaking
{including work on pronunciation} and listening practice can easily be
incorparated into the basic lesson framewerk, and the translation exercises
could just as well involve authentic texts. What this approach dees require
is teachers with sufficient proficiency in both languages — the learners’
language and the targes language — to make it work. Needless to say,
Gramar-Translation is not viable in multilingual classes.,

It is important to stress that the dedyctive method is not necessarily”
dependent on translation, In fact, many popular student gramumar practice
hooks adopt a deductive approach, with all their explanations and exercises
in English. For example: see the extract from Grammar Practice for Inter-
mediate Students opposite. -

Before looking at some examples of deduetive (rule-driven) lessons, it
might pay to summarise the arguments against and in favour of such an
approach. To start with, here are some possible disadvantages:

¢ Starting the lesson with a grammar presentation may be off-putting for
some students, especially younger ones, They may not have sufficient
metalanguage (i.e. language used to talk about language such as grammar
terminolegy). Or they may not be able to understand the concepts
involved,

* Grammar explanation encourages a teacher-fronted, transmission-style
classroom (see page 17); teacher explanation is often at the expense of
student involvemnent and interaction.

+ Lxplanation is seldom as memorable as other forms of presentation, such
as demonstration,

 Such an approach encourages the belief that learning a language is simply
a case of knowing the rules.

The advantages of a deductive approach are:
4 PP

» It gets straight to the point, and can therefore be time- saving. Many rules
~ especially rules of form —~ can be mose simply and quickly explained
than elicited from exarmples. This will allow more time for practice and
application.

« It gespects the intelligence and marurity of many — especi: ally adult -
students, and 1cknoxxicdg0w the role of cognitive processes in language
acquisition.

* It confirms many students’ expectations about classrcom learning,
particularly for those learners whe have an analytical learning style.

© It allows the reacher to deal with language poinis as they come up, rather
than having to anticipate them and prepare for them in advance.
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and adverbs

% Nouns, adjectives
|
|

1 &
Subject and object pronouns
Subject pronouns
il [you helshel‘rl [we[youlfheyl
Objact pronouns
\ g l you | wim E her } i us } you i 1hem}
& Thesublect is the person er thing doing the action:
tiglt early. I
She wenl home.
Wa said goodbye.
g The object is the person &r thing
‘ raceiving the achion:
She telephoned ma.
Fhit i,
We saw her.
Write the cotrect pronouns tor thase
sentences:
1 ... lelephonred yesierday. (she)
She telephoned yesterday.
2 Weawstch. ... lor hours (he} ;
We watched him for hours. 1 fait garly.
3 Hesni....arrived yel? (she) —
’ 4 .. dontunderstand. (D
& Areyoutatkingto. ., .7 ()
&  Dontask..... .. doesnt know. (shefshe)
7 Thisisdulia . . have known. . lor years. fwelshe)
8 Nobodytold . ... the bus was leaving, {they)
9 Whydidn't. ... ask.. ..tccoms? (she/they)
10 Don'task. ... Ask ... (IMhe)
l 1% .. think ... doesp't ke . ... {I‘ha/l)
‘ 12 ... asked .. ..loinvite.. ..  {they/he/we}

{from Walker and Elsworth Grammar Practice for Intermediate Stidenis,

Longman, 1986}
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Rules and  Many of the pros and cons of 4 rule-driven approach hinge on the quality
axplanations  of the actual rule explanation. This in turn depends on how user-friendly
the rule is. In Chapter 1 {page 11} a distinction was made between a rule
that a linguist might devise w describe a regularity of the grammar (a
descriptive rule) and = rule that 2 teacher might give learners to apply
(a pedagogic rule). The point was made that it is not often the case that
a linguist’s version of a rule will be appropriate in a classroom context, and
there will inevitably be, therefore, some trade-off between the truthfulness
of a rule and the pedagogical worth of a rule.

What, then, makes a rule a good rule? Michael Swan, author of reachers’
and students’ grammars, offers the following criteria:

+ Truth: Rules should be true. While truthfulness may need two be
compromised in the interests of clarity and simplicity, the rule must bear
some resemblance to the reality it is describing.

« Limitation: Rules should show clearly what the limits are on the use of
a given form, For exaraple, to say simply that we use wi/ to talk about the
future is of lirtde use to the learner since it doesn’t show how wifl 1s
different from other ways of mikmg about the future (.. going 0},

o Clarity: Rules should be clear Lack of clarity is often caused by
ambiguity or obscure terminology. For example: ‘Use wifl for spontancous
decisions; use geing fo for premeditated decisions.” To which a student
responded, 'All my decisions are pl'(.ln(_di’:di"i.d!

* Simplicity: Rules should be simple. Lack of simplicity is caused by
overburdening the rule with sub-categories and sub-sub-caregories in
order to cover all possible instances and account for all possible
exceptions, Thete Is & limit to the amount of exceptions a learner can
remember,

+ Familiarity: An explanation should try to make use of concepts already
farailiar to the learner. Few learners have specialised knowledge of
grammat, although thq may well be familiar with some basic
terminology used to describe the grammar of their own language (e.g.
conditional, infinitive, gerund). Most learners have a concept of tense
{past, present, future), bur will be less at home with concepts such as
deontic and epistemnic modality, for example

* Refevance: A rule should answer only those questions that the student
needs answered, These questions may vary according o the mother
tongue of the learner. For example, Arabic speakers, who do not have an
equivalent to the present perfect, may need a different treatment of this
form than, say, French speakers, who have a similar structure to the
English present perfect, but who use it slightly differently.

Bur nides are only one component of an explanation. Here, for example, 15 a
procedure a teacher mlghr use 1o give & gramumar ex wlmm:mﬂ (T = teachen;
87 = student). In the right- hand column the dj ferent stages of the
explanation are identified,
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;. Right, The past perfact. {cucing)

T The past perfect is formed from the past {rule of form)
of the auxiliary "have’, plus the past participle.

T For example, ‘everyone had left’, 'the film {examples)
had started’.

v So, what’s the past perfect of ‘they go'? (check)

510 ‘They had gone.’

T Good.

It is used when you are tatking about the {rule of use)

past, and you want to refer to an earlier
point in the past.

7 For example, 'We wers late, When we got {example)
to the cinema, the film had already started.’
. Did the film start after we arrived, at the {check)
same time as we arrived, or before we arrived?
5. Before,
T Right.
T So, W tke this. {draws]
by a
| . e
! (ilustration)

T We arrived at this point in time {a). But |
need to refer to an earlier point in the past,
when the Him started, here (D).

Notice that the explanation is staged in two parts, the rule of form being
dealt with before the rule of use, (Sometimes it may only be a rule of form
that is being explained, for example, the form of past tense regular verbs.)
Note also, how, in the sxample, the rules are exemplified and lustrated
where possible, and that running checks are made on the state of the
stadents’ underseanding. Note, finally, thar the rule statements themselves
attempr to fulfil the conditions of truth, clarity, simplicity ete, outlined
above,

What foliows are some different approaches to rule-led teaching. Follow-
ing each sample lesson 15 a brief discussion of the principles that underpin
it, and a0 evaluation in terms of its efficiency (the E-factor) and its
appropriacy (the A-factor),

Lesson T: Using a rule explanation to teach guestion fermation
{Pre-intermediate)

I the presearation the reacher uses an illustrated explanation o highlight a
feature of English syntax {word order). The sume kind of presentation could
be used, with a little adaptation, for teaching other syntactic structures such

as the passive, reported speech, embedded questions (Ds you bnow where the

bank is?) or cleft sentences (Hbar I like abont London is. . ).

www.ircambridge.com 33




RHoS Jipl

“How 10 Teach Grammar

www.ircamabridge.com

Step 1

The teacher writes on the board the sentence:

Tre president phoned the Queen.

She asks students to identify the verb in the sentence (phonsd). She then
asks them to identify the subject of the sentence (zbe presidens); and, finally,
the object (#he Queen). She reminds students that English word order
typically follows a subject — verb — object pattern (5VO),

Step 2

The teacher then erases the presidens and substitutes someone:

Samzone phored. the Guaen.

She elicits, or ~ in the event of not being able to elicit it ~ she provides the
question:

Who phoned the Queen?

She writes this question and the answer on the board. She numbers the
exchange 1:

Someons prongd, The Queen,

1 who prored the Quean?
= The president.

She then returns to the original sentence:
The president phoned the Gueen.

She rubs out the Queen, substituting someone:

Someong pronad. The Quaen.

1 wWhe proncd the Queen?
- The president.

The president phoned, somaone.

She elicits (or models) the question and its answer and writes them on the
board:
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Somgone proned. the Queen.

) 1 Who thoned the GQuean?
\ = Tt president.

T president phoned someong.

A who did the president phore?
) - The Gueen.
L

She then asks the students to study the two questions and to think about the
difference berween the subject question 1 and the object question 2.

1 Who phoned the Queean?
2 Who did the president phone?

Step 3
The teacher explains the difference, pointing out that 1o form questions
about the subject of the sentence requires no change in word arder:

i &) v 8]
Bomeans pronad, e Quaen,
Wiko peaned, Ve Guaen?

Whereas to form guestions about parts of the sentence affer the verb (in this
case the object) does require a change in the standard word order. (This
change in word order is called inversion. Inversion 1s a feature of English
question forms, as in Are you married? I the case of our example, the
inversion is achieved by unpacking the verb phaned into its compenents id
+ phone and then enlisting the awxiliary & to perform the inversion.) The
whole process looks like this:

5 v o
The president phoned SOMEONE.
The président did phore SOMEING.
| -
\, Q v 4 v
{ Wi did T the Fresident phonce?
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Btep 4
"The teacher then places four pictures of famous people {or, in the absence
of pictures, their names) and connects them with arrows, For example:

//”“““% Madonra —\

Michaal Sackson The Pope
\ Marting, Hings p/

She explains that the arrows represent phone calls. She asks 2 variety of
questions. For example:

Who phoned Madonna?
- Whao did Madonna phone?
Who did the Pope phone?

She asks the students to continue this activity in pairs, She then invites
them o make new ‘phone networks’ by changing the names of the people
in the diagram, and to continue the guestion-and-answer activity,

For fun, she completes this activity by asking students: #hy did Madenma
pf.wne the Pcpf, da you think? erc.

Step §

The texcher writes on the board:

Who phoned yow yesterday/This ynerring/last weekend

Who did you phore vesterday/this marving/last weckend?

She asks the students to ask and answer the guestions in pairs. As the
students are doing this, she successively erases the questions from the board
in order to wean them off a dependence on the written form.

She then asks individuad students to report what they have found out to
the whole class.

Alternative or additional questions might be:

Who e-mailed you
Whe did you e-mail

yestarday
Who visited you fast weeak 4
Who did you visit last weekend

fast Christmas
Whao wrote to you
Whao did you write to
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Discussion

The success of a good explanation depends in part on the students'
understanding of the metalanguage, i.e. the terminology used. The zim of
Step 1, therefore, is 10 establish, from the vutser, the terminology necessary
to explain the difference berween subject and objecr questions. Step 2
establishes a contrast between two grammatical forms, in this case, subjest
questions and object questions, with a view to raising the students'
awarzness of the difference. A similar contrast could be made beoween, for
exarnple, active and passive sentences: _!

A man bit a dog.
A dog was bitten by a man.

Or between direct and reported speech:

He said, 't am hungry. -
He said he was hungry, we
Or between two aspects of the same tense {see page 5): -

i read a book last night. ,
| was reading a book last night, i

The principat operating here is that it 3s often easier 1o establish a language

rufe in students’ minds by contrasting two forms that are different in only Wk
one respect. ‘These are known as minimal grammar paiss. {The same
principle holds true for teaching proaunciation, e.g. by contrasting minimal

pairs such as ship and ihecp.) Note that the teacher asks the students stnply . )
to think about the difference, but not necessarily to verbalise it. Doing this
gives the learner unpressured time in which to reflect on, and understand, E
the material being presented. Semetimes language learning is a silent 3
activity. This does not necessarily mean it is passive.

In Step 3, having engaged the students” curlosity, and having primed
them to be prepared for a grammar explanation, the teacher explaing the
language point. She zlso uses the board to provide a visual reinforcement of
her explanation.

Step 4 is designed ro test the learners’ grasp of the rule, and to prepare
them for independent practice. Notice that, initially, the students simply
have to distinguish between the two sorts of question, without at this stage
producing them. The exercise, restricted to the verb phone, is lnguistically
very controlled, so that learners are not overburdened with, for example,
new vocabulary, They are free to devote maximum attention to the grammar
contrast, The studenis are then dllowed some less teacher-led practice, with
the opportunity of providing their own content to the exercise. Step 5
continues in the directdon of greater freedom and creativity, by offering the
students a chance to personalise the language point. Also, by having them
report on their findings, Step 5 encourages them to listen to cach other,
with 2 focus on meaning as much as on form,

P
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Evaluation

The E-factor: The efficiency of this approach depends on the kind of rule
being explained, and also on the teacher monitoring the learners’ degree of
comprehension at every stage of the explanation, and responding
immediately to any problems they might have, If the rule is a relatively
simple one then this approach can be extremely econemic in terms of tme.
Asimple rule might be one that involves a simple manipulation of elements,
such as the active to passive operation, or one where there is a
straightforward relation, with few or no exceptions, between a form and its
use, such as the case of the third person -5 on present simple verbs {(fe
works). The gramumar explanation approach is also very easy, in that it
involves few if any materials and requires listle or no preparation. It is
therefore probably one of the most efficient ways of dealing with grammar
problems that might arise in the course of 2 lesson as a result, for example,
of a student’s error.

There have been a number of research studies comparing the efficacy of
deductive and inductive approaches to grammar teaching, bur on the whele
the results have been inconclusive. This is no doubt due to the number of
variables invelved, eg. the students’ preferred learning swyles and the
teacher’s explanatory skills, A key factor seems to be the kund of item being
taught, Some grammatical 1tems seem w0 lend themselves to a deductive
treatment, znd others to an inductive one.

One problem in the minimal pairs approach to grammar presentation is the
lack of context. The difference, for example, between:

I read a book last night,
I was reading a book last night.

nuay, in the absence of more context, be difficult for the students o locate,
an ssue that will be addressed in Chapter 5.

The A-factor: As has been pointed out carlier, the deductive approach is
particularly appropriate for adult learners whose learning style and
expectations predispose them to a more analytical and reflective approach to
language learning, This of course means that it will not be swtable for
learners who would rather learn through the experience of communicating,
And ir is particularly inappropriate for very young learners: abstract
grammatical concepts such as subject, object and even verb, are beyond their
grasp. Finally, whatever the style of the learners, over-prolonged thalk-and-
talk’ presentations will soon tre even the most attentive students. As a rule
of thumb: the shorrer the better,

Lesson 2 Teaching used o using translation {Elementary)

In this lesson, the teacher has chosen to use translation w present nsed 76 do
(as in ] wsed to ga (o the amgvies more than 1 do now) to a group of Spanish-
speakers. To follow this example it may help to know that the Spanish verb
soler (present sucle, past solia) means something like f5 be accuszomed o,
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Step 1

The teacher writes on the hoard:

i Tory saliz furnars pare lo deid hace dos anos,

13

He asks for an English translation, and, if not fortheoming, supplies this
one:

Tony used to smoke but he stopped {wo years ago,

He then explains (in Spanish): ‘To say you did something regularly, use used
7o, 1t means softe. For example, Tony used fo smoke, or Tony solia fumar, which

means that he doesn’t smoke any more, it's finished, he quie” E
He then asks students how they would translate into Spanish 2 number Y
of Englich sentences, provided orally, such as: 1 used #o eat niear, She used fo Y
go out with Alex; We didn't use fo play tennis; etc. 0
He then ebicits English translations for Spanish sentences that he N
provides orally. For example: Yo solta beber vine tinte (1 wed to drink red 3
wine; José no softa firmar (José didn't wse to smoke). N
g
Step 2 i
He then writes a sentence using the Spanish verb sefer In its present tense %
form:

Andy sudie fumar un paquete entero cada dio.

and asks for a translation. Students will prabably agsume thas the English
verb wsed 7o works in the present the same way that the Spanish verb soler
does and they will attempt 1o translate the senvence as Andy wses fo smoke o
packet a day ov Andy is wsed 1o smoke ..

He then explains (in Spanish) that wwed /2 has only past meaning, and has
no present form. To translate Andy suele firnar ... one would need to say
something like Andy usually smokes ..., dndy is in the habir of smsking .., of
simply Andy smokes ..

He follows up by asking students te provide English translations for
sentences in either the past or the present, such ast Teresa solia i al gimnasio
(Teresa wsed to go to the g)'m}; Alberta suele ir de bie cada fin de semana {Alperia
goes bike-riding every weckend) etc,

Step 3

The reacher writes:

g
L- T used to sk aben T ouas young, bt Tostopped
| beranse it was too axpensive.
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He elicits a translation, and then erases key words, leaving:

T wsed to ___uken 1 owgs , but 1

stopped. because

He asks students 1o write true sentences of their own using this model, to
compare them in groups of three, and to ask and answer questions about the
topics they have chosen.

Discussion

Although the teacher has chosen a relatively teacher-directed and hoard-
forused means of presentation, he 1rtempts to involve the learners at each
stage, thereby reducing the danger of ‘chalk-and-talkiness’. Moreover,
cxphmatmm are kept short, and the presentation is ilhustrated wich clear
examples. The teachcr is also aware of the hazards of translation, and takes
care to anticipate these. It is not the case, for example, that every instance
of the Spanish verb soler is translatable as wsed 5 ~ instances of one-to-one
matches of grammatical structures across languages are comparatively rare.
So, showing what a structare doesn’t mean is as important as showing what
it does mean — what was referred to {on page 32) as its limitation. To do
this the teacher {in Step 2} sets a trap for the stadents: he deliberately
encourages them to overgeneralise the common ground berween soler and
used 19, so that he can then make his peint about the fact thar used fo has no
present tense form, thus anticipating an error that many students make.
This trap-setting technique {also called ‘leading the student up the garden
path’} has heen shown to be an effective teaching stratepy ~ more effective
than structwring the presentation so that students are prevented from
making the error, for example by not letting them talk sbout present as well
as past habits,

Evaluation

The E-factor: In terms of cfficiency, translation is probably the most
economical means of conveying meaning = at least in terms of orienting
learners towards a rough ides of the mummé1 - bearmg in mind that
transtation is always only an approximatdon. And it is cerminly casy
requiring no resourees such as visual aids or rexts, and therefore little or no
preparation. All the teacher has to do is to anticipate instances where the
students might overgeneralise, as in the case of the verb soler, and assume
that the English equivilent behaves in exactly the same way. Why, then, has
translation had such a bad press?

Perhaps the main drawback is in terms of effieacy. There is a widely held
belief in the 'no-pain-no-gain' principle of language learning, That is, unless
the learner has tnvested some mental effore in the process, the gains will be
short-lived. Transtation requires minimal mental processing, and hence
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loses in efficacy what it makes up for in ease and economy. Over-use of
translation may also reduce the amount of exposure students get to the
target language. As Berlitz put it, as long ago as 1911: In all translation
methods, most of the time is taken up by explanations in the student’s
mother tongue, while but few words are spoken in the language 1w be
learned. It is evident that such a procedure is contrary to common sense.’

The A-facter; Translation is of course anly really possible in monolingual
classes and where the reacher has a good command of the students’
language. In these cases it often seems inappropriate 7o/ to use transkition,
given its speed and efficiency, and especially at elementary level where
explanations in the target language may be over the heads of the students.
A refusal to translate may also mean that learners make their own
unmonitored and possibly incorrect translations. On the other hand, there
may be students who will be disappointed by a high proportion of
eranslation in the classroom, especially i they expect their teacher to provide
them with a rich dier of the target language. This is one of the reasons,
rightly or wrongly, that some students deliherately seek out native-speaker
teachers.

Lesson 3: Teaching articles using grammar worksheets

(Upper intermediate)

Still within the framework of o rule-driven approach, the following
procedure attemnpts to centre the teaching-leaming process more on the
students, with a view to a) giving them more responsibility for their
learning, and b) providing more epportunities for real communication, even
if the topic of conversation is grammar. The teacher has decided to deal with
the English article systom by dividing the class into groups and giving each
group a different set of rules relaring to article use.

Step 1

The teacher divides the class into three groups (or six or nine groups,
depending on the class size}, with three or four students in each group. She
hands out an exercise sheet which requires students o complete the gaps in
a text. Each gap represents a use of either the indefinite article (g, an) the
detinite article {#he), or what s called the “zere’ wticle, that i, when no
article 1s required before a noun, s in J fide foe cream. Here i3 the beginnmg
of the handout:
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Axticles

Complete the text by choosing the best word 1o complete the gapt 4, an,
the, or nothing, Sometimes more than one answer may be possible. 1f
you are not sure about an answer, leave it: vour classmates may be able
10 help you later.

Digestion

P food we eat must be changed by 2 body before it can be
absorbed by *  blood and used to nourish 4 cells of ?

body. 6 food s changed into 7 nourishment by L

9 digestion begins in 10 mouth where

digestive system,
u 2 small pieces and mixed with

__food is chewed into
saliva before being ...

"\ /-%‘m%w_hﬁjg&ﬂ\

She asks the groups to work on this exercise, and gives them five minutes to
do this. She then hands out three grammar summaries: A, B and C. Each
grammar summary gives different information about the article system in
English. Summary A covers some rules about when to use the definite
article, summary B has rules about the indefinite article, and summary C has
rules about the zero article.

Each group 1 gets summary A. Each group 2 gets summary B, and each
group 3 gets summmary C. Note that the groups do not see the grammar
sammaries of the other two groups.

The teacher then asks the stadents to study their gramemar surnmary and
to use 1t to help them complete the exercise, again working as a group.

13

Srep 2

Once the students have had a chance to use the grammar summaries to help
them do the exercise, the teacher re-groups them in such a way that the new
groups comprise members of each of the original groups. One way of
organising this is to number the students in each group:

123 123 123

and then to ask three munber Is to form a group, three number 2s another
group, etc:

111 222 333

In their new groups, the students are instructed to compare their answers to
the cxercise, and to share any information from their grammar summaries
thar might help the other members in their group to complere the exercise.
They are encouraged to explain their grammar information, rather than
simply show their classmates the grammar sheets.

Step 3
The reacher then checks the exercise i open class, asking learners 1o justify
their answers by reference 1o the rules on their worksheets,
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Discussion

"This lesson is based on the belief that, given the right incentive, learness can
teach each other. To achieve this, it adopts the principle of the classic jigsaw
activity, A figsaw activity is an activity m which students have to do a task,
but the infermation they need in order w do it is distribured amongst them
in such a way that no ong student has it all. This creates an information
gap. Only through collaboration and the exchange of information can
students complere the rask, Such activitics are a mainstay of communicative
methodology (see page 18} They are a way of contriving communicative
interaction. Normally the jigsawed information relates to real-life tasks,
such as arranging a meeting, or deciding who was responsible for an
accident. In this lesson the information thar has been Jigsawed is
grammatical, To complete the task (Le. the grammar exercise) learners will
need to share the information, which in rurn will involve speaking English.
They are learning about the language and getting communicative practice
at the same time. In fact, smidies of learners dong this Kind of exercise
suggest that they do exactly char they do just as well when tested on the
grammar as do swdents raught more raditionally, and they speak just as
much as students deing meaning-focused (e, not grammar-focused)
information gap activites.

The teacher’s role is imited to that of moenitor, supervising the activity
and being available to help sort out problems in interpredng the grammar
summaries. In Step 1, the learners are given a chance to pit thelr wits against
the exercise, and activate thelr current atate of knowledge. This in tum
creates & need to study the grammar information, and, In Step 2, to
exchange this information. Any lingering problems in understanding the
grammar summaries can be sorted out by the teacher in Step 3. The same
kind of exercise can be done just as well by starting with two groups, o with
four. The important thing is that the students have to communicate ~ and
comumunicate about grammar,

Evaluation

The E-factor: This approach is only economieal in terms of the time spent
on 1t If the students are communicating in English, Le. getting the Duency
practice that Is customarily the aim of communicative activities, As long as
this is the case, they are killing two birds with one stone. Moreover, the
mental work involved in explaining 4 grammar point to someone else is
likely to have a more enduring effect on memory than simply reading the
rules and doing the exercise. Having 1o teach something is a great way of
learning it, as most teachers know, The case factor needs also to be
considered: preparation of grammar summaries and exercises can be time-
comsutning for the teacher. An alternative would be o supply the class with
published student grammar reference books, and direct them to parricular
pages, so that different groups are studying different rules related (o the
same general area {e.g. the passive, conditionals, question formation}. They
then have to coimplete 3 task by sharing theis understanding of the rules,
Most coursebooks nowadays also have a grammar reference section, which
can be used in the same way
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Word aorder {1) — verb + object; place and time

Verb + object
The verb and the ofject of the veeh ponmally go rogether. We do not usvally put other words
berween thems

verh s object
I ke children very much. {#or '] like very much children’)
Didyou  see your friends  yesterday?
Amy often plays  tennis,

Study these examples. Notice how the verb and the objevt go cogether each ime:

- — o
# Do you tlean the house every weekend? (ot 'Do you clean every weekend the house?’)

s
& Everybudy CI]]{)}{.d xhc party very much. (no? ‘Everybody enjoyed very much the parsy’)

@ Qur puide spe)kt ¥ ng,hsh fluentdy, (u(a# " npc:}\c Auently English’}

3

ot only lost all my money — I also iust my pnssparr. [aot 1 lost also my passport’)
. — 1
At the end of the sereet yow'll see a supermarket on your left. {mor ' see on vour [eft a

supermarket’)

&

Place and thue

Usually the verb and the plaee fwhere?) go rogether:
go home Hve in a city watk to work et

If the verb has an object, the place comes after the verd + object:
take somebady bome meer a friend in the street

Time {when? [ how often? £ how fong?} normaliy poes after place:

place + tinne
Tam walks 1o work every moraing.  (net ‘Tom walks every morning to work’)
She has been  in Canada since April.
i We arcived  at the alrport  early,

Srudy thwse examples, Notice © td rime goes after places

-
B 1'm going 1o Daris on ’\’iond&y (m)! ‘'m bnmh on donday ro Paris'

& They bave lived in the same house f()l a Eong time.

& [on't be late, Moke smc you're here by 8 ¢ de
.
& Sarah gave me a fifs home after the party.
e

& You really shouldn'e go to bed so laze,
1t is oiten possible t put teme at the beginning of the semtence:

2 On Maonday ¥'m going to Paris.

& Every moraing Tom walks to work.
Some time words {far example. always/never/ofren) usually go with the verb in the middle of the
sentenve. See Unip 109,

Word erder i quostions + [ERETETY Adjeativa order - BEECY  Word ordar (2) - EiiEiaa

{from Murphy, R Euplish Grasmmiar in Use, Cambridge University Press,
2id edition 1994)
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The A-factor: For classes who ke talking abour gramimar, and who, at the
same time, are happy to take some responsibility for their own learning, this
approach is particularly appropriate. Conversely, students who would feel
abandoned by the teacher, and who might be mistrustful of their colleagues’
explanations, are likely to react negatively to such an approach, unless
assured that the reacher will elosely monitor the group work and be available
for consulration,

3

Sample lesson  Lesson 4 Teaching word order using a self-study grammar
{intermediata)

Many students have access te self-study grammars — that is, grammar
seference books which also include exercises and a key. These grammars are
potential sources of learner-directed grammar learning, both in the
classroom (a5 should be apparent from Sample lesson 3) and out of the
classroom. In this sample lesson, the teacher exploits the self- and peer-
instruction potential of grammar practice books to target a feature of syntax.

Step 1 ;
The teacher has identified 2 commoan problem in the class ~ the tendency .
to put adverbials between subject and object, as in T fike wery much techie

music, {The adverbial in this case is very muck.) So he directs learners to ¢

Unit 108 in Bnglish Grammar in Use by Raymond Murphy (see opposite).
The teacher tells them to study the grammar rules for homework, to do the
sxereise on the facing page (see 108.1 below), and to check it by reference
to the answers in the back of the book. They are also asked to design ~as 2
hamework task — their own exercise along similar lines, by writing twelve
original sentences, some of which are correct and some of which are

UNIY

EXERGISES 108

l 08 Is the word order right of wrongd Correct the ones thai are wrong.

1 Everybody enjoyed the paety very much. . BIGHT
Tom walks every moring to wark. . WRONG: to work every morning.
Jim doesn’t like very much foatballo L
4 drink three o four cups of coffee every mormng. .. e
T ate quickly my dinner and weat out. e . . e
Are vou going to itvite to the party o lot of people? et e s
1 phoned Tom immediately after hearing the news, o e e .
[3id you go lare 1o bed last night? ... e :
Sue was here five minutes ago, Where is she now?d | v e e e H
Did you learn a ot of things at sehool today? . e e
I mer on my way horie a friend of mine, .
1 fell yesterday off my bicycle. o,

BT md DN s e b 10

-
)

Tmmmmm
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incorrect, but all of which are sentences sbout themselves or about other
students in the class. For example,

i take everyday the bus to school.
Nicote doesn‘t like Chinese food very much.

The teacher reminds the learners that the sentences should be designed te
test their classmates’ grasp of the word order rules they are to study.

Step 2

In the next lesson, the teacher puts the students in pairs, and they each
exchange the exercises they have prepared. Each does the exescise they have
been given. That is, they read their partner’s sentences and decide which are
grammatically correct. They also correct the ones that are incorrect. They
then return them to their parter for checking. The teacher is available for
consultation and will attempt to resolve any problems that arise — where, for
example, there are two possible correct answers.

Step 3
The teacher then rounds off this part of the lesson by eliciting the word
order rules from the class.

Discussion

This is another example of ‘helping the learners to help themselves'. By
encouraging them 1o take advantage of self-study resources, the teacher is
instilling habits of self~directed learning, Moreover, by setting the grammar
study fo do as a homework activity the teacher frees up valuable class time
that might be put to more productive use, such as practice. Virtually any
gramimar area that is covered in the self-study books is appropriate for this
Kind of task. It is particularly useful for dealing with problem areas that arise
in class, but that are not dealr with in the students’ current sylizbus. Having
the students design their own exercise s a particularly important task, since
this helps them to engage with the rule ar a productve, not merely
receptive, level. By personalising the exercise, it is made more memerable,
and certainly more interesting for other students to do. It also allows for the
possibility of some discussion of the content of the sentences (Ir i# frue that
vou don't Jike Chinese food, Nicole?). Most self-study materials ~ including the
‘workbooks usuaily published along with coursebooks — are suitable as 2 basis
for student-designed exercises, Lxercise rypes that are common in these
kinds of materials are gap-filling tasks (as in the sample lesson above) using
both sentences and texts, ordering tasks such as correcting the order of
words in a sentence, expansion tasks which involve producing whole
sentences or texts from prompt words, and transformation rasks which
might invelve transforming direct speech into reported speech, or active
into passive sentences.

Evaluation

The E-facter: By having the srudents study the grammar as a homewaork
rask, the saving in cluss time makes this approach maximally efficient. The
exereise-writing task acts as an incentive to study the grammar. At the same
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time, this exercise-writing task wquares students to engage with the rules at
a deeper level than conventional self-study exercises normally require, thus
increasing the efficacy of this approach, Finally, the pair w ork activity in the
subsequent lesson provxdts an opportunity for peer-teaching, so that even
the student who hasn't done his or her homgwmk has a chance of
benefiting. As for the ease of this approach, it assumes that students have

access to self-study grammars. In the ‘bsmce of these, the grammar
reference pages now found in most coursebooks would serve equally well.

The A-factor: Relying on students to take same responsibility for their own
learning to the extent of purting free time aside to study grammar rules and
design exercises Tory be asking a lot of certain students, especiaily those who
would prefer the teacher to be the source of all grammar input. To work
well, this kind of activity muay need t0 be introduced to the students
gradually, with the exercise-writing activity tking place initially in class, in
paiss or groups, and under the close supervision of the teacher. Nevertheless,
with motivated groups of adult students who appreciate the value of freeing
class time for language praciice rather than for Janguage study, this approach
has a lot in its favour.

deductive approaches to grammar, where the rule is given and then

Canc[usiom/in this chapter, the distinction was made between:
@

&

&

@

El

3

e
)

%

applied to examples
inductive appreaches, where the rule is discovered by generalising
from exampies

Among the advantages of using a deductive approach are these:

it is direct, no-nonsense, and can be very efficient
it respects students’ intelligence, expectations, and learning style (if
they are analytically inclined)

On the other hand, a deductive approach has the following dangers:

it can be seen as dull, over-technical, and demotivating

certain kinds of {earners, including younger ones, may react
negatively

i encourages the belief that learning a language is simply a case of
knowing the rules

A lot depends on how user-friendly the rules are. Characteristics of
helipful rules incdude the following:

3

E]

@

#

&

truth ~ is the rule true?

limitation ~ is it clear what the rule covers and what it doesn’t?
clarity - is it clearly expressed?

simpHcity ~ Is it uncluttered with sub-rutes and exceptions?
farniliarity — does it use concepts that the students are fTamiliar
with?

relevance ~ [s it & rule that reflects students’ specific needs and
problems?
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Looking ahead

A lot also depends on the teacher's presentation of the rule. An
effective rule presentation will include the following features:

L

%

&

E

it will be fffustrated by examples

it will be short

students’ understanding will be chacked

students will have an opportunity to personalise the rule

Procedures requiring learners to teach and test one ancther might be
as effective as a teacher explanation. This way they get grammar
explanation and communication practice at the same time,

WY

ith that thought in mind, the next chapter looks at some

approaches to the presentation of grammar that encourage learners
1o work out rules from examples ~ inductive fearning. We will look at
ways in which examples can be presented to the learner so that they
are a) intelligible, and b) organised in such a way as 1o promote
efficient learning. '

. 4B .
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inductive learning
Pros and cons of an inductive approach

Sample lesson % Teaching imperatives through actions

Sample lesson 2: Teaching the present simple using realia

Sample lesson 3: Teaching shoult! have done using a generative

RTYRELE T ¥
PPN
ERRpRee b

situation

¢ Sample lesson 4: Teaching the difference between past simple J
and present perfect through minimal sentence pairs
& Sample lesson B Teaching verbs that take both infinitive and G

-inng forms, using concardance data

T
PR

PP R
HRRS i '

. : i
Anductive  As we discussed in the last chapter there are basically two ways in which a

" Jearning . leamer can achieve understanding of 2 ruler the deductive (rule-driven)

. . path and the inductive {rule~discovery) path. In the former, the grammar

i rule is presented and the learner engages with it through the srud} and
e manipulation of examples. In an inductive a approach, on the other hand, i
without having met the rule, the learner studies examples and from these i
examples derives an understanding of the rule. Both approaches can, of
course, lead on to further practice of the rule unti applying it becomes
automaLic.

The inductive route would scem, on the face of it, to be the way one’s first
language is acquired: simply through exposure to 2 massive amount of input
the regularities and patterns of the language become evident, independent
of conscious study and explicit rule formufation. Induction, or learning
through experience, is seen a3 the ‘natural’ route 1o learning, and, as we have
seen in Chapter 2, is strongly identified with methods of second language
instruction ti at model themselves on first Lll";gihlgs. acquisition, such as the
Direct Method and the Natural E\ppmach. These experiential methods of
instruction share a basic asswmption that language data (or input) is best
processed inductively and without recourse to wanslation. 'inw differ,
however, in the position they take as ro how best this input s should be
selected and organised. They also take different positions with regard to
how and how often the teacher should intervene.

e
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Ar the non-intervention end of this spectrum is natural language
acquisition - picking it up as you go along. After all, the most natural route
to 2 second language bypasses the classroom altogether, and the best
example of experiential learning is that of immession in the foreign-
language speaking community. There are well-documented case studies of
learners who have cucceeded spectacularly in such a situation, just as there
are as many studies of learners who have falled dismally, A desire 10
simulate the twial immersion experience was the nspiration behind the
language immersion programmes for schoolchildren that are now
widespread in many bilingual contexts, such as in Canada. While the
results of these programmes are impressive, and have been used by theorists
to support a ‘zero-grammar position, such as the Natural Approach, there
are nevertheless significant gaps in the language competence of the learners
who emerge from these programmes, suggesting that unfocused exposure to
unorganised language data may not be in itself sufficient. Induction, to work
best, it seems, requires more than random exposure: it needs the
intervention of either the syllabus designer, the materials writer, or the
teacher, or all three.

A much earlier attempt to simulate the way children acquire their first
language was the Direct Method (see page 21). Designed to challenge the
decidely unnarural and highly intellectual procedures of Grammar-
Translation, the fundamental belief behind the Direct Method was that our
first language 15 acquired through the process of forming associations
between language and the real world. In Direct Method classes, therefore,
the rules of the language are supposedly acquired out of the experience of
understanding and repeating examples which have been systematically
graded for difficulty and put iato a clear context. Here i5 an example of a
teacher’s notes for a beginner’s class reaching the present continuous:

1 walk frem oe side oF the dassroom o The other, and,
while yow are wolking, say two or three fimes fo the class:
T am waking. T am wakng I am waking.

R Sdlect a student, Tel wm to walk acress the room.
Indicate that he must say the sentence as you did:
I arm wakng. I_om waking. I am walking.

3 Tl wim e walk across tee voom again. Indicate that
e st be sient and, you say to the class:
_He s walking. (threz times)

B Tre cass can next say it in daorus.

Notice that in this approach to grammar teaching it was not thought
necessary to draw the learners’ attention to an explicit statement of the
grammar rule. It was considered sufficient to rely on the learners
unconscious processes to do the job.
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A development of the T-am-walking' kind of Direct Method present-
ation, but which incorporated drill routines borrowed from Andiclingualism
(see Cl mptex 2, page 21), was the generative situation, 2 popular proceduge
in British language schools from the 1960s on (and associated with an
approach that is sometimes called Situational Langnage Teaching). A
generative situation is a situation which the teacher sets up in the lesson
in order 1o ‘generate’ several example seatences of a structure. Here, for
example, s a situation from English in Situations (ONeill, Ozford
University Press, 1970} designed to present say with reported speech:

A factcrv needs workers, Yesterday Bili read
! thelr advertisement i the paper. It said thess
thmgq
“We are a very targe firm, pay very high
wages, and have a good pension-schems.”
BN is at the factory today. He now knows that
alt those things are not true. At this moment he
] is saying these things 1o the manager:
“yYQuU SAID YOU WERE A VERY LARGE
] FIRM but you are realiy a small onef
¥OU SAID YOU PAID HIGH WAGES but
they are really very low.
YOU SAID YOU HAD A& GOGD PENSION
SCHEME. You really haven't one at all.””

Notice that the situation generates three examples of the rargered structure,

In the introductory notes to the teacher, the rationale for this kind of

presentation is summarised by the suthor: “Class must have chance to gain
insight into when te use pattern. Situations represent typical instances.
From these, they can generalise about use of pattern. Teacher may also
decide to give formal rule, However, this is not enough in ftself ... Formal
rules can be helpful but cannet be substiuted for student’s own insight.’
{p. vii}

You will note that an explicit rule statement s now tolerated, This was
not the case with either the Direcr Method or Audiolingual approaches.
This reflects a sea change in thinking thar was precipitated by MNoam
Chomsky's clatm that language, rether than being a babit stracture, was
instead rule-governed creativity, Greater tolerance of rules marked
return to a mere cognitive approach to language teaching, which had until
then been assoclated only with Grammar-Transkation {(as we saw In Chaprer
3). Second language learning, far from being 2 kind of condittoned retlex,
was once again regarded as a conscious intellectual endeavour,

Meanwhile, developments in educational theory were promoting the
value of what came to be known as discovery learning. The principle
uncierl}mg discovery learning is that, in the words of Pascal, several
centuries earlier:’ Pcc}pie are generally betrer persuaded by the reasons which
they themselves have discovered than by those which have come into the
minds of others’.
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Discovery learning involves cycles of trial and error, with guidance and
feedback provided by the teacher. As an example, learners might be set this
problem:

Study these two sets of sentences:

a  Chris has lived in Cape Town for ten years.

Andrew has been learning to drive for six months,
b Wendy has lived in Edinburgh since 1995,
David has been out of work since lanuary,
They are then invited to choose f2r or sinee to complete the following
sentences:
1 Anna has been married seven years,
2 Jeff has been studying French ___ 1990,

This 1s faicly straightforward. The nexr three test items, however, challenge
the learner o refine thelr Initial hypotheses, since the clues are not s easy
10 interpren:

3 Chris and Hm have been together a fong time.
4 thave been living here ___Tast summer.
5 They have been golng out together ___ they met five weeks ago.

A wrong answer to any of these examples requires the learner to look more
closely at the examples to see what the conceprual difference is between
sets a and b, Note that an important element in this sequence is the ‘up-
the-garden-path’ procedure, whereby learness are ‘tricked” into misapplying
their developing rule systems, thereby getting negative feedback (!N, that’s
wrong’) which in turn forces them to re-think thelr initial hypothesis. Thus,
learners who have formulated the rule that for is used with time expressions
wwvolving numbers and units (benr years, six months), may be misled into
answering 4 and § with for. By provoking this kind of crror, a guided
diseevery approach forestalls the learners” narural tendency to stick with
their first — usually quick-and-easy — hypothesis, The learner needs to know
not only that Jeff bus beent inarvied for four years is right, bur that £ hawve been
lving heve for lust summer is not.

The principles of the guided discovery approach were originally intended
for self-instruction as a part of the kind of programmes which were used in
language laboratories. They were soon adapted for clissroom use, and
eoursebooks prometing an inductive approach to language learming are now
more or less standard, An example of an inductive presentation of the
present simple [rom Newe Have 7 {Longman 1988) is shown opposite,

Sucecesstully inferring parterns and rules from the study of language data
depends not only on how the dam s organised, but on the quality and
quantity of the dara itself, With the advent of large computerised databases
of language {called corpora) the possibilities of an inductive approach have
been amplified enormously, Mot only do we now have available a larger and
more representative range of examples, bue the patrern-seeling can be done
more reliably and much, much more rapidly, Corpus data are particularly
useful in computing the frequency and typical co-oceurrences of individieal

www.iszambridge.com
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[
l Find the rule
! Look at these sentences:

You know Norma and Jos, don'f you?

They work every day.

Jog tatks {o tourists, and Norma writes letters.

Wae always go to their trave! agsncy.

The agency offars tours W many differant countries.
| Hike the service there oo,

» Thare is afinal s on the verh only with
certain subjects. What are they?

Ch Clyou Tne Oene i Twe L ey

Now apply the ruilel
Circlg the right verh,

| seafsaes Norma almost every day, or

shs callilealls me. She and Jos sometimes }
comaleomas to my house on weekends. !
Jog usually telltells us some funny stories, \

{from Maple, R. New Hawe §, Longman, 1988) ,

words. One way of doing this is by means of concerdancing programs. A
concordance 1s a collection of the instances of a word or phrase, organised
in such a way as to display its immediate lingnistic environment, Look, for
example, at the concordance below of the word dasw as it has appesred so far
in this chapter. This concordance throws up one or tvo interesting facts, not
least that {for this writer anyway) the word dara can be used with both
singular and plural verb forms {#he data is arganised, Corpus data are ...)
The potential of corpora as sources for discovery learning s still buing
debated: the advantage of having so much language data at one’s fingertips
has t be balanced against the danger of being overwhelmed, with the result

R T

w

e
ar i oam
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Pros and cons
of an inductive
approach

that the learner can no longer see the wood for the trees. Mevertheless,
concordances, often in modified form, are appearing more frequently in course-
books, as, for example, this Inductive exercise:

Grammar: so . . thatisuch . rhat

It was 50 embarrassingi ’rhe, it waz the Mﬂwjay aft

ke _x' 50 tired I ccmla sm stmight to bed,. I mana

i
2
3 Avé you so young that you cm’e aven share? I would
4 . She’s such A nlde peRHGA,  WeYen't they a lovely ¢
5 t? It’s such a shame that ha's goms. And put that s
§ It was such a warm day I thought it could be nice.
From ih?.- British Mational Corpus (Spoken}
1 Answer these questions about so and such in the sentences above,
§ Wl word gocs hefore un adjective on s own, so or such?
2 W hich word goes before a noun, with ar withewt an adieives

3 wWhich seatences zne fwo chiuses/bwo main verbs? 18 it necessary
rer st the seeond claose sith tha?

{from Mohamed, 8. and Acklam, R, Intermediate Choice, Longman, 1995)

“What are the adwnmrrf:% of cncouraging learners to work rules out for

themselves?

« Rules learners discover for themselves are more likely to fit their existing
mental structures than rules they Have been presented with. This in turn
wilt make the rules more meaningful, m e, and servigeablel™

« The mental eifort involved ensures a greater degree of cognitive depth
which, again, ensures greater lT}f.{T}OI’iblht‘y

* Srudents are more actively involved in the learping process, rather than
being simply passive recipients: they are therefore likely to be more
attentive and more motvated,

« Tt is an approach which favours pattern-recognition and problem-solving
abilities which suggests that it is particularly suitable for learners who
like this kind of challenge. - )

e If the problem-solving is done collaboratively, and in the targer language,

www.ircampridge.com

learners get the opportunity for extra language practice,
« Working thmf_ﬁ out for themselves prepares students for greater self-
!Lli&ﬂ((» ;\I'ld 15 YE]CICIOIC COH(}UCI\L t0 ICJH}LY' ﬂutonomy

The disadvantages of an inductive approach include:

= The tinme and energy spent in working out rules may mislead students
into believing thar rules are the objective of language learning, rather
than a means.

* The time taken to work out 2 rule may be at the expense of time spent in
putting the rule tw some sort of productive practice,

. Studmta roay hypothesise thewrong rule, or their version of the rale may
be cither too broad or too narrow in its application: this is especially a
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danger where there is ne overt testing of their | iypotheses, either through
practicg examples, or by eliciting an explicit statement of the rule.

* Tt can place heavy dcmandq on teachers in planning a lesson. T hey need
to select and organise the data carefully 5o as 1o gﬁmdc earners to an
accurare formulation of the rule, while also ensuring the dara is
inteliigible, )

* However carefully organised the data is, many langnage areas such as
aspect and modality resist easy rule formulation.

¢ Amn'inductive approach frustrates students who, by dint of their personal
learning style or their past learning experience {or both), would prefer
simply 10 be told the rule,

Research findings into the relative Denefits of deductive and inductive
methnds have been inconclusive, Short term gains for deductive Jearning
have been found, and there is some evidence to suggest that some Kinds of
language items are better ‘given than ‘discovered’, Moreover, when sur-
yed, tigst Tedrners tend o prefer deductive presentations of grammar,
Nevertheless, ance_exposed to mductive approaches, there is often loss

sesistance a5 the learners see the bvmﬁis of solving language probl cxm
themselves. Im-ail‘,, the autonomy ugument is not easily dismissed: ¢

ity to discern pa‘ittm‘s and rcgu arities in naturally occurring mput
would seem to be an inva luable tool for self-directed learning, and one,
therefore, that might usefully be developed in the classroom.

Lessan 1: Teaching imperatives through actions (Beginners}

The following presentation, while sharing simitlanties with the J-am-
walking’ procedures of the Direct Method, in fact borrows more from the
Total Physical Response (TPR) method. TPR is based on the principle
that learsers learn best when they are wholly engaged (both physically and
mentally} in the language kammg proCess,

Step 1

The teacher asks two students to come to the front of the class, where there
wie three chairs placed in a row, facing the rest of the elass. The teacher sits
i the middie chair and the two students sit either side, To the two students
he swys Srand up and at the same tme stands up himself, indieating with a
gesture that the students should do the same, The teacher then says Hadk,
and walks peross the room, indicating to the students 1o do the same.
Further instructions follow: Stop .. turn arownd .. walk . viop ... turn around
. 31 dowen, Each time the teacler aets out the instruction and the students
follow. When, by this means, they have returned to their seass, the tcacher
signals to the student on his left to remain seared. The sequence is then
repeated, but this time only the student on the right performs the actions,
following the insu‘m‘.?mns from the teacher, who, along with the other
smdcm, remains seated. When the student has suecessfully performed the
nstructions, it is the turn of the second student. This rime the order of the
instructions is slightly varied. The reacher next ealls on one or two more
students from the class o perform the set of instructions.
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Step 2

The teacher teaches the names of various features of the classroom, such as
board, door, table, window, chair, floor, light, simply by pointing ro each one
and saying its name a few times while students listen, With one student he
then demonstrates, follewing a similar procsdure as in Step 1, the
instructions: point io .., walk fo .., towch .., open ., and cose L, using as
objects the classroom featurss previously taught. For example, walk to tbe
dgar, open the deor, dose the door, turn around, walk to the board, point io the
window, touch the floor .. The student performs the actions while the rest of
the class warch, Further students act our similar sers of mstructions given by
the teacher, who gradually increases the number and density of instructions,
so that students are soon having to listen to a complex set of instructions
before they actually start to perform them.

Step 3
With one student the teacher then demonstrates the meaning of Don's .. by
telling the student: Stand wp, Dow't walk, Dot turn arcund. 8it down ...,
indicating when it is appropriate to perform the action and when not. Step
2 is then repeated, but with the inclusion of the negative imperative form
don’t ...

Step 4

The teacher writes the following wmble on the bowrd. He reads sentences
fram it aloud, asking students ro repeat them, before writing them down in
their books,

i
P (Don™t) Stand up. {Pon™t) walk 1o the board.
LS douwn. Foint o the light.

walk. Cpen The door,

Step. Ciose e window.
[ Turn arcund. Touch Tre Hlocr,
Discussion

Learning a language through actions atempts to simulate the experience of
first language learning. Novice that in this TPR-style lesson there s no
pressure on the learner to speak, o leature that differentiates TPR from its
Direcr Method antecedents, where the learners would normally have
repeated the commands (see the 7 am walking example earlier in this
chaprer), The principle operatng here is thar, since children seem to
develop Lstening comperence fn advance of the ability to speak, second
language Jearners should do Lkewise, Morcover, this silent period’ removes
same of the stress associated with language learning, allowing the learner to
concenteate solely on understanding the input without the requirement w
produce accurate outpur, Notice, ulso, that the rule for formation of the
imperative (inclading its negative form) is not overely srated. The language

www.iggambridge.com
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data i3 simply organised in such a way so as to enable the Jearners to
formulate the rule for themselves {Step 4).

Evaluation

The E-factor: Using actions to convey the meaning of grammatical items
is highly efficient, since it requires Yirde in the way of preparation, and by
by-passing explanation or translation offers a direct route to the the learner’s
language processing capabilitics ~ hence the ‘directness’ of the Direct
Method. Moreover, proponents of Total Physical Response claim that
physical movement engages holistie right-brain processes, a better basis for
language acquisition than lirear left-brain ones. At the same time the
sbsence of the stress associated with the pressure to produce correct
sentences reduces what is thought to be the main inhibitor to swccessful
second-language learning. However, there are only a limited range of
language items thar lend themseclves ro physical demonstration and
classroom enactment, nperatives being an obvious candidate. Others are
prepositions of place, demonstratives (¢40s, #har}, present prograssive (£ am
walking ...} and such functional areas as conumands, requests, and offers,
The illustration of more subtle concepts may require considersble ingenuity.

The A-factor: While many students respond positively to activities with &
performance component and appreciate the so-called right to be silent,
there are others whoe may find this Stmen says approach somewhat infantile,
and react negatively. TPR activities are probably best used as one of severa
different procedures rather than being used exclusively, and are particularly
suitable for younger learners or beginners. For adult learners, some advance
explanation of the rationale underlying this approach might be a good idea,

Lesson 2: Teaching the present simple uging realia (Beginners}

Realia is the technical term for any real objects that are introduced into the
classroom {or teaching purposes. Thus, 2 word family such as the numes of
different fruits could be taught by using pictures of fruit, or they could be
taught using realia — real fruit. In this presentation the teacher uses realia
w0 elicit examples of the present simple 1n 2 beginners’ class.

Step 1

The teacher shows the class a collection of objects thar she says she found
in & bag left in the reachers’ room. They include such things 23 2 bus passia
programme for the current jazz festival; an empry ghesses case; the guarantee
for a well-known brand of watches; 2 novel in French; ¢ swimming cap; 2
gaitar pick; ete. (Note that none of the objects has the owner’s name.) She
divides the class into pairs and hands each pair an object, telling them they
should v 1o work out some characteristics of the owner of that object, so
that the teacher can work out who the bag belongs to and rerurn i The
learners study their object and then pass it on to the pair on their lefr until
they have had 2 chance to look at them all,
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Step 2

The teacher asks the classt Do yow think its a man or a woman? Depending
on thelr response the owner s therenfier referred to as be or she or hefshe. She
then elicits sentences from the learners based on their deductions.
Vocabulary is provided as necessary and the sentences are ‘shaped’ by the
teacher and written on o the hoard 5o as to display the target form clear by,
which is the present simple form of the relevant verbs:

He HQC«. Jjozz

He takes ma bus.
He wears o Swaten,
He wears gasses.

He plays fhe guitar.
He reads Franch,

He aces swivming,

Btep 3

The teacher directs attention to the form of the verbs, highlighting the final

-5, She also checks that students are clear as to the time reference implied

by this use of the present simple, by asking: Js #his pasé, present, or furure? To

the answer Prosent, she responds: Right notw, or every day? to elicit Every day.
She then rubs out the verbs, and asks learners to complete the list {rom

mentory, working m pairs, This task is then checked.

Step 4

The teacher then asks the students individually to write a similar list of
sentences about g person i the class. The teacher monitors the sentence-
writing stage, providing vocabulary where needed, and suggesting
tmprovements. Individual students then read out their sentences, while the
other students guess who is being described.

Discussion

Visual aids and realia are useful in that they circumvent the need for
rranslation, and they can comimunicate a greater range of meanings than can
actions. In this example, the teacher uses real objects to engage sudents’
interest in a piece of derective work (Step 1), One problem here 35 that
students may lack the necessary vecabulary to express thelr deductions, This
may require the teacher to pre-teach the names of the individual objecrs
{although this is not going to provide them with the verbs they will need).
With a monolingual class, allowing the students to consulr bilingual
dictionaries 15 a possibility. Alternarively, the teacher simply cuts 5Step 1
short at the point wherc the stdents go into pairs, and provides the
vocabulary ar Step 2. The language-focus stage (Step 3) may make more or
less use of gr A!‘L‘\l‘l}lTEL"d terminclogy, according to the teacher's assessmENt
of the elags. The “zero option would d be to leave the rule unstated, and simply
move strught on to Step 4, on the assumption thar the context has made the
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mesaning obvious, and that there are sufficient examples for the students ro
work out the rule.

Fvaluation

The E-factor: Collecting » sutficiently varied range of objects detracts from
the ease of an epproach that relies on realis, but this is perhaps compensated
for in teros of efficacy: real objects engage students interest, and hence
heighten their attention.

The problem is that there is only a limited number of grammatical
structures that lend themselves to this approach. At bigher levels, for
example, the same lesson could be adapted to teach the language of
deduction: He must wear glasses; be probably fikes jozz, be almost cerfainky
befongs to a gym. Wrapped abjects can be used to good effect to teach the
langrage of perception: 7 fooks like a . if feels fike @ ... o sonnds fike o .. et
The contents of someone’s weekend bag could be vsed to teach either the
present pecfect (She’s boan to the beach ..} or future forms {8kt going fe fake
a plane ...}, And a full shopping bag is an obvious choice for teaching the
language of quantities, e, bow much? and Fow many? However, the
advantages in terms of engaging the fearpers” attention have to be balanced
against the effort involved in preparation.

The A-factor: Adult learners may be wary of a style of teaching that hasks
back to the primary classroom, so the appropriacy of using realia needs to
be carefully considered. At lower levels and for younger learners, however, it
15 a very direct way of dealing with meaning, and, especially where there s
a problem-solving clerment, Is auite compatible with seriows language
learning.

Lesson 3: Teaching should have done using a generative situation
(intermediate}

The situational approach that follows was designed to overcome some of the
shortcomings mentioned above of relying solely on demenstration, namely,
that only a bmited number of strucnures lend themselves 1o this approach.
By offering the learncr a context, it aso avoids the problems invelved in
either excessive explanation or translation,

Step 1

By means of a picture on the board (a drawing, photo, or picture cut from a
magazine) the teacher ingoduces a character she ealls Andy. She draws a
rough map of Australia, placing next to it a picture of a four-wheel drive
vehicle, She elicits ideas as to how these pictures are connected, establishing
the situation that Andy has dectded o drive across the Australian desert
from the east to the west. She elicits the sort of preparations a person would
need to make for such a journey, Students sugpest, for example, that Andy
would need a map, a spare wheel, lots of water, a travelling companion, food,
a first aid kit, and so on. The teacher selects some of these ideas, and writes
them In 2 column on the board, and ence or two 1deas of her owm
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To do this kind oF journay, you srould:

take a map

toke wate

not fravel a!m

advse The pelice

not fravel in the wet seasen

Step 2

The teacher then explains that Andy made no preparations, He didn't rake
a map, he didnt take water, he travelled along, etc. She asks the students to
imagine what happened, Using their ideas as well as her own, she constructs
the tollowing story: Andy set off, got lost, got very thirsty, set off in search
of help (leaving his vehicle behind}, got trapped by sudden tlood waters, ete,
The police set out in search of him but couldn't find him because he had
abandencd his vehicle and left no note. The teacher checks these facts by
asking one or two students to recount them,

Step 3
T hc teacher asks the class: Wel, whar do you think of Andy?, eliciting answers
like He was seupid. Teacher: Why? At this pomt students may venture
sentences, like He must take & map, Having thus established the idea of
disapproval of past actions, the teacher models the sentence: He should have
faken @ map, repeating it two or three times. The students repear the
sentence n unison and then individually. The teacher reminds the students
of the concept of disapproval by asking Did be rake @ map? (Ne). Was that a
good idea? (No) 80...2 The students respond: He should have taken a map.

She then repeats this process using the example of travelling alone,
eliciting, moedelling, drilling, and concept-checking the sentence: He
shouldit have travelled alone.

Further prompting elicits example sentences, such as:

He should've taken water
He shouldn't have left his car,

At strategic points, the teacher recaps the sentences that have been
generated, using the words on the board as prompts. So far, nothing has
been written on the board.

Step 4
The teacher then clears the board and writes up the following table:

i
FoHe soould e taken water.
1 mouldn't have Travelled alore.
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She asks students, working in pairs, to add further sentences abour the
situation to the mble, Individual students read sentences aloud from the
table, and the wacher reminds them of the pronunciation of sheuid bave Le.

fudav/.,

Step 5
The teacher then asks students to imagine the dialogue when the police
finally find Andy. She writes the following exchange on the hoard:

Palice: Vo showld Ve Taken o map.
Andy: I know I shoold, T didn't Hhirk,

The above example represents a type of grammar presentation procedure
within which there is scope for many variations, For examgple, the situation
(Step 1) can be introduced using board-drawings, magazine pictures,
personal photos, or video. Adternatively, the situation could emerge out of a
text the students have read or listened to. The point is that however it is
established, the situation generates several examples of the rargeted
grammar item, ;

By eliciting some of the content of the presentaton, the teacher aims
both to involve the learners more actively in the lesson, and o monitor their
developing undesstanding of both the sivuation and the rarget language,
Likewise, some teachers might choose not o drill the example seatences
{Btep 3), but rather let the students silently reflect on themn, in the belief thar
the mental and physical demands of immediate production distract
attention from the brain work involved in working out the rules.

The number of examples of the targeted ltem is at the reacher’s
discretion. However, the more data the students have to work with, the
greater the likelthood of their hypothesis being correct. But, in the interests
of time and as this is only the presentation stage, foar or five examples of o
structure are probably sufficient.

The decision to withhold the written form {until Step 4) is based on the
belief — inherited from Audiolingualism — that the written form might
interfere with the correct pronunciation. However, it is Ekely thar learners
are going to make spelling-sound mismarches anyway, and parimps the
sooner that these are dealt with the better. Also, ivis geuuall\' pasier to pick
up grammatical and lexical information from the written form than from

the spoken, which suggests tiat, in the interests of rule induction, it may not
be a good tdea to withhold the written form too long,

Notice that in the example, no attempr is made by the reacher to elicit 2
statrement of the rule. She relies instead on frequent checks of students’

'iF_

Students, working in pairs, continue weiting the dialogue along the same ‘E
tines, and then practise it aloud, taking it in turns 1o be the police officer "
and Andy. t
b
, . 3
Discussion 5
d
o
!
.

Dt ot
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understanding of showld hgwe dane. Nevertheless, this §s no guarantee that
learners will formulate the correct rule, Eliciting a statement of the rufe {e.g.
that shonld Fave 15 used to criticise past actions) might help, but this will
depend on the leamers’ command of terminology. In 2 monolingual class, 2
transtation of one or two of the examples could be elicited instead.

Evaluation

The E-factor: A situational context permits presentation. of a wide range of
language items. It 1s therefore more versatile than the T-am-walking school
of presentation, which relies solely on what can be demonstrated here-and-
now. Furthermore, the situation serves as 2 means of contextualising the
language and this helps clanfy its meaning. At the samé time the generated
examples pravide the learners with data for induction of the rules of form.
Srudents can be involved in the development of the presentation as well as
in solving the grammar ‘problem’s this makes it less dry than a traditional
grammar explanation. Moreover, the situation, if well chosen, is likely to be
more memorable than a simple explananon. All these factors suggest that
this approach rates high in rerms of efficacy.

But there are also problems, as was suggested earlicr, What if the students
don't ‘get’ the rule? Or what if they get the wrong rule? Wouldn't it have
heen easier to explain it from the start? What if the students don't realise it
is a grammar presentation at all? 1f students are in the wrong mind-set they
are unlikely to do the kind of cogaitive work involved in the induction of
graraumar rules.

This kind of presentation alse takes more time than an explanation, Time
spent on presenting language is inevitably time spent at the expense of
language practice, and it is arguable that what most students need (especially
at intermediate level and beyond) is not the presentation of rules but
opportunities to practise them. Thus, the generative situation loses points in
terms of its economy. And it also requires a resourceful teacher who not
enly is able to conjure up situations that generate several structurally
identical sentences, but whe has also the means {and the time) to prepare
the necessary visual aids. These facrors detracr from the emse of this
approach.

The A-factor: The popularity of this kind of presentation owes z Jot to the
fact that it dispenses with the need for cither translation or explanation.
Translavon and explanation were for a long time associazed with maditional,
transmission-style teaching, and translation Is of course not feasible with
multilingual classes. YWhile many of the reservations about translation and
explanation have been reassessed (see the previous chaptm’), the situational
presentation is sull popular, and s particularly appropriate with younger
learners and with classes of beginners, Mowever, given its relative
inefficiency, it should probably be used cautiously with learners who are in
a hurry, or who ase at & level where lengthy and elaborate presentations
might seem somewhat patronising.
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Sample lesson  Lesson 4: Teaching the difference between past simple and present
perfect through minimal sentence pairs (Pre-intermediate}
In this example the teacher Is contrasting two easity confused verb struc-
rares, The class are familiar with both these structures bur have met them
only separately rather than in combination.

Step 1

The teacher writes the following three sets of sentences on the board:

; =
4 Ihwe seen all ofF T Tarmusch's films.
b I osaw ks latest Fin lasT month,
i
] 2o Snce 1990, she's worked For three i
different rewspapers. bE
( b She worked for The Chbserver in 1996 i
[le-&
3o Have you ever been to Faru® 2n
b When ware you m Peru? b
R . - t
He asks the class first to identify the rwo verb structyres in each of the sers, oy
and establishes that each sentence a ks an example of the present perfect, %E'
while each sentence b is an example of the past simple. If students are in any g g
doubt about this, he quickly recaps the rules of form for each of these
BErUCTUres. !
Step 2

He then asks the learners o consider the differcnces in meaning in each :
case {1-3}, and to see i they can come up with a general rule for the i
difference berween the present perfect and the past simple, He allows them

to discuss this in pairs. In checking this sk, he elicits the fact that the

present perfect is used to talk abeut expericnce but withous specifying when

it happened. The past simple, on the other hand, is used to talk about a

specific experience, often at a specified past time. To clarify this point, he

draws the following timelines on the board and asks students to match them

to the examples a or b,

i

; !
¥ ¥ ¥
? ? ? NOW
o | |
¥ ¥
NOW
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Step 3
He divides the class into pairs and sets thern the following exercise which
reguires them to choose between the two forms:

a Complete this job interview between an
{nterviewer (I} and 3 Candidate (C). Put the verbs
in brachets in the Present Perfect or Past Simple.
it So, rell me u lintle about the things you .| tdol
o Well, T {study} French and German at university.

Then, ... (teach) in secondary school for 2 few
YEATS,
o you (enjoy) teaching?

o Mo, not reslly, 1., (not like) the discipline
problems. So, 1. . (start) working for a large drug

COMpUny.

oL you (work) abroad gt all?

o Yes, well about three years ago 1. (geD a job in
France, seliing advertising space for a stience
magazine.

B, you {go) anywhere else?

o Yes, 1. .. (work) in Germany in 1990,
& Oh really? What . . | (do) there?

(from Mohamed, 5. and Acldam, R. Pre-Tntermediare Choice,
Longman, 1993)

Discussion

The asswmption on which this presencation is based is that it is often casier
to muke sense of a concept when it is contrasted with a closely related
concept. The aspect system of English (see page 5 for an explanation of
a:;pcct) lends itself to such contrasts, where the difference between, for
example, Hove you seen sy doughter? wind Have your been seeing my danghter?
can have important implications, By presenting two sentences that are only
different in one or two particulars (hence their name: minimal pairs), the
teacher is berrer able to focus the students attendon on exactly how the
cholce of form determines & difference in meaning. However, in the absence
of any contextual information there is a danger that the sentences become
leached of meaning, and that the discussion of differences may become
rather academic. The teacher needs to choose lexically simple examples with
fairly self-evident contexts — sentences, in other words, thar are not
problematic in the way that authentic data can often be.

In Step 1, the teacher has presented the minimum number of paired
sentences necessary to convey the tayget grammar contrast. (It often pays to
have a few more in reserve.) As with all rule-explicit presentations, Step 2
demands a basic command of grammar wrminclogy on the part of the
fearners, At lower Jevels and in monolingual groups, students might be
permitted to formualate their hypotheses in their own language. The use of
dmelines provides o visual support for those students who might find a
purely verbal explanadon daunting, Hypotheses must be tested, and Step 3
i an essential stage i the presentation. Tt also shifts the focus back on to
the learners,
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Exvaluation

The E-factor: The minimal pairs approsch is designed ro overcome the
lack of economy of the generative situation (see sample lesson 3). By get-
ting steaight to the poing, the minkmal pairs presentation combines the
best features of an explanation-driven approach (see Chapter 3) and «
discovery approach. It is alse relatively easy to plan and set up, and is
therefore a useful way of dealing with problemss as they atise. Tn terins of
efficacy, it relies heavily on the cholce of examiple sentences. More
problematic still is the lack of context, which can sometimes lead seudents
to the wrong conclusion, oz, more frustratingly, w no conclusion at «il. Far
example, apart from what they might already know abour the nwo
structures, there is nothing to help students untangle the difference between
these two sentences:

a They've been painting the kitchen,
b They've painted the kitchen.

Whereas, with slightly more context, the difference in meaning starts to
take shape:

a "“What a messY’

'Yas, they've been painting the kitchen.’
b The flat is looking nice.!

Yes, they've painted the kitchen.’

Students could waste 2 lot of time serting out mistaken hypotheses unless
the examples are well chosen and logically presented. Time spent sorting
out wrong hypotheses can cancel out the advantage this approach has in
terms of economy.

The A-factor: The direct and uncompromising grammar focus of this
approach is particularly suitable for adult students who are not deterred by
an analytical appreach o language learning. By incorporating an element of
discovery learning it can alse foster collaboration in clusses thar work well
together at problem-solving, Younger learners, or learners who prefer 2
mere experiential approach to language learning, may find this approach w
grammar dry and unmetivating, especially if the distinctions they are being
asked to identify are not ransparently obvious.

Lesson 5: Teaching verbs that take beth infinitive and -ing forms,
using concordance data (Upper intermediate)

One persistent headache for learners s knowing which verbs o English are
followed by the infinitive, us in Jwe decided 2o resign, and which verbs take
the -ing form (sometimes called the gerund), as in Hawe you finished caring?
The problen: is complicated by the fact that there ave a number of verbs thut
can take both forms, but with a (sometimes subde) difference in meaning,
In this lesson the teacher has decided ro use concordance dat to guide the
students towards discovering these differences for themselves.
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Step d
The teacher divides the class into three groups (A, B, and €), and gives each
group a different set of concordance lines as shown here:

Group A: Remember

REMEMBER (19:26, 07.05.98)
d Yanto, thoughtfully. On the other hand, | remembsr sesing them dancing together at a ball shortly before the -
maonth's Top to Tail if you own a poodie. Remember to fisten out for Katie and friends on Radio 2. Should you
here wasm't anyone 10 see me go. | remember thinking how white and cotd her face looked, with
ve foot started to decrease In Septamber, 8o romamber to feed fish, Remember 10 chack on them from time to 1
t remember being so unhappy - not ever. | remember being in La Scala, Milan during the war. In the early 40s
her to a colliery tip about four miles away. | remember going 10 a fruit and flower market in Leeds very early one
what | can do but it's &l working, Oh | must remember to take that film out. Is that the finish of it tefal? Al rem
(which dossn't mean there weren't any). ' remnember seeing pictures of a fish fike that at school, but I'm damn
wag working In Worcesler. 4 don't seem 1o remember seaing you in church, Bridget,' said Clare, The last thing
bar to feed hirmn,” sa 'l just have to remember to bring an electric drill up and see what 1 can do but it's al
ehudi Menuhin was i fown for a concer. | remember being rather keen on Bert when t was about fiteen. Whe

Group Br Forges

FORGTT {18.53, 07.05.98)
ernment Jast year announced that those who forget to flush public oilets will be fined up to US dollars. Results
frothy fronds kit up by evening sun, 1l never forget seeing your Grandfather for the first time. 1 couldn't believe
acling inspector over the weekend. Il never forget being In hospital.
s are getling shorter it doesn't mean you can forget having a bit of fun in the garden. Results of your search Yo
oihes. For instance, i you load Windows, but forget to take the mouse out of the bag, you can just clip the Tosh
lve alone, H vou are leaving the area do not forget to pick up any clothes that are at the cleaners. or shoes,

a, where shamrock fans forget to blur. Don't forgef 16 put your clocks back tomorrow night, Once the removal o
our or two watching TV fogether. She hadn't forgeften golng to the pictures wilh Vemon 1o see The Song of Pa
y soiutions found for this query M. B 1 never forget being called by a superintendent who sald: 'Sergeant Bulio
to add more volume of food dafly. | must not forgef to say something 1o the whole school about her.” Don't corr
forget to bring music. ‘Mow eal up and don't forgef o take your lter home with you.' i there is anything else yo

Group C: Stop

STOP (18.18, 07.05.88)
tense, listening, At the age of twalve, Balley stopped eating meal. Although he had already taken hig first mout
{hough Anna was sure her mather had not stopped having baths or using perfume. Annabel was determined
asthma? And 1 was two o'alock when they siopped talking, they stopped having their break! Resulls of your s
5 of Ron's hard training schedules. | finally sfopped going to schoo! when Charlie did, and Eva arranged {or m
ould appreciate it i the two gentlermen who sfopped 1o help me when | had an aceident with my car on the roa
these las! two days,’ she told him when he sfopped o greet her and ask if she had heard the brilliant spontan
day | was filing up with petrol when a chap sfopped to say he was a member of the Ferrart Owners Club and
axamine his reflection in the mirror. The bus stopped lo pick up a passenger off one of the first terraced streets
to the newspapers, but Mr Carer has never sfoppad believing he coufd solve the world's problems. But Joy
defeat ag gracefully as he could. Churchill siopped to take a cigar from the flap pocket of the one-pieca siren
he idea thal hag fittad through his mind, He stopped eating and reached across and fook his wite's hand. 'd st

She tells the groups to study their lines, and divide them into two
pacterns. 1f they find this difficult she suggests that they look at the form of
the verb thar immediately follows the word in the central column of each set
of lines. They are then instructed to try o work out the differences in
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meaning between the two parterns, still in their groups. The teacher
monitors the group work, offering assistance where necessary,

Step 2

The teacher then re-groups the class, so that at least one member of each of
the former groups A, B and C, isin cach of the new groups. Their sk is to
wiplain to each other the patterns of form and meaning that they have
found for their particular verb, and then, as a group, to work out a general
rule that holds for all three verbs. They then report to the class.

Step 3

The teacher summarises by drawing the following tmelines:

F B e e T e st et e
s i ,

| vamarber dong something T -
¢ Forget doing SCMTmW; dairng remamber

\ stép daing SCmZ"'ﬂaﬂc; - Forget

1 siop

P

| remambar o de something I B
¢ forget to do Scrf\(i\mnq FOmEThCr o do

L step to de someting forget

‘1 stop

¢

Io other words, in the case of 1 the dbing precedes the remembering, forgei-
ring, stopping. In the case of 2 this sequence is reversed.

Step 4
To check their grasp of the rule, the teacher then hands out a diserimination
exercise, For example:

4 1 went to the post office but | forgot {o post/costing the letter.
2z Idon't remember to seefseeing the Millers at the party.

Dhscussion
The teacher has deaided to split the data analyss task three ways, both to
reduce the amount of data that learners have 1o sift through and to provide

an element of information exchange, encouraging stadent interacton. OF

course, 1t 18 not necessary w Jigsaw the task EEI\L this. Nor does the Lml have
to be authentic - it could be contrived or simplified, especially for Jower
levels. Finally, if learners have access to a compurer raom, the data eould be
provided in its ‘raw' form, Le. as a corpus of texts, and the students
{assuming they are famillar with how to eperate simple concordance
software) could collect the concordance information themselves. The

advantage of using computers is that it allows access ro @ greater pumber of

concordance examples, and the examples themselves can be instary re-
sorted according to a varlery of riteria.
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Evaluation

The E-factor: In common with other rule-discovery approaches, it is
necessary to balance the losses and gains that accrue when the learner is
actively involved in the learning process. One loss might be the amount of
time taken to work cut the rules, but the gains will be the consequent
improverent in terms of undesstanding. However, there are added costs
that have to be taken into account when one is dealing with concordance
data, one being the difficulty of understanding the concordance lines in
their somewhat disembodied and truncated form, quite apart from the
lexical problems thrown up by the use of authentic data. It may help to train
learners to be able to understand and interpret concordance data — by, for
example, talking them through one or two examples on overhead projector
transparencies, Selecting the data carefully in advance is also a good idea,
although this obvicusly will reduce the ease factor. Adopting this approach
will of course depend on the teacher having access to concordancing
software and a sufficiently large database w apply it to.

The A-factor: Learners unused to this way of presenting lingulstic data are
likely to be puzzled by it; the added challenge of working out rules may turn
puzzlement into hostlity. On the other hand, learners who are comfortable
with computers, and are sufficienty motivated, maay find that learning o use
concordance dara is an extremely useful ol

Conclusions  In this chapter we have locked at a range of ways of presenting
grammar that are designed to engage [earners’ inductive reasoning
processes. That is, using a variety of means the teacher presents
tearners with pre-selected language data and encourages learners to
work the rules out for themselves, As we have seen, these approachas
are designed to offset the perceived weaknesses of deductive, rule-
driven methods, and especially the lack of learner initiative associated
with ‘chalk-and-talk' approaches to teaching. Nevertheless, it should
be clear from the above sxamples that inductive approaches vary
markedly in terms of the role in which they cast both learner and
teacher. On the one hand, there is the relatively passive and non-
inteltectual role of the learner in the TPR approach, while on the
other there is the fairly teacher-independent and cognitively
demanding approach using concordance data.

Looking ahead A problem shared by the kinds of deductive and inductive approacheas
wa have looked at In the last two chapters is thelr dependence on
decontextuatised and often very contrived examples of language.

The next chapier looks at ways that attempt to remedy this by using
chunks of language larger than the sentence.

www.igambridge.com




QHas gipl

Texts and contexis
Sources of texts

sample lesson 1: Using a scripted dialogue to teach the present

simple o
Sample lesson 2: Using an authentic text to teach the passive (:
sample lesson 3: Using student language to review ways of % ,.,
talking about the future ¢
e Sample lesson 4: Using a dictoglioss 1o teach would for past : ;
habits 4 ;.
&  Sample lesson 8 Using genre analysis to teach reporting § ¥
i

language

Texts and  We are all familiar with the experience of being asked the meaning of a
contexts  word and having to reply Bur whaeh the context? The very word aword can
mean ditferent things in different contexts, as these examples show:

What does this word mean?

Can | have a word with you?

| give you my word.

Word has it that they arg getting married.
if your want help, just say the word,

How should | word this letter?

Language is context-sensitive. This means that, in the absence of context, it
is very diffieult to recover the intended meaning of a single word or phrase.
This is rrue of words taken out of the context of sentences. It is also true of
sentences taken out of the context of texts. The following sentences are
almost meaningless cut of context:

4 The ones that don't, seem tb think so.
2 It's a drink.

Here are the contexts from which these sentences were taken:
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1 Is it important that a gin comes from London? The ones that don't, seem
to think so. Because, though they all have ‘London Dry Gin' on their
fabels, only one premium gin js actually distilled in London, the city of
great gin making.

2 “Are you going to that Hodders party?’

I said that T didn't know anything about ir.

‘I’ for that boring woman who writes picture books aboutr Mash terraces.
Every twit in London will be there

‘So are you golng?

‘s a drink,” Musprat said, meaning yes.

{from Theroux, P. Lady Max, Granta 40)

The meaning of sentence 1 depends on references to the sentence
immediately preceding it. The meaning of J¢% 4 drink in the second example
depends on our expectation that what people say is relevant to what has just
been said. In this case, the question Are you going? requires a relevant answer,
which is likely o be either yes or ne. It is more likely that It5 a drink means
yes rather than we, but notice that the author feels the need to make this
interpretation explicit,

As decontextualised words and decontextualised sentences lose their
meaning, 5¢ too do decontextualised rexts. That is, texts divorced from their
context may become difficult to lnterpret. Here are three short texts, Each
is complete, in the sense that they are not extracts {rom hraer texts, on
which they might dcpcnd for sense (unlike the Jt¥ 2 drink cxample above),
Nevertheless, in the absence of context, they are either ambiguous ar
unintetligible.

1 Port does not exist.
2 Only in Berkshire,
Ken Stark, Leeds, Yorks.
3 To Wee Pig from Big Plg. Grunt! Grunt!

Number 1 is an instruction my computer gave me when 1 was trying to
install a new printer. Number 2 is the response to 1 letter to the Nozes and
Oueries section of The Guardian newspaper. (The original query was Do dogs
bard with regional aocntsy Y The third text also comes from The Guardian: it
is a Saint Valentine's Day message printed on February 14th. In order 10
become fully intelligible alf three texts require some knowledge of where,
and even when, the text was originally placed. We need to dlsrm;gulsh,
therefore, between the context of the surrounding text (as in the Paul
Theroux extract) and the context of the surrounding situation. The first
kind of context 1s sometimes called the co-text. The eo-text is the rest of the
text that surrounds and provides meaning to the individual language tems
in the text. The second kind of context 5 called the context of situation.
Factors in the context of situation that are importmt to consider when
interprering the meaning of & language item are the roles and 1datsonshlp<
of the s “vi.’ﬂl\u% and the mode of communication (is it a public notice, a
letter, = Lccmdmi message etc?), Finally, notice that the third text (the St
Valentine’s Day greeting) requires some understanding of the eulture in
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which on a certain day of the year 'newspapus pring messages of love from
pﬁople pretending to be animals: this kind of context is called the context
of eudrure. Lack of familiarity with features of the culture can seriously
inhibir understanding.

One more point needs 1o be made before we look at the hmplications of
these factors on the tesching of grammar. Although language has
waditionally been anaysed and raught at the level of the semtence, real
fanguage wse seldom consists of sentences in Isolation, but of groups of
sentences (o1, in the case of spoken language, groups of utterances) that
form coherent texts. The term text will be used from now on 1o refer to both
written and spoken English. Texts take many forms — posteards, novels,
sermons, football commentaries, street signs, jokes, and aly safery
instructions are just a few. In real life we generally experience texts in their
entirety and in their contexts of use. That is to say, we experience the whaole
joke and we nsually experience it in a situstion where Joking 1s appropriate,
1t is a fearure of classrooms, however, that fangusge becomes detached from
both its co-text and its context of situation. But, as we have seen above, onice
vou start breaking fexts up and relocating them, it becomes increasingly
difficult to make sense of them.

The problem is that, just as it is easier to examine a fish out of water than
in its natural habitat, so in order to look at grammar it is often easicr to use
axamples taken out of context. This is pardcularty the case with begianer or
elementary learners, for whom a natural context mighe be difficult to
vaderstand. But, as we have seen, taking words, sentences and texts out of
context threatens their intelligibility. Taking mdividual grammar stractures
out of context 1s equally perilovs. You might think you know what Hel
playing tennis means, that is, he is doing it now; as 1 speak. But only one of
the following examples is consistent with that intespretation:

R
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‘Where's Tony?' ‘He's playing tennis.

He never wears his glasses when he's playing tennis.

Tomerrow morning he'll be in the office but in the afternoon he's playing
tennis,

He's playing tennis & lot these days. Do you think he's lost his job?

There's this friend of mine, Tony. He's playing tennis ane day, Suddenly he
gets this sheoting pain in his chest ...

What's mare, the decontextualising of grammar often results in practice
exercises that are of doubtful value. For example:

1 Choose the correct form of the verl:
2 Do you work/Are vou working every weekend?
b Cigarere? 'No th’mkﬂ T'm not %mckmgﬂ don't smoks)
¢ "What do vou eat/are you eating? ‘Cake.
2 Which of these sentences are grammatically correct?
a T'm plannming 1o go to India for my holidays.
b "The phone’s ringing!” T'm going to get it!
¢ They will have & party next week.
d I'm tired. T think I'm going ro bed,
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The point here is that none of these examples has a clear right answer’ and
a clear 'wrong' one, They are all well-formed sentences (that is, they are
grammatically accurate), even though we recognise some choices as being
mare likely than omm‘q But it is possiblﬁ to imagine a context where, for
example, (f;,zv " No thanks, T not smoking' is perfectly appropriate.
Q_uutums of correctness are often unresolvable in the absence of context,
and a lot of elassroom time can be wasted arguing the toss over disembodied
sentences. As someone once said: The confusions that oc.cupy us arise when
language is like an engine idling, not when it is doing work,” A text-based
approach involves looking at language when it is domg work',

There are at least two Implications o this text-leve] view of language. The
There are at least ¢ plications to this rext-level £ language. Tl

first is that if leamers are going o be able to make sense of grammar, they

st, this

will need to be exposed o it in its contexts of use, and, at the very le

means tn texts. Secondly, if fearners are to achieve & functional command of

a second lunguage, they will need 1o be able to understand and produce not
just isolated sentences, but whole texts in that language. But a text-based
approach to grammar is not without its problems. These problems relate

principaily o the choice of texts, There are at least four possible sources of

texts: the coursebook; anthentic sources, such as newspapers, songs, literary
texts, the Interner, ete; the teacher; and the seudents themselves.

Coursebook texts tend to be specially tailored for ense of understanding
and 50 as to display spectfic features of grammar, This often gives them a
slightly unreal »ir, a5 in this example:

READING.TEXT NINE

i This is 3r West, He has a bag in
his left band. Where is he standing?
He is standing at the door of his
hiouse,

What is Mr West going to do? He
is going to put his hand into his
pocket, He is golng to take a key out
of his pocket. He is going to put the
key into the lock,

(Imm Mornby AS. Oxford Frogressive Englich Cowrse, Oxtord
Universtry Press, 1954}

Advecares of aurhentic rexts argue that not only are such specially written
EFL texts upinteresting — and therefore unmotivating - but they
orsrepresent the way the language 1 used tn real-life contexts, On the other
hand, the problems associated with authentic texts cannot be wished ALY,
cither, as any reacher who has attempted to use a dense newspaper article

with Lo level students will have discovered. The linguistic load of

unfumiiar v

and svatactic complexity can make such texes
snpenetrable, a ;

wl ultinately very demotivar
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A compromise position is to sake authentic texts, and to simplify them in
ways which retain their genuine flavour, This is the approach generally
adopted by coursebook writers nowadays. Another alternative is to wrire
classroom texts, but to make them more engaging than the example quoted
above, In fact, with only the slightest change, the text abour Mr West could
be made somewhar more attention-grabbing:

This is Mr West. He has a bag In his left hand, Whaere is he standing? He is
standing at the door of his house, What is Mr Woest going to do? He is going
to put his hand into his pocket. He Is going to take a gun out of his pocket.
He is golng to point the gun at .,

Oune kind of zuthentic text - and one that has been largely under-exploited
in conventional classroom practice ~ s the teacher’s text, The teacher’s story,
the teacher’s travel plans, the teacher’s New Year resclutions, are Lkely to be
of much more interest to the students than these of a character in a
coursebook. The teacher hes the added advantage of being able to talk to
students in language they can understand, and to monitor their
understanding ‘on-line’.

And, finally, the students themselves are capable of producing text. The
students’ texts may be the mast effective, since there is evidence to support
the view that the ropics thar learners raise in the classroom are more Lkely
to be remembered than those introduced by either teachers or coursebooks,

In the following sample lessons, we will see an example of how 1o deal
with each of the four rext sources (the coursebook, authentic rexts, the
teacher, the students), Farther activities designed to exploit learners’ texts
{in the form of classroom conversation) and teachers’ texts (e narratives)
are dealt with in Chapters 6 and 8 respectively.

Lesson 1: Using a scripted dialogue 1o teach the present simple
{Beginners}
The teacher has chosen the following recorded dialogue from a coursebook

to use as a vehicle for introducing the present simple with adverbs of

frequency (e.g. wsundly, always) to s group of beginners.

Joe What do you do on weekends?

pavio:  Well, that depends. During the school yesr, | usually have to study on
Saturdays.

B And how about on Sundays?

o well, we always have lunch together, you know, the whole family.
Then after lunch, | sometimes go to the park and meet my feiends.

IR Gh? What do you do thera?

o Wae play soccer, take a wall, or just talk. After that, { go out. t usuatly
go 1o the movies,

IR How often do you go cut of the city?

o About once a month. My uncle has a smali farm in the mountains, 5o
i sometimes drive up there.

i That sounds nice, Do you go alone?
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Neo, my mom, my two sisters and some of our friends usually go too.
But why do you go?

A lot of things: green trees, clean air, and no people.

Oh, just Hke LA?

: Hal That's a good joke,

from Maple, R, New Wawe 1, Longman, 1988}

o =9 =9

e,

Step 1

The teacher tells the class that she is going to play them a conversation
berween two friends. She asks students to close their books and to listen to
the first part of the conversation and to answer this question: What are they
talking abauts last weekend, next weckend, ar every weekend? She then plays
the tape down to ... and meet my fricnds.’ She allows the students to discuss
with their neighbour the answer to her question, and offers to replay the
section of tape if they wish,

Step 2

Once she has established that the conversation is about cvery weekend she
asks the students to listen to the whole conversation and to pur these words
in the order that they hear them: movies, drive, soccer, go out, study, hnch,
park, walk. (She checks that learners are familiar with these words.) She
plays the whole conversation, allowing learners to check their answers with
a neighbour, and she replays the tape if they seem to be having trouble with
the task. She then checks the task, writing the words on the board in = list
in the order they are mentioned on the tape. For the nouns in the list she
elicits the appropriate verb and writes this up too. The list looks like this:

= led

have iunch

g0 fo the park
play soccer

take a walk

a0 out

9o To the movies
dive

Step 3

She asks the students it they can tell her which of the activities in the list
David does on Saturdays, on Sundays, and about once a month. She replays
the conversation if necessary. She asks one or two other questions about the
gist of the conversation, such as Hhe does be hawve lunch with on Sundays® Why
does be go 1o 1he farm? Whe with? exc,

Step 4
The teacher then asks learners to listen for the following words and to
match them with the words in the Lst an the bhoards wenafly, afieays,
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somzetimes. She replays the tape as often as necessary, allowing students to
check with their neighbeur, and then she checks the tdsk writing the
appropriate adverb against the word on the list on the board. For example:

usually 5’md.y
alwcxys have unch
sometings a0 to the park

i

Step 5

She then asks learners to focus their attention an two of three of these
sentences and to tell her exactly whar the speaker says. She replays the
relevant sections of tape, until learners are able to provide the full sentence,
which she writes on the beard. For example:

we aluys mvz lunch tagether

T jsormetimes| go fe the park.

2 Bk Frared PTG T RS

Step 6

The teacher draws the srudents’ attention to the form of the structure,
underbining the verbs and explaining that the present simple s used for

routine actwvities, She draws a box around the adverbs {a/ways, sometimes '
etc.) and points out that the adverb comes between the subject and the verb,

R P
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Step 7
She then asks learners to write two or three more sentences abour David,
using the above sentence pattern, Le. subject + adverh + verb + ..

Step 8
She then asks the class to open their books, snd she replays the conversation
while they read, checking their answvers to Srep 7.

Step 9
She then invites the students to write four or five orginal sentences about
themselves, using the pattern she has highlighted in Step 6.

Discussion

The first rule in using a text for the intreduction of a new grammatical form
is that the students understand the text, In this case, the teacher has chosen
a text that she hag estimated i5 within the students” range. Ac low Jevels this
will usually mean a scripted text, 1.e. one that has been specially written with
learners in mind. She has also chosen a rext with a high frequency of
instances of the wargeted grammar item. This will help learners notice the
new iremt, and may lead them to work out the rules by induction {see

Chapter 4).
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But simply giving the students the chosen text is no guarantee that they
wiil understand it. Steps 1 to 3 are the checking stage, during which the
teacher guides the learners to a clearer understanding of the general gist of
the text through a carefully staged series of tasks. Note that it is absolutely
critical that the students realise thar David is deseribing routine aceivities, as
opposed to past or future ones. Unless this is checked, students might be
mmisgled inte thinking that the target structure {present simple) is gypically
used to talk abour the past or the fnture,

From Step 4 on she prepaves students to home in on the targer language:
the instanees in the text of present simple with adverbs of frequency,
You will notice how, from Seeps 1 to 3, each successive stening to the
conversation requires learners to attend mwore and more closely to form,
As a rule of thumb, lstening tasks should generally move from a meaning-
focus to u form-tocus,

Having isolated and highlighted the structure in Steps 3 and 6, she then
sets tasks that require learners to demonstrate their understanding of both
the form and the meaning of the new item. Notice that at this production
stage, the progression is from form-focus to meaning-focus. It s as if,
having taken the language item out of its natural hablicar (its context), the
soaner it gets put back into a context, the berter,

Evaluation

The E-factor: The efficiency of this kind of presentation depends very
much on the text being within the Jearners’ comprehension capacity, which
is not abways casy o gauge, Ivis alse essental that the exaraples of the rarget
language are both intelligible by reference to the context, and prominent or
frequent enotgh in the text to be easily noticed. 1f such texts are unavailable
they may have 1o be scripted and recorded by the teacher. This detracts from
the ease of preparation. If texts are 1oo long or wo difficuly, unpacking their
meaning will requive a lot of classroom time, reducing the economy facror,
A furrher problem with rexts railored for language presentation is that they
start to lose touch with realiry, and fal to represent read language use,
Cowrschoole texts have often been eriviclsed on these grounds, However,
assuming the texts wre well chosen or well written, the contextual support
they provide makes learning relatively easy, and this approach therefore
scores highly in terms of efficacy.

The A-factor; Many learners will be famniliar with materials that use texts
o introduce and contextualise new wems of language. Also, the use of
dialogues generally matches learners’ expectations of how lnguage is used
in the real world: people use langluge primarily o talk to each vther. In this
sense 4 text-driven approach s wsually culeurally appropriate. However,
fearners whe experience difficulty 1n understanding recorded texts may find
chis approach frustrating. And, as with any inductive approach {see Chaprer
4}, discovering meaning in texts favours learners who are good at picking
out patterns from examples, Learners who prefer a rule-driven approach
may, however, feel that the use of texts is 2 rather roundabeut route.

www.iféambridge.com




Sample lesson

AHoS Jipl

5+ How {o teach grammar through texts

Lesson 2: Using an authentic text 1o teach the passive {Intermediate)
This teacher has chosen the following suthentic text, Le. a text that was
not written specifically for language teaching purposes, as a vehicle for
Introducing the passive:

DOG ATTACK [
Jessica Johnson was out walking with her husband when she was atracked

by an unsupervised Alsatiun dog. Jessica’s leg was bitten, and she had to !
‘ have stitches in rwa wounds, Two days later, because the wounds had {
E |

becomne infecred, Jessica was admitted to hospital. Even after she was
discharged, she needed further treatment rom her GP - and she was told
1o rest for two weeks,

Jessica is self-employed and her business was affected while she was
sick. Also, the trousers and shoes she'd been wearing at the time of the
atrack were ruined by bloodstains, 2nd had to be thrown away.

Jessica told us, T now wying to get compensation from the owners of
the dog.”

i

{from Asworthy, A. et al, #hich? January 1991) )

Step

Before handing out the text, the teacher tells the class the title of the ardele
(DOG ATTACK) and asks the students in groups to think of and list
vocabulary items that they might expect to find in such a text. These are
weritten on the board, and the teacher uses this stage to feed in words from
the text that might not have been mentioned by the students, e.g. s#izodes,
wolnds, inficted, Slocdstaing.

Step 2

The teacher asks the class to read the text silemtly with a view to angwering
these questions: Hhe awas actacked? Whero? Hosw badly? Who was to blame?
The students check their answers in pairs before the teacher checks in open
class. The teacher asks further questions about the text, such as Fow long
wwas she off work? Whar efber losses did she suffer?

Step 3
The teacher asks the class to rurn the texr over and then writes these two
sentences on the board:

1 An unsupervised Alsation dog attacked har
{ 2 She was attacked by an wsaparvised Alsatian deg.

He asks the class it they can remember which of these two sentences was
used in the text. e allows them to check the tese if they cannot remember,
He then elicits from the students a description of the difference in form
berween the two sentences, identifying 1 as an active construction and 2 as
passive. He points our thatwhile in 1 the subject of the verb (the dog) s the
agent, or actor, in 2 the subjecr of the verb {she) is the person whao s affected
by the action, He elicits the structure of the passive sentence: subject +
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auxiliary verh #o de + past participle. He then asks the students to study the
text again and decide why sentence 2 was considered appropriate in this
context. He elicits the answer: Becaure the woman is ihe topic, or theme, of the
story, not the dog. (Themes typically go at the beginning of sentences.)

Step 4

The tcacher asks the students to find other examples of passive
constructions in the rext, to underline them, and to discuss in pairs or small
groups the rationale for the use of the passive in each case. In checking this
task in open class, the foiiowing points are made:

* The passive is typically used: )
1 to move the theme to the beginning of the sentence, and/or
2 when the agent is unimportant, or not known.

« Where the agent is mentioned, 4y + agent’ is used,

Step 5

The teacher asks the students to cover the text and, working in pairs, to try
and reconstruct it from memory. They then compare their versions with the
original.

Step 6

The teacher asks students if they (or people they know) have had a similar
experience. Having recounted their stories in English they are asked to write
thelr story (or one of their classmate’s stories) and this is checked for
appropriate use of passive structures.

Discussion

The teacher has chosen a text which is both authentic and rich in examples
of the passive. (It Is not always the case, however, that grammar structures
claster in this way) Because it is authentic rather than simplified, the
teacher has to work a linde harder to make it comprehensible, but, for the
sake of presenting language in its context of use, this is an effort that is
arguably worth making, As was pointed out above, authentic texts offer
learners examples of real language use, undistorted by the heavy hand of the
gramnprarian,

In Sweps 1 and 2 the teacher aims to achieve 2 minimum level of
understanding, without which any discussion of the targeted language
would be poindess. As in Example 1, the shife of focus is from meaning
form, and it is in Step 3 that this shift is engineered. But even swhile the
focus is on the form of the passive, the teacher is quick to remind students
hew and why it is used. To consolidate this relation between form and use
he directs them back to the text (Step 4), which they use as a resource to
expand their understanding of the passive. Note that there are one or two
slippery examples in the text is, for example, the wounds had become infected
an example of the passive? In fact, strictly speaking, it is passive in meaning
but not in form. Is Jessica &5 self-emploped passive? This looks like a pussive,
but here self~emploped is being used as an adjective. It is often the case thar
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authentic materinls throw up examples that resist neat categorisation. The
teacher’s choices here include: & removing these from the text, or re-
phrasing them; b explaining why they are exceptions; ¢ enlisting a more
general mle that covers all these uses. Most experienced teachers would
probably opt for plan b, in this instance.

Step 5 rests the ability of learners to produce the appropriate forms in
context. The teacher has chosen 2 writing task rather than a speaking one,
partly because the passive is not used in spoken English to the extent that
1 is m owritten Enghsh, but also because a writing exercise ailows learners
more thinking tme, important when meeting relatively complex structures
such as the passive. They then have a chance to personalise the theme
threugh a speaking and writing activity {Step 6): the writing also serves as
& way of testing whether the lesson's linguistic alm has been achieved.

[ R R -
P SR S SN P PR RPN

Evaluation

The E-factor: This approach is econemical only if the texts are neither too

difficult nor too long, and if they contain typical examples of the wrger

itemn. Therefore the time spent finding the right text, and, having found 1t
designing tasks to make it comprehensible, detracts fom the ease of this
approach. However, assuming the texts are availzble, this approach must

rate highly in terms of efficacy for, apart from anything else, the experience

of successhully learaing grammar from authentic texts provides the self-

direcied learner with a powerful tool for independent stady. Moreover, even

if some learners are already familiar with the targeted item, authentic texts

are usually so language-rich that the student is likely to come awny from the :
lesson having gained In some other way, such as learning new vocabulary. i

The A-factor: Students in many cultures will he familiar with text-based
approaches to language study, and for many students the sense of
achievement experienced from cracking an authentic text will be
metivating, But others, especially at lower levels, may find them daunting,
It may be bettes, in such cases, 1o vse simplified wxts,

ample lesson  Lesson 3: Using student tanguage to veview ways of talking about
the future (Intarmediate)
For this lesson the teacher uses a cassette recorder with @ microphone on an
extendable lead. (She could also use a hand-held personal stereo that
records.) She asks the small class of sbout six learners to sit in a closed
circle; the microphone Is placed In the centre of the cirele; the teacher stands
outside the cirele and operates the cassette recorder herselfl

Step 1

The reacher sets the topic: the coming mid-term holiday. She then waits
while the students (who are familiar with this activity) construct and record
a conversation, utterance by utterance. They do this as if they were having a
natural conversation, taking turns, interrupting, changing topic, and so on,
the only difference being that they pause to rehearse and record each ‘niry’
before the conversation resumes. The teacher’s role Is tw provide the
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language that the students need and to indicate when she thinks they are
ready 0 record their turn,
A typieal sequence might go like this:

EfNsT {8 student):

Arra, what will you do the next faster holiday?

TEACHER: Listen: Ana, what are you going to do this Easter?
ERNST: Ana, what are you going to do this Easter?
TEACHER! Gaod, Again, {She indicates she is going ta record it}
ERNST: Ana, what are you going to do this Easter?

ana (a student): 1 don't know, Maybe I'll stay in the house.

TEACHER! At home.

ANAL i don't know. Maybe 'l stay at home.

TEACHER: OK. {She Indicates she is going 10 racord it}

AMA ! don't know, Maybe Vil stay at homes.

paoto {a student):  And you, Ernst, what are you going to do?
TEACHER! Good. [She indicates she is going to record it.]
PACLO! And you, Ernst, what are you golng to do?

ErnsT (1o teacher):  How do you say the mimes skiing]?

TEACHSR! I'm going to go skiing.

ERNST m golng to go skiing.

TEACHER! OK. [She indicates she is going to record it}

ERNST: I'm going to go skiing.

ot

This produces the

following amount of recorded text:

ERNST! Ana, what are you going to do this Easter?
AAL I don't know, Maybe I'lf stay at home.
PAOLE. And you, Ernst, what are you going to do?
ERNST ' going te go skiing.

Step 2

When the teacher — or the students — decide that there has been a fair spread
of participation, and the conversition has run its course, the teacher directs
the ¢luass to all face the board and the tape Is rewound and replayed in its
entizety. This allows students to appreciate the conversation ss a piece of
continucus text. Note that the amount of recerded material lasts for a much
shorter time than the actual time spent preparing it Twenty minutes of
preparation may yield only two minates of tape. The taped conversation is
then transcribed on to the board. Any errors that got past the rehearsal stage
are corrected.

Step 3

The teacher then draws the students’ attention to features of the
conversation that relate 1o the expression of furure meaning. For example,
she underlines the following:
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She asks the learners 1o identify the different forms and to offer an
explanation of their use in this context. For example, she guides them to the
ruie of thumb that geing fo 15 generally used 1o talk or ask abour things
already planped, whereas wilf is used at the decision-making stage Hsell.

Step 4

Students listen to the recorded text one more fime, following it an the
bourd. The teacher then rubs the texr off the board and the students re-form
in their original circle and improvise the conversation again from memory,
They are encouraged to add more details if they wish,

e

Discussion

This procedure borrows heavily from a teaching method called Community
{or Counselling) Language Learning {CLL) which was first promoted
in the 1970s. CLL aims at centring the langusge learning experience as
much a8 possible on the leamers themselves, giving them responsibility
for the content of the lesson, and engaging not only their intellects but
their feslings ag well, The teacher’s role is essentially that of 2 consuluny,
providing the language the students need in order t express their meanings
effectively, irrespective of the g grammar agenda of the lesson (if there is om)
There is no coursebook as such, nor even & syllabus: topics are initiated by
the students and the teacher decides which language points to focus on from
what emerges in the conversation and taking into account the level and
needs of the class,

1n the modified version of the CLL methodology as deseribed above, the
teacher, who in this case is working from a grammar syllabus, has prf:
selected the theme so as to engineer mstances of the ‘structure of the day’,
1.e. futere forms {Step 1), Cerruin structures lend themselves to this kind of
thematic trearment: Et's not diffieult o imagine a topic that would dwow up
exatmples of the past tense, for example. But notice that the learners are not
directed to use specific forms, by saying for example [ wans you fo wie oing
#o". The focus is very much on meaning from the outset.

The teacher reformulates rather than simply corrects what learner
tmng to say. In other words, her attirude is not so much Thar weas wrong
This is 'z,_‘/wf}'fy showuld say, as I wunderstand what yoi wwant to sap. j/m is Ay
I woudd say ir. The learners use the teacher as a kind of wal ng dictionary
and reference grammar At lower levels and in monelingual classrooms they
would be permitted to express their meanings in their mother tongue and
the reacher would then translare for them.

I Steps 2 snd 3 the teacher takes 2 more directive role, transeribing che
rext (although there is no reason why individual students couldn do (his)
and drawing the students’ artention to features of the text. In arthadex CLL

SR WD A B FINE W E

e

www.ircambridge.com a1




2H0S Jipl

¢ 1o Teach Grammar

Sample lesson

www.ircampbridge.com

this means that the teacher needs 1o be able to make snap decisions as to
what language items are appropriate to focus on. In our example, the
teachers job is made easier because the theme has been pre-selected to
include examples of the targeted structures. The advantage of using the
students’ own text to focus on (rather than a coursebook or other pre-
selected text}, s that the teacher can be sure the students already understand
it. Moreover, they may be more motivated to study the language in their
own text rather than in 2 second-hand one.

Step 4 s o way of returning the text fo the students, while at the zame
time providing an opportunity for 2 more fluid conversation,

Evaluation

The E-Factor: In terms of ease this technique rates high since it needs no
planning nor any materials other than the recording equipment, Of course,
the requirement to provide on-the-spot reformuiations of what the students
are trying to say can be fairly demanding, and is perbaps not recommended
for novice teachers. In terms of time, it may not be the most economical
way of giving grammar instruction, but the opportunity that the conversa-
tion stage provides for creative and personalised language use can have
only positive side effecrs, The fact that the language focus emerges out of
the learners’ conversation means that there is a high level of relevance and
therefore memorability. The efficacy of this approach is, therefore, high.

The A-factor: This technique is most appropriate for a group of about six
students, If there are more than about nine or ten the amount each student
can contribure tails off considerably. In classes where the students ase
reluctant either to take much inriative or to interact with one another, this
rechnique is slow to get going, At beginner and elementary levels it requires
the teacher to be farly proficient in the learners’ mother tongue, so it is
undikely to work well with low level multilingual classes. On the other hand,
with gmall classes of either intermediate level students, or of monolingual
beginners where there 15 2 good class dynamic, this approach works very
well if not used excessively.

Lesson 4: Using a dictogloss o teach would for past habits (Upper
intermediate)

A dictogloss is a form of dictation, but one in which the students hear and
reconstruct the whole text, rather than doing so line by line.

The reacher has decided to use a spoken text as a context for wen/d In 1t
past habitual sense (e.g. When we lived in Canada we would offen go kavaking
..}. The rechnique bhe uses involves the students collaboratively
reconstructing the text from memory and then comparing it with the
origimal. Both the reconstruction phase and the comparison phase
encourage a strong form focus = good for alerting students at this level to
features of the language thar might ordinarily pass them by,
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Step §

The reacher sets the theme by introducing the topic of summer holidays,
After chatting about this for a few minutes, he then says T am going to tell
you about how [ spent my summer holidays as 2 child in Australiz. T wanr
you to listen and, as soon as I have finished, T want you to write down any
words, phrases or sentences that you can remember, Fle then tells them the
following:

“When | was a chitd we used to go camping every summer. We'd choose a
different place each year, and we’'d drive around uptil we found a beach we
liked. Then we'd pitch our tent, as near as possible to the beach. We'd
usttally spend most of the time on the beach or exploring the country round
about. We naver went to the same beach twica.’

Step2

At g cue from the teacher, the students individually write down as much as
they can recall, whether it be Individual words or groups of words. The
teacher then tells the class, working in groups of three, that he wants them
to compare with each other what they have noted down, and to try and
reconstruct the text. During this strge be is available to answer guestions
about vocabulary, e.g. pitch @ send, but does not Intervene in the construction
of the text,

o §AER e A e E

o

Step 3
The teacher chooses a student to act as the class scribe’ and to write their
reconstructed version of the text on one half of the board, incorporating the
suggestions of &l the students in the class, Again, the twacher does not
intervene at all, unless to answer relatively minor questions about
vocabulary and spelling.

This is an example of 2 text that the students might produce collabora-
tively:

T SRR VS, W oY

s 4 o, 5

|

! When T was a chid we used To go Yo camping in e

[ awmmec, We chonsed a different place each spac.
We drove ot we found a beach which we tked, Then we
prtehed a -terrt, as nead o the beach as pos
We ustd To spend most of Yhe Time on fve beach of

E_ expiofing the. courtry around. We never wert to the

{_ same beach fwice.

it

Siep 4

The teacher then projects an everhead transparency of his original vexr (o7,
in the event of not having an overhead prajectar, writes it on the board, next
to the students' reconstructed version), and asks them to identifv any
differences berween the two texts. They are quick to notice differences in
word order and the substitution of wsed /5 for wsteally in the second-to-Tast
sertence. They are siower 1o notice the four contracred forms of wonld (wed
choage .. wedd drive ., etc). The teacher challenges them to expliin what
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these represent and individual students hazard 2 guess that they are
examples of the past perfect, or of the second conditonal. The teacher
gently rejects these explanations, and briefly explains the use of would to
express past habits,

Step §
The students write their own texts, of a similar length and style, abour their
own childhood holidays, which they then exchange and discuss.

Bhiscussion

The technique on which this lesson is based is variously called dictegloss,
dxcm{,uznp or grammar dictation. Unlike traditons] dictation, where the
text is read and transcribed clause-by-clause or sentence-by-sentence, the
dictogloss technique requires learners to process the whole text at once. To
do this, they have to capture the meaning of the text, although they may not
be able to recall the exact forms in which that meaning is conveved. That is,
they understand the teacher’s account of his holidays, but they don't have a
word-for-word memory of exuctly what he said. 5o, when it comes
reconstructing the meaning of the text, they tend to draw on forms which
they are already familine with (e.g. we drove rather than weld drive). When
they compare their version of the text with the original version, they are
well- pmitirmcd to notice the difference betwveen how they expressed the
meaning and how the teacher himself expressed i, The difference berween
wwe drove and wed drive | is one instance of the difference berween their
gramumae and the teacher’s {or target) grammar It is important for the
learner to notice the differences for themselves, as we have seen before, in
order for them ro make the necessary adjustments to thelr mental grammar,

It is essential, therefore, that the text should be short, and within their
general level of competence -~ apart, that Is, from the inclusion of the
targeted Tanguage form, For this activity, therefore, prepared toxrs will
p;(ﬂ bably work better than authentic ones. But the delivery should alm for
authenticity, and, if possible, the teacher should try to ‘tell’ the rext at Step
1 rather than Gmmlv read it aloud, in order to engage the students’ attention
more directly Tv may be necessary to re-tell the rext once or twice: the
tencher will need to monitor his students carefully in order w assess their
comprehension,

Tris also tmportant thar learners are given a chanee to collaborate on the
reconstruction task at Seps 2 and 3t the discussions they have ar this stage
abeut the appropriacy and accuracy of lurguage forms are a valuable
AWUTETICS S ﬁm(r nppmtumt\'

Step 4 15 fuct 1tit:~d by the use of an overhead projector, bat this 13 not
cssential. The teacher could write up his own version, or distribute it in the
forms of o handout. Tt is Important that learners are ¢ IC‘U' as to the nature of
the difterences betnween their own rext and the original. That is, their version
may include acceptable alternatives (o beach which we filed for o beack we
Itbed), or parts of it may be unaceeptable (we wsed 1o go 1 m;zﬁ'nq for wwe wsed
in g camping). Learners should bc encouraged to ask questions sbout their
tents inorder to clarify the nature of these differences.

www.iggambridge.com
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Evaluation

The E-Factor: The role of noticing 25 a prerequisite for learning has been
emphasised in the recent literature on second language acquisition (see page
18), and the dictogloss technique provides a useful means for guiding
learners towards noticing the gap berween their present language
competence and their target competence. It also allows learners at different
levels to notice different things. Therefore, on the grounds of efficacy i
rates high. It is also relatively easy to set up, although not all stroctures can
be worked into a short text so naturally. In terms of economy the activity
makes good use of time, and ensures learners are working collaboratively on
language production rasks at an early stage in the lesson.

The A-factor: Some learners find the challenge of reconstructing texts from
memory forbiddingly difficuly, especially if they view it as a test rather than
a learning exercise. Such learners need to be prepared gradually for dicto-
gloss tasks, by means of using very short texts (even single sentences), or
texts that they have already seen In their written form. The teacher can also
atlow thermn repeared hearings and can give them some explanation as to the
purposes of the task, and suggests strategies they can use to perform ir.

Lasson 5 Using genre analysis to teach reporting language
{intermediate)
Language is context-sensitive, as we have seen. To understand language we
need to have some knowledge of its contexr. Context can alsa determine the
kind of langusge that is used. For example, a request for a loan will be
worded differently if it 1s made to a friend rather than to a bank manager.
The study of the ways in which social contexrs impact upon language
choices 15 called genre analysis. A genye Is o type of text whose overall
structure and whose grammatical and lexical festures have been determined
by the contexts in which ir is used, and which over time have become
institutionalised.

In this lesson, the teacher is using a relatively recent genre - the Internet
news bulletin — o teach wavs in which news is reported,

Step 1

The teacher dictates the following words o the class, and explains that they
are the key words in a news story. The students are encouraged to ask about
the meaning of any unfamiliar words and then, in pairs, o try to imagine
what the story s about:

monkey escaped Thursday
00 missing spokesrnan
enclosure attacked staff
vandals loose 5ays
sighting children’s night
twelve
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Step2

?I;vm}g chc1t§d s0Mme of the students’ predictions, the teacher presents the

}ovowgn% aut wratic rcxrsdt? the class and establishes that they are separate

news bulleting taken at different times fro Inter e TV

e 1 m an Internet website {TVINZ
. She g students to try to put the th i

We ‘ . L ree texts in t rob:

cheonological order in which they appeared. i the probibie

]

Concern for missing monkey

Sraff at 2 New Plymouth zoo sy thiey are becorning concerned

|
i about the safety of a missing maonkey.

The capuchin monkey escaped from the Brooklands Children’s
7o on Thursday night after vandals attacked 1t enclosure.

Zoo spokesman Anthony Joines says staff say they are parteu
farly worried the monkey might eat something poisonous.

[

Sighting of missing momkey B

There has bee ke
ag o1y a sighting «
Plymouth zoo. ghting of

i< 1110111\(;5 I]lS’ing from 4 \J.‘EW'
] W(:'I\(f C:I,L'tthiﬂ moe I{t"-9 EC7 <
C ; n B C‘C'lptfd f{()
. m t} < Bl i(I ]idS
g ar ]fldals 3LE\L hf_lf ﬁdosm on I ﬁedc ¥
Cflé’ & 4: O arter v d I 1 C 2l € L4 ] Urscia

nig
1%1;1 All ]:;(ut one have been recaptured
0 spokesman Anth i ‘
: ony :

e o b A1 :ml;'{zosf(z;es sayslthe maonkey was seen near

rearn will head ir §avs as soon as there | ighting,
m will head into the bush to search for it ' another sighting,
searc it h

Monke still on the loose

The hunt continues i New Plymouth for 5 monkey missing from

a 700
The capuchin monkey has been on the logse since vandals

| artacked its enclosure at the Brooklands Children's Zoo on
| Thursday night. All 12 monkeys in the enclosure got out but 200
1 staff managed to catch 11 yesterday.
| 7Zoo spokesman Anthorny Joines s

ays the monkey will be able to
1 survive on leaves, herries and bark, but it will be gettn

g lonely.

|
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Step 3

The teacher checks this task, drawing atrention to clues in the text. For
example, the use of the indefinite article in « monkey in the first sentence of
texts A and (), suggests that it pre-dates references ta the monkey in toxt B,
The greater concern for the monkey’s well-being in text A suggests that it
follows text C, And, in fact, the actual order is C, A, B.

Step 4

The teacher then asks the students to use the evidence of all three texts to
generalise the function of each paragraph. These functions are summarised
briefly as being:

Paragraph 1: to report the current situation or most recent event,
i.e, the UPDATE

Paragraph 2. to sketch the BACKGROUND to the story

Paragraph 31 to report an insider's VIEWPOINT

Step 5
The teacher asks learners to use the evidence of all three texts to identify the
language features of each paragraph. Again, these can be summarised an

UPDATE: present tenses (either present simple, continuous or perfect)
BACKGROUND: mainly past simple
VIEWPOQINT: indirect speech; modal verbs (wifl, might)

L T N et LR E =l

B PR BT shag ¥ L s A

Step 6

The teacher asks leamners to bmagine the outcome of the story, and o wrive
the fourth and final news hulletin. They are reminded to use the pattern
UPDATE ~ BACKGROUND - VIEWPQCINT, and to choose their tenses
accordingly. Students work in groups, One group deing this activity
produced the following story:

Touy fex monize,cj's captuce

Sraft at Hre Mew ijmomh 7.00 have been able o
catch tne momhmj Mhssing.

Tris mml&!ﬁ was on e loose Delavss some vandals
attacked the fT\C){“!‘L’_E,,ij;%I enclosore. on 'Y‘nur:scjmj gt
Fleven of the twelve which escaped coud be Caugnt
UICI A,

Loo spokesman Antrony Jornes saus staft s very
happy and ke fharks citizens for their velp. He ropes

i neves happens again.
- ——
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Step 7
The reacher supplies students with the final story as actaally reported.

n N g or five
The monkey that has been on the foase in New Plymouth for 1
ays has been shot dead. o Lt |
! yfhe‘ capuchin monkey was the last ofg,?éz’l};éh L’SC%%ZCI 1 1
: s ] .
A un enclosure at Broeklands Lnudren o
wandals artacked an enclosu . dserls 200 edin
7 cman : Toines says the monkey was §p
Zoo spokesman Anthony Joir 3 s 5] o
1 we J y to coax it to
1o Pukekura Park and a bid was made to try
nearby Pukekura Par E oty Kk Lo e \
food }iaced with scdatives. Flowever he says o Became clea \
il

Y D ;
% Escaped monkey shot dead
\

ot v 1i o intent 01 foll gy St ang tf wWas I‘Ll((’i“.ﬁ
$ ff j was de ¢
o }\LJ ks [ 0 3{ 53( \g i 4

shoot it R E———
S

Discussion

A genre is a text-type whose features have become conventionalised over
time. A sports conunentary, an e-mail message, a political speech, and {as in
the texts we have just been looking at) an Internet news bulletin are all
examples of different genres. Instances of a genre share common
characteristics, such as their overall organisation, their degree of formality,
and thelr grammatical features. These characteristics distinguish them from
other geares. A genre analysis approach not only respects the Integrity of
the whole text but regards the features of a text as being directly influenced
by its communicative function and its context of use. Thus, the way the text
is organised, and the way choices are made at the level of grammar and
vocabulary, will be determined by such factors as the relationship between
speaker and listener (or reader and writer), the topic, the medium (eg.
spoken or written), and the purpose of the exchange. For example, the
‘monkey’ rext would take a different form if it were a phone conversation
between the zoo owners and the police, reporting the incident. The
implication of a genre analysis approach is thar grammatical choices are not
arbitrary but are dependent on higher order decisions, e.g. the kind of text,
the audience, the topic. Whereas traditionally it has been the custom to
reach grammar independently of its contexts of use, 2 genre analysis
approach sees grammar as subservient to the text and its soctal function, It
is therefore best taught and practised as just another feature of that kind of
text,

As in all rext-based presentavion, it 18 essential that students have a clear
grasp of what the texts are about. The prediceion task {Step 1) and the
ardering task {Steps 2 and 3} are means to this end. (In this instance, gerting
the right order is of less importance than the fact thar the sk forces
students to attend very closely to meaning.) The advantage of having several
exunples of this particular genré allows the teacher ra guide the students 1o

g1 ,
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discovering its generic fearures (Steps 4 and 5), including such grammar
items as the use of present renses, past simple and modality. These
grammatical features are treated, not as ends in themselves, but as choices
determined by the nature of the geare. It is imporrant, therefore, to relate
them to the function of cach paragraph and to show how each paragraph
relates to the overall function of the text: Le. breaking news. This is why the
rext begins not with the background but with the update. This in turn
determines the use of present tenses in the first seatence. Step 6 provides
students with an opportunity to apply these features in the construction of
a whole text: they can also mine the previous three texts for other generic
teatures,

Evaluation

The E-factor: Because a genre analysis approach takes a texc-level view of
language, it takes on board many more features than simply grammarical
ones, and this suggests thar it is very economical. However, there is a
danger that the lesson can wurn into alf analysis and no synthesis. That is,
too much time can be spent identifying and explaining features of the text
that no time is left to use these discoveries to create new texts. Also, it is not
abways easy to find texts that are both representative of 2 genre and also at
a level accessible to any but advanced learners. The efficacy of such an
approach will depend on how easily text features can be pulled out of their
contexts and highlighted. Where there is more than one example of 2 geare,
as in the sample lesson above, this 3 much easier since all the teacher has to
do Is to ask the learners to compare the texts und find features that they have
in common,

The A-factor; Where learners’ needs can be fairly accurately predicred, a
genre analysis approach will probably be very useful, especially for prepasing
them for formal genres such as business presentations or academic essays.
General English students, especially at lower levels, may find the amounr of
language data overwhelming, and hence find it difficult to see the wood for
the trees. They may also find it somewhar contrived to be producing
examples of genres that are ~ lke news bulleting ~ fairly specialised.
Nevertheless, it could be argued that, even i students never have 1o produce
texts such as news bulleting, the exercise of writing one will make therm
better seaders of such texts, and, by paying greater attention to the overall
structure and function of texts in general they will become betrer writers.

i this chapter we have discussed the way that

» language is cortext-sensitive; which is to say that an utterance
bacomes fully intelligible only when it is placed in its context; and

= there are at least three levels or layers of context: the co-text (that
is, the surrounding text); the context of situation (that is, the
situation in which the text is used); and the context of culture {that
is, the culturally significant features of the situation}, Each of these
types of contaxt can contribute to the meaning of the text,

48
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Loaking ahead
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The implications of this context-sensitive view of language on
grammar teaching are that:

e Grammar 5 bast taught and practised in context.

= This means using whole texis as contexts for grammar teaching.

We have locked at a number of ways of using texis. Some of the

advantages of using texts are the following:

» They provide co-textual information, allowing learners to deduce
the meaning of unfamiliar grammatical items from the co-text.

o if the texts are authentic they can show how the item is used in real
cammunication.

+ As well as grammar input, texts provide vocabulary input, skills
practice, and exposure to features of fext organisation.

+ Their use in the classroom is good preparation for independent
study.

» If the texts come from the students themselves, they may be more
engaging and their [anguage features therefore more memoerable,

Texis are not without their problems, however. Notably:

= The difficulty of the text, especially an authentic ane, may mean
that some of the above advantages are lost.

+ The alternative - to use simplified texts — may give a misleading
impression as to how the language item is naturally used, again
defeating the purpose of using texts.

s fot all texts will be of egual interest to students.

o Students who want quick answers 16 simple questions may consider
the use of texts to be the ‘scenic route’ to fanguage awarenass, and
would prefer a quicker, more direct route instead.

No single method of grammar presentation is going to be appropriate
for all grammar items, nor for all learners, nor for all learning
contexts. A fot will also depend on the kind of practice opportunities
that the teacher provides. In the next chapter we will look at a range
of practice types.
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Practice

Accuracy

Fluency

Restructuring
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Sample lesson 1 Practising how muchihow many? using a
sequence of oral drills

& Sample lesson 2: Practising the third conditional using written

axercises

Sample lesson 2: Practising can using an information gap activity

PR e TR rE AN

B o et I

2 Sample lesson 4. Practising the present perfect using a
personalisation task

&  Sample lesson % Practising the passive using a grammar
interpretation activity

& Sample lesson 8 Practising going to using conversation

Practice  So far we have been looking at ways of presensing grammar, But, as with any
skill, simply knowing what to do is ne guarantee that you will be able to do
it, or that you wilk be able to do it well. Teachers will be familiar with
learners whe are fast and fluent speakers, but whose language is practically
unintelligible because of the errors they make. There are also Jearners whose
language is virually error free, but who are painful to interact with because
the production of every word is a struggle. A happy balance would be
learners who are able to fine-tune their output so as to make 3t intelligible
but who, at the same time, are equipped with a core of readily available,
falrly automatic, language, so that they can cope with the pressures of real-
time communication, It s the purpose of practice activities to target these
rwo objectives: precision at applving the system, and automisation of the
systemn. These two objectives are called, respectively, recuracy and fluency.

There is a third type of student: the one whe Is reasonably intellgible and
at the same time flueny, but who ean express only a relatively limired range
of meanings. If such students are going w0 make any headway in the
language, it is not enough simply to be able to speak fast and avcurately.
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They alse need to be able to reorganise (or restructure) what they know in
order to make it more complex. Practice activities may also provide this kind
of learning opportunity: through practising the grammar, learners come up
against siturtions which force them to reorganise their current knowledge.
So, a third objective of practice is directed at restructuring — at integrating
new knowledge into old,

Acguracy  Toachieve accuracy the learner needs to devore some attention to form, Le,
o ‘gerting 1t right’, Attention is = lmited commeodity, and speaking in a
second language is a very demanding skill, Learners have only hmited
attentional resources, and it is often difficult for them to focus on form and
meaning at the sume time. There is inevitably some trade-off between the
twe, So, for learners w be able ro devote attention to form, it helps if they
are not worrymg too much shout meaning. That suggests that practice
activities focused on sccuracy might work best 1f learners are already familiar
with the meanings they are expressing. This, in turn, suggests that expecting
learners to be accurate with newly presented grammar 1s 4 tall order. It may
be the case that accuracy practice should come later in the process, when
learners have been thoroughly familiarised with the new marerial through,
for example, reading and listening tasks.

As we sald, accuracy requires attention. Attention needs time, Rescarch
suggests that learners are more accurate the more time they have available.
They can use this time to plan, monitor and fine-tune their outpur,
Therefore rushing students through accuracy practice activities may be
counterproductive. Classroom  activities traditienally associated with
accuracy, such as drilling, may not in fact help accuracy that much, especially
where learners are bring drilled in newly presented material,

Finally, learners need to value accuracy. That is, they need to see that
without it, they risk being unintelligible. This means that they need
unambiguous feedback when they make mistakes that  threaten
intelligibiliy. By correcting learners’ erross, teachers not only provide this
feedback, but they convey the message that accuracy is important. Knowing
they are being carefully monitored often helps learners pay more atrention
1o form.

To swrumarkse, then, & practice activity which is good for improving
accuracy will have these characreristics:

+ Attention to form: the practice activity should motivate learners to want
to be accurate, and they should not be so focused on what they are saying
that they have no left-over attention to allocate to how they are saying it

« Familiarity: learners need to be familiar with the language that they are
trying to get right,

* Thinking time: monitoring for accuracy s easier and therefore more sue-
cessful if there is sufficient time available to think and reflect,

= Feedback: learners need unambiguous messages as to how accurate they
are ~ this traditionally takes the form of correction.
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Flugncy  Fluency is a skill: it is the ability to process linguage speedily and casily.
Fluency develops as the learner learns to automise knowledge, One way
they do this is to use pre-assembled chanks of language. Chunks may be
picked up as single waits, in much the same wiy as individual worde are
learned. Common expressions like Whark the matter? and Dr'you bnow whar
Tmean? are vypically learned as chunks. Chunks may also be acquired when
utterances are first assembled according to grammar rules, and then later
automised, Fluency activities are aimed at this process of automisation,

Too much attention to form may jeopardise tiuency. 5o practice activities
aimed at developing fluency need fo divert attention away from form. One
way of doing this is w design practice tasks where the focus is primarily on
meaning. By requiring learners o focus on what they are saying, less
attention is available to dwell on how they are saying it. In this way, the

conditions for sutomisation are created. fin
One way of engineering a focus on meaning is through the use of i
information gap tasks. Real communication s motivated by the need o B
bridge gaps: I need to know something ~ you have the information - I ask =
you and you rell me. In information gap tasks the production of language is v
motivated by a communicative purpose, rather than by the need to display by
gramumar knowledge for its own sake. A communicative purpose might be: A
to find something out, or to get someone to do something, or to offer to de [
something. It follows that the exchange is a reciprocal one ~ there is us by
much 2 need to listen as there is to speak. This, in turn, means that speakers VE
have to be mutually intelligible (not always a condition in drill-type ! ? .

activities). Furthermore, there is an element of the unpredictable involved =
~ what if you don’t have the answer I am locking for, or you refuse my '
request, or you reject my offer?
Adl dhese elements ~ purposefulness, reciprocity, murual intelhigibility, and
unpredictability - are features of real-life communication. Classroom tasks
that incorporate these features are known 15 communicative tasks and help
prepare students for the cut-and-thrust of real communication, But more
than that — because they are message-focused they serve to shift the learner’s
attention away from a concern for form, and in this way they help develop
fluency. :
To summarise: where fluency s the goal, practice activities should have
these characteristics:

+ Attention to meaning: the practice activity should encourage learners to
pay artention less to the form of what they are saying (which may slow
them down) and more to the meaning,

* Authenticity: the activity should atterpt o simulate the psychaological
conditions of real-lifé language use. That is, the learner should be
producing and interpreting language under real-time constraints, and
with o measure of unpredictability.

¢+ Communicative purpose: to help meet these st two conditions, the
activity should have a communicative purpose, That is, there should be a
buile-in need to inzeract,

www.ircambridge.com 23

D s s i



AH0S Jipl

“How 1o Teach Grammar

+» Chunking: at east some of the language the learners are practising should
be in the form of short memorisable chunks which can be automised.

+ Repetition: for automisation to occur, the practice activity should have an
element of built-in repetition, so that learners produce a high volume of
the targeted forms,

Restructuring  Restructuring involves integrating new information into old. Traditionally,
restructuring was meant to happen at the presentation stage. That s,
learners were expected to learn a new rule, and straightaway incorporaie It
into their ‘mental grammar’. More recently there has been some scepticism

- as to whether this really happens. There is & growing belief that
restructuring can oceur during practice activities. One school of thoughs
argues that comumunicative activities (such as information gap tasks) provide

a fertile site for restructuring. This is because such activities problematise

fearning: what if you don’t understand my question, or I don’t understand

- your answer? ‘This communication breakdown forces the learner to take
stock and re-think. In turn it offers the potential for negotiation.

Negotiation of meaning ~ the collaborative work done to make the message

comprehensible — is thoughe to trigger restructuring, In fact, some carly

proponents of the communicative approach considered that this was all that
was necessiry for language acquisition to mke place.

Restructuring is sometimes experienced by learners as a kind of flash of
understanding, but more often, and less dramatically, 3t is the dawning
realisation that they have moved up another notch in terms of their
command of the language.

Practice activities designed to ald restructuring might have these
characteristics:

» Problematising: having to deal with a problem often seems to trigger
restructuring. For example, when learners are put in a situation where the
message they are trying to convey is misinterpreted, they may be forced
to reassess their grasp of a rule. Moreover, the input they get as they
ncgotizzrc the meaning of what they are trying to express may also help
reorganise the state of their mental Frammar.

* Pushs the acrivity should push learners to ‘out-perform their competence’
—~ that 1s, to produw or undcrsrand anguage that is a notch more complex
than they would normally produce or understand,

» Seaffolding: there should be sufficient suppert (or scaffolding) to
provide the security to rake risks with the language. This means the
practice activity should try to balance the new with the familiar.
Scaffolding could, for example, take the form of telling a familiar story
but from a different perspective, Teachers often pr{mde students with
scaffolding in the way they interact with them, repeating, rephrasing or
expanding what they are saying in order to carry on a conversation.

Few practice tasks, whether their objective is accuracy, fluency, or

restructuring, are Hkely to meet all of the criteria listed above. On the other
hand, some tasks may incerporare features thar suit them to more than one
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objective, e.g both fluency and accuracy, Not all fearners will respond in the
same way to the same activity: differences in ability, learning style and
mativation will affect the degree to which they engage with the sk, This
suggests thar teachers need o be familiar with a fairly wide repersoire of
practice activities, [t also suggests that Hme spent in presenting new
language should not be at the expense of time that could be speat on pro-
viding a useful variety of practice activities,

Sample lesson 1: Practising how much/how many? using a sequence
of oral drills {Elementary}

Grammar practice is often associated with drilling. In this example, the
teacher of an elementary class has presented dow much? and how many? with
uncountable and countable nouns respectively, and is now providing
practice through a sequence of different types of drills.

Step 1
The teacher says the following seatence two or three dmes:
Fow maich mitk have we got?

Az a given signal, the class repeats this in chorus. Then the reacher indicates
te individual students to repeat it Ie corrects pronunciztion where
necessary.

Step 2
The teacher repeats the searence and the ¢lass choruses it again. Then the
teacher supplies the prompt:

rice
and indicates to a student to supply the response:
How much rice have we got?

The teacher supplies further prompts, such as weas, suice, sygar, spagherti
ete, and individual students provide the cosrect response. Note that all the
examples (meat, fuice ere.) are uncountable ~ Le. they do not nermally have
 plueal form.

Step 3
The teacher repeats Step 2, but this time uses pictures (of mear, juice et¢.)
rather than word prompts,

Step4
The teacher repeats Step 1, burt this time with the sentence:
How many hananas have we got?

The teacher then supplics prompts that are countable nouns, such s
potarees, cpes, onlens, fomartacs e, Initially the prompts are wards, and then
plctuires,
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Step s
The teacher then supplies prompts that are a mixture of countable and
uncountable nouns, first words and then pictures. For example:

TEACHER! egys
STUDENT 12 How many eggs have we got?
TEACHER! meat

STUDENT 20 How much meat have we got?
TEACHER: coffee

STUDENT 3 How much coffee have we got?
TEACHER! apples

sTURENT 4 How many apples have we got?
ete, '
Step b

The reacher distributes pictures to the students, who in pairs test each other.

Discussion

This sequence represents a classic progression through very controlled to
less controlled drills, Notice that ‘tentrol has two senses here: the language
is controlled, that is, the learners have no choice in the language they are
using; and the interaction is controlled, that is (until Stage 6 at least) the
teacher dictates who speaks and when, These two types of control were
considered essential in andiolingual practive if learners were to gain control
{a third sense of the word) over the targered sentence pattern.,

Step 115 an example of an imitation drill, in which the students simply
repeat the teacher’s model, first in chorus and then individually. Step 2 s a
stmple substitution drill, in which one element of the model is replaced by
an itern thar fills the same slot, Note that it is in fact not necessary to
understand the meaning of the slot-filling items at this stage. This is why
the teacher inroduces visual prompts (Step 3), which direct some atrention
on Lo rmeaning,

Step 4 repeats the process with a contrasting sentence pattern: bow many?
as opposed to hotw much? Step 5 brings the two patterns together and
requires the students to make the countable/uncountable distinetion so as to
be able to make the necessary adjustments to the structure. This kind of drill
is called w variable substitution drill, in thae the response will vary,
according to the prompt. Again, to ensure students really are attending 10
meaning, pictures are substituted for words. In Step 6, the teacher satisfied
that students have 2 measure of contro! over the distinction hetween o
muckh? and few many?, relases control of the interaction, and allows the
stucdents to practise {n pairs, thereby increasing the quantity of practice they
e g(’lfl“g.

Evaluation

The E-factos; Drilling is easy to do, onee students are used to it and the
teacher has mastered a few busic techniques such as giving 2 clear indication
s to when an individual response, as opposed to a class one, is required,
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Some planning time needs o be given to the choice of prompts, and the use
of picrures can be a drain en preparation time, but an the whole drilling i
one of the easiest techniques o learn. It s also an economical way of
practising grammasy, since it requires litde effort on the part of the teacher
but quite a lot on the part of the students, especially if the drill is of the
variable substitution type. It also allows the teacher to attend very closely to
the accuracy of students’ responses. Finally, drilling has wide applicability, in
that aimost anything can be drilled.

The efficacy of drills, however, is more questionable: as was pointed out
carlier, drills are ‘craditian;ﬂly associated with accuracy practicc and typically
follow close on the hetls of grammar presentation. This may be asking a lot
of learners, however, since the enforced production of newly met items may
deflecr attention away from the brain work that is necessary for
restructuring to take place, In other words, the requirement of ‘getting their
tongues round it’ may be at the expense of ‘getting their minds round it",
Drills may be more effective for fine-tuning language thae learners are
already faicly familiar with. Drills could thus come at the end of a teaching
cycle rather than at the beginning, and act as a means of tidying ap language
that is still a bit ragged,

Another purpose drills may serve 5 to ald automisation of langeage
chunks, In this sense, they are really a form of fluency practice, since they
help the learner to store language as memorised chunks, which are more
speedily and more easily accessed than gramunar rules. There s a limiz,
however, to how many chunks 2 learner can memorise. Perhaps drills should
be reserved for high-frequency and formulaic items such as funcional
language {Would you like...? How abous... %) and conversational routines
{(Did you hawe g nice weekend? Speak to you later etc),

The A-factor; Learners who come from educational backgrounds where
rote learning and repetition are common practice will feel comfortable with
drifling. On the other hand, others may assoctate drilling with the infant
schoolroom, and consider it out of place in an adult learning context.
Certainly, when drilling is done to excess, and in the absence of other, more

comynunicative kinds of practice, tedium can sct in, cancelling out any of

the likely gains.

Lesson 2: Practising the third conditional using written exercises
{Upper intermediate)

The so-called third conditional (5 ] badd knosen you were coming, I 2
Bave baked a cake) is typically taught at a relatively advanced stage, both
because of its syntactic complexity =md because it expresses 4 concept that is
itself fairly oprque, 1.e. hypothetical past time. It is not a structure that is
easily pid«ﬁd. up C\mel} through exposure, and is probably best le arned
thmugh the conscious study and mphmtmn of rules. In this examp le, the
teacher has chosen to focus attention on it through a series of written
exercises.

www.ircambridge.com 97

il

AT

g

5

e ] e




AHas gipl
.?-%aw to Taach Gramimar

Step 1

The teacher distributes cards to different students, on which are written the
following words: STUDIED, PASSED, HAVE, HAD, TF, HE, JACK,
SWOULD, and asks them to stick them on the board to form a sentence, e.g.

E;_] [1ack | [HAD ] quﬁ‘umm] HE.] }WQULD] [HAVE] | PASSED |
d i I oo

The teacher numbers each word:

L2 3 4 5 5 7 8
e _ L .
1 ) [1acK | [1ap F&TUWED% | HE | |wouLp] HAVE] PASSED
PR | — i

The teacher then distributes further word cards, and invites students to
place them in the appropriate column (1~8). For example, JILL, HADN'T,
WORKED, FAILED, SHE, WOULDN'T, BOB, DRIVEN SLOWLY,
HAD AN ACCIDENT, MARIA, TAKEN A TAXI, BEEN LATE, This

restalts in a table that looks something like this:

1 2 3 4 5 & 7 2
e A | P — (e | Tworen] [savel [passen |
te | [jack | [wan]  [sTumien 5 | [wourn] [ave] [passeD
sz,.i] E&;\DN’T] WORKED SHE| WLED]
[ 508 | [ DRIVEN SLOWLY [WOULDNT]  [HAD AN ACCIDENT|

T T :
E\MRL:\WI' | TAKEN A TAX1 { BEEN LATE
e

Step 2
The teacher then asks students to use the table to write as many sentences
as they can, working in pairs. Sample sentences include:

I Tl vadn b stodies, sre wodd nave faled.

£ Peb had arven slowly, he wadldn + have bad an accident,
T4 dadia mad ttaken a e, she wouldn 't bave been late.
IF Maria badn't driven slowly, she woddn't rave been late.
If Jack had worked, he wouldn t have had an accident.

Students read out their sentences and the teacher checks them for accuracy,
as well as eliminating Hlogical sentences.

Step 3
The teacher dicrates the following siruation and asks learners to choose 2
sentence from the table that completes it:
Jack had an exam fast weel. He didn't study for the exam, so he didn't pass.
if ...

Pessible compledons are I Jack bad sindied, be wonld hove passed or ... be
T i jack )

woouldn't have failed.
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The teacher then asks the learness, still working in their pairs, to choose
four of their sentences (from Step 2} and write a sirvation for each sentence
ending in an incomplete J7.. sentence, as o the teacher's example in ‘Srr.p
3 Havmg written their siruations, rhey then exchange them with another
pair, and complete the IF .. sentence that each gitvation generates. They
return the sentences for checking.

Step 4

The teacher then hands qut 2 worksheet of sitations for which students,
working in pairs, devise new sentences using the third conditional. For
ﬁ}iﬁmpiﬂ:

table. When they arrived the restaurant was full and they didn’t ges
a tble. IF ...

2 Chris went for a walk, He didn't takee an umbrella. It starred raining
and he got wer. Zf ..

3 Lisa had a lowery dcket, number 2378, Bur she Jost it Ticket
number 2378 won. The winning prize was a trip to Paris, [ ...

Discussion

The teacher has adopred an approach to grammar practice that is more
thonghtful than the drill-type practice of Sample lesson 1. It is an approach
based on the wiew that accuracy requires an element of reflection,
Reflection, in tum, requires time and attention, and is therefore perhaps
better mediated through written, rather than spoken, exercises. The
challenge to the teacher s to make these written exercises invelving,
interesting, and collaboradve,

So, in Srep 1 class ateention is focused on the correet ordering of eloments
in the sentence - that is, how words are ‘chained’ together. Avention 15 also
directed ro the ‘slots’ in these chains — the words that ¢an substitute for ether
words in the chain {see Chapter 1, page 2). Together, these chains and slots
make up the horizontal and vertical elements of' ¢ substitution table, which
acts as 2 kind of sentence generator (Step 2). So far, however, the focus has
been almost entrely on form, and there 33 no guaranter thar learners
understand the conceprs underlving the senrences they have generated. I js

therefore important ta awach meaning o these sentences, henee Step 3,
which mmpcls learners to provide a mini-context for their sentences,
testing their own understanding of the structure as well as allowing them w
test each other. (In monolingual classes it would also be possible 1o elicit a
mothcr~to:1_gue rranslation of the sentences they come Up with.} Sa far, the
practice has been very controlled in eerms of language. ‘Smp 4 allows
fearners  little more freedom, although they are still limited to the form of
the third conditional, A natural f'o!!tm ~on to Step 4 might be some form of
personalisation, where they are encouraged to wrire rrue sentences aboul
themschves, but vsing the third conditional.
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Fatuation

The -factof! {n tems of ease, WOt EXETCiSES obviously wyvolve Mot
sreparation than, $8% spoken drills, espec’mﬂy i they ate reinforced with
card-sortng acrivities such 28 (n Step 1. Hlowevenh most ELT coursehooks
oW COTE ﬂccompuniud by workbooks for nomework Use and there ar¢ &
aumber of setf-study gramInar pooks on dhe market (sce, for example, PAEe
EENR White these #€ largely designed for individual use outside the
classrooti, here 15 no €6A500 why they chouldn't be (:xp‘io&tad for e Lind
of reflective, collaborative gramunar pmctice work described Jhove. Apast
from anything: @ phase © Cow-intensitys bock—c&mred study can prov%dc a
welcome change of focus 10 activi y—ric‘n, communicati\'e classrooms.
Moreoven written exercises art pmbably 4% sctmomicd, if not More 50y than
opad drills, Decnase que spent thinking about langnage way have lmportant
effects ON pestruCiuring: 1r 15 important haowever, dhat the cwercise
challenges learness to engage with poth form and meaning, and unless there
ig some ind of pl‘()‘lﬂ&ﬂ'&“SOh’iﬂg clement, 118 yalue in terms of the
cconc)mlcaﬁ use of classroom e will be ceduced. On balance, however,

wrirten exercises Are pmbz\biy Mmore eifective than Aeills for targeting
accuracy and sestructuring:

The A-factor Most learness whatever theit learning packground oF
preﬂ:rr&d Learming style, appreclate an opportum‘fy w0 familarise themselves
Fath o new HEm by means of uphurried waiften worls, Some mEy prefer 10
do this mﬂabomil‘veiy, others (ndividually. Allowance ghould also he made
for the learne? who may 568 dnis kind of activity a8 being iarellectually quite
dernanding, especially when dealing witls concepts guch as hypothctlca
reaning: Nevertheless, (here 15 no TER8ON why celatively simmple structures
cannot be Jealt wieh in the same Wiy

Lesson 3 practising can using an information gap activity (Elementary)

in the following aetivity, the reacher uses &0 information 29 tagk in order
o varget fluency hy directing areention 0 meaning and interaction:

Step 1

The teachet explains the siruation: You ¢ street musiciars: Vou dance, YOU
sing, and You play an etrument. You! partnesd hyas left to join @ circus. 90
you ae Looking for @ New pariner someone who a0 Jdo the same things a8
you.

ﬁ_/-_d—__#_»-—-—".d_-——T

Step 2 fEEL,_H_, e
The teachet draws
e following grid
on the poard: e

JUE
____,_._/_-—'-"__,_/—-—‘—"‘-—r o e

G elicits from the class the pames of three Linds of musical instrument
three types of singing and three dances. As students suggest idens she writes
these into the grid (adding the if pecessaryl For example




QR4S Jipl

T s ki

B & Mow 10 nractize gramimar

[

Play \ smggw_ik darceg |

Tt viglin OpErQ. he fange

e chascha t
e waltz

e soxephang | the blues
H the auitar Fialle

S —

The teacher then asks the students o cach choose from the grid one
instrument, one singing-rype, and one dance. This I ‘their street musician’s
act’, For example, they might choose the guiter, speva, and the chacha,
Students are instructed 1o keep their choices “secret’,

Srep 3

The veacher writes this formula on the board: Can you... ¥ and elicis
possible questions, For example: Can you play ike saxaphone? Can you sing the
bives? Can you dimee the cha~cha? Students ars wid that they have to now try
and find thelr new partner, by asking as many other students at least theee
guestions writil they find someone whe has chosen the same ‘corabinatiow’
as they have, The students then stand up and move arousd asking thew "
questions. Onee they are into the activity, the teacher rubs Car youn . 7 0ff
the hoard.

sevr o,

Discussion i
The activity, although fightly controlled in terms of the language content,
ranks as an information gap sctivicy since each student bas different
information” in order to complere the task, they must mateh thelr inform-
ation with that of other students, using language to bridge the gap. There is
# comumunicative purpose 1o the task, i.e. to Bnd their parmey. This means
that they not only have to speak but to Disrer. For it to work, students need
o be carefully briefed as to the kind of interaction required, and the
language they will need. Thus, the teacher uses an fmaginary situation (Step
1) and invalves the students in selecting the vocabulary (Step 2). The only
‘new” tanguage (Cawr yow... 8 is provided for them and this provides the
seaffolding within which learners can get used to the structuee [Step 3).
When the setivity 15 well underway, the teacher rubs the ‘new’ language off
the board.

Evaluation

The E-factor: This game type of information gap Is extremely easy 1o ser
up, and the grid idea can be adapted to other situations sud struetures. For
example, to practise going fo, the twacher can lieit the names of three
holiday destinations (e.g. drapules), three holiday months {e.g. Augusdd, amd
three hotel names (e.g. The Grona). Students each choase a combination
and then question one another in order to find someoee going to the same
phace, in the same month, wnd staying at the same hazel, Other kinds of
information gap exercises involve more preparation, such as the ase of
pictures (e.g. where students in pairs spor the difference besween fW0
pictures) or the use of texts (where, for example, students in pales have

r.e. .
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different data, and they have to pool data to complete a task, such as
planning a day’s outing). Such actwities also require careful setting up 50
that students ger the fdca that the information which each student has Is
different,

In terms of economy a task like the street musician game is likely to
generate a lot of instances of the target language. This is pacticularly the case
if it involves interacting with lots of different students. In pairs, the activity
would not work as well, unless the number of choices in each column of the
arid were extended from three to, say, ten.

As for efficacy, it is debatable the extent to which information gap
activities like the ene above replicate real-life communication. Cbviously,
the situation i§ very contrived, and the language extremely controlled. But
as a practice activity this may not be a bad thing. It means that not too many
demands are being made on students in terms of their attendon, There is a
neaning-facus, since they have o lsten to each other iy order to do the
rask, and this directs attention away from form. They are free to do this
because the form is unvarying and available on the board if they need it. At
the same time, the meanings they are expressing are not complicated, so
they can also focus on form when they need to, Al this should enhance
fluency, If it seems too controlled, Jearners could be asked o supply their
own vocabulary rather than use the words fn the grid.

Despite the management problems that can arise, the interactive and
probler-solving natvre of information gap activities put them in another
league altogether when compared o drills, They provide a useful
mtermediate stage in a progression from controlled to freer practice,

The A-factor: However convineed the teacher may be in the usefulness of
information gap activities, many students remain sceptical, and are often
mystified by the complicated logistics involved in what seems to be nothing
more than another grammar exercise. This means that teachers may need to
approach this kind of activity cautiously, perhaps briefing students
beforchand on the rationale underlying it. A further problem, immediately
obvious 1o teachers of large classes of voung learners, is that any activity that
invelves students milling around may simply be impossible, cither because
of lack of sufficient space, or because the noise generated would be
intolerable. In such a situation, it still may be possible to design the rask for
groups of a maximun of four or five students.

Lessan 4; Practising the present perfect using a personalisation task
(Elemantary)

One weakness of the preceding activity was its lack of depth. Learners did
not really have to engage, cither intellecrually or emotionally, with the
content of the task, The following activity attempts to meet the conditions
for fluency {eg. a high turnover of chunk- type lmguwc) while
incarporating an element of personalisation. In this way it aims for a decper
level of personal investment in the task.
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Step 1
The teacher writes the following table on the board:

]

One person

Two people has

Three pecple i Gl group have § + e,
Everyone

No one

He provides an example senvence. For example: Troe peaple in our group have
acded in a play. Fe establishes that the time {rame lmplied is that of ‘your
whaole life up to now’. He elicits other verbs that could ll the fourth
column of the table, mcluding a range of common irregular verbs such as
seen, been to, bad, met, eaten, done, gone etc.

Step 2

The teacher puts the class Into groups of four, with the instruction that they
should produce as many true sentences about their group as they can in ten
minutes, using only sentences generated by the table. A spokesperson i
appointed for each group who will have the job of reporting on some of the
maore interesting findings. The teacher monitors the group work, checking
that students are on task, and providing help with vocabulary when needed.

Step 3

The teacher brings the class back to ‘plenary’ mode, and asks the
spokesperson from each group to report on some of the more mteresting
sentences. In the case of sentences beginning One persen ... ot Theo/ Three
peaple ... e invites the other students to guess who is being referred to. He
also asks some students to claborate on their experiences, by asking
questions such as When did that bappen? Fow did you feel ar the timef etc.

Step 4
Individually students write sentences sbout people in their class, based on
the preceding activiry. For example:

Tatuana nes been o Australia.
Elera has eaten astrich meat,
Yevaeni has worked in a cestavarndt,

Discussion

The activity has many of the features of 5 uaditional pattern practice drill
in that the structure is tightly controlled and diere s a high degree of
repetition of the basic patrern. The difference is that the content of the drill
is provided by the students themselves, working from the model provided in
the form of a substitution table (Step 1). Marcover, hecause the students are
working in groups (Step 2) the activity is both more student-centred and
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more mezning-focused: there is less emphasis on accuracy at this stage. The
pressure to be accurate comes in Step 3, when students are reporting their
group’s sentences, (It would be 1 good idea, therefore, to sefect as spokes-
people those studenss who might normally pay less attention to form.)
Again, a forus on accuracy Is provided in Step 4, where, by being asked to
write sentences, students’ attention is brought back to form, where
previcusty it had been more concerned with the meaning, This stage also
provides them with a useful record of the lesson, made more memorable
through having been personalised.

Evaluation

The E-facior: The activity is extremely easy to set uprall that s needed is
a board, and once students are familiar with the activige-type, not even that.
Note also that the activity can be adapred to virrually any grammatical
structure, For example:

- can...

One person ( 15,{3;&:{2@@ to...
Two peaple i;ul&
Three people f N oour group
. = dees/do..,
Euaryone o has :navz ot
No ong ; {f* G0T...

- mgn

wowld have done.., W

Moreover, the activity rates highly in terms of economy, since the minimal
serting up has excellent pay-oft in terms of the volume of practice generated.
"Theoretically, there s no Lmit to the number of sentences the groups could
produce.

As for efficacy, the activity meets 2 number of the conditions for effective
fluency activities outlined above. The language s faicly formulaic and there
is 1 high volume of repetition of the formulag; # secure scaffold is provided
in the form of the table, but form is de-emphasised since fearners’ main
concern is to create meaningful senrences, Moreover, the activity works just
as well with classes of mixed ability, in that learners can contribute to the
level of their ability., )

Finally, in terms of forging a group dynamic, the activity has positive
spin-off, since students are obliged to interact and find out things about
ench other they might not otherwise have known, Note that to do this they
will need to be familiar with the question forms, such as Have you ever .7
and o besBaset 2 It would pay to write these on the board in advance
of the group work,

The A-factar: Some students ~ hecause of their educational or culrural
background, or duc to personality factors - might find persenalisation rasks
threatening or out of place in the language classroom. There is also the
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problem that learners may feel such pressure to be “interesting’ that they
becorne anxious, and lose sight of the linguistic purpose of the task. It may
help if learners were given the oprion of ‘passing’ when topice come up that
they do not wish to commit themselves to.

Lesson 5: Practising the passive using a grammar interpretation
activity {Elementary)
Typically grammar practice involves language production, that is, either
writing or speaking. This derives from the belief that the sooner learners
start producing accurate language, the better. An alrernative view is that
learners first need to engage with new language receptively — thar is
through listening and reading, Advocates of this position argue for the
mmportance of what is called consciousness-raising as 2 means of
restructuring the learper’s grammar. Accordingly, a number of researchers
have devised exercise types called either grammar interpretation sctivities
or structured-input tasks, Such tasks require learners to process input
which has been specially structured so ag to help them understand the target
item. There is no immediate need to produce the item. In fact, immediate
production may be counterproductive, in that it may distract attention away
from the brain work involved in understanding and rescructuring,

In the following example, the teacher has chosen a grammar
interpretation activity to sensitise a group of elementary srudents o the
difference besween active and passive verb forms.

Step 1
The teacher distributes the pictures (A=]) on the following page ~ or
alternatively, displays them on the board using an overhead projector.

She then tells the class to listen to the sentences she is going to read, and
to match cach sentence with its picture. She reads sach of the following
sentences aloud — along with its number ~ repeating thetn if students seem
confused,

1 The man hit the bus.

2 The man was hit by the bus.

3 The Queen was driven to the airport.

4 The old woman attacked s policeman,

%5 The dog followed a cat.

6 The cdown chased the lion.

7 The old woman was attacked by a poficeman.
8 The dog was followed by a cat,

9 The Queen drove to the airport.

10 The cdown was chased by a lion,

Step 2

After allowing students to compare their answers with a partner, the reacher
then distributes the written sentences, or writes them on the board.
Srudents check their answers again, before the teacher checks the task with
the class. )
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Step 3

The teacher asks the students to turn the written sentences over (or she rubs
them off the board). In pairs, the students use the pictures to reconstruct the
sentences from memery, writing two sentences for each of these promprs:

The man ...

The Queen ...
The old woman ...
The dog ...

The clown ..

Students read their sentences aloud for chee king, or compare them with the
sentences on their handout,

Discussion

The activity is called a grammar inter pr(,f'mozl activity hecause, in order 1o
do the ma.tchmg, task, learners have to ‘interpret’ the dxi&uulu between
active and passive forms. For those students still unfamiliar with the
difference the exercise preblematises the language point, forcing them to
acknowledge the effect of making one grammatical choice over another.
Note that the exercise (untl Step 3) is veceptiver unlike traditional
gramumar practice exercises, the student does net have to supply the targeted

language item,

Evaluation

The E-factor: Since most published grammar practice activiiies we
production-based, teachers who want to  incorporate grammar
interpretation exercises into their teaching are going to have to design many
of them themselves, a factor that detracts from thelr eastness. Mevertheless,
many production exercises can be turned into comprehension exercises. The
following exercise is eastly adapted:

Write sentences with the present perfect continuous for these situations:
1 Ben started work five hours ago. He 1s still working, !
2 Rebecea joined the queue for tickets 30 minutes ago. She is still ‘

GUEUIng, &

Here s the excreise turned into a comprehension aetivi

f

Choose the best summary of each situation:
1 Ben started work five hours ago. He s still working.
a Ben is working for five hours.
b Ben was working for five hours.
¢ Ben has been werking for five hours,
2 Rebecen joined the quese for tickets 30 minutes ago. She hought
her ticket 10 minutes ago.
2 Rebecea ts queuing for 20 minutes.
'D Rebecca was quening for 20 minutu‘
> Rebecea has been qmmng for 20 minutes,
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Notice thar these rasks work anly when two (or move) similar forms ate
belng contrasted.

Grummar interpretation tasks are #n economical way of drawing
learners’ artention to grammatical cholces: they require minimal means (o
make major distinctions, As for efficacy, their power to prompt students to
notice features of the input and hence 0 raise consciousness suggests thae
they rate highly. 1f nothing else, such tasks are likely to have a beneficial
effect on reading and listening skills. Also, the fact thar learners work
collaboratively on the sk increases the chance of peer-teaching.

The A-factor: Grammar-interpretation tasks will appeal to students who
enjoy problem-solving activities, but those who don't may feel frustrated. In
this sense, they share many of the characteristics of inductive grammar
presentations {see Chapter 4). Nevertheless, there are many students who
may {ind immediate production of new language ~ in the form, for example,
of drills ~ off-putting, even threstening, and who would therefore welcome
the chance to et their minds around’ new language in advance of ‘getting
their rongues around’ it

Sample lesson  Lesson §; Practising going to using conversation (Elementary)

Conversation — or chat ~ between teacher and students, if it takes place at
all, is customarily confined to the beginnings and endings of lessons. Yet
there are grounds to suppose that conversation provides a rich language
environment for integrating new language. Experienced teachers will know
that it is possible to have conversations with learners of even quite low
levels, simply by asking yev/no questions, and by prompting, and if necessary,
reformulating the learners’ answers. In this way, conversations provide the
ideal scaffolding within which learners can vake risks in the knowledge that,
if they trip up, there will be someone to help them. As speakers become
more proficient, these verbal scaffolds can be gradually dismantled.

In the following example, the teacher of a class of elementary teenage
students is using a conversation to embed examples of geing o to rlk about
future plans,

Step 1

The teacher seats the students in a circle, oceupying one seat in the circle
himself. He then inttigies a conversation shout the weekend along these
fines:

TEACHER: 50, Fransesc, what are you going to do this weekend? What
are your plans?

FramsESC: 1 study
T+ TeEACHER: You're going to study, are you? What are you going to
study?
FrarsEsc  Mathematics,
TescrEr:  Why mathematics?

FRansesc  Have an exam,
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TEACHER! Yaou've got an exam? What, next weak?

FRANSESC:  Yes. | have. '

TEACHER: S0 you're going to stay at home and study?

FRANSESC:  Yes. | going 1o study.

TEAcHER:  And what about you, Carla? What are you going to do?

CARLA: On Saturday | go to shopping,
2— Teacker:  On Saturday, you're going to go shopping?
CARLA! Yes,
TEACHER! Again.
CARLA On Saturday | going to go shopping.
3 TEacher:  I'mgoing’
CARLA; 'm going to go shopping.
TeacHer:  What are you going to buy? .
CARLAL { going to buy ne sé [ don't know] maybe a new jeans ... R
TEACHER:  You're going to buy new jeans. And in the evening? L
CARLAS 1 go to party ... ’\
TEACHERL You're going 1o a party? What are you going 1o wear? Your +
new .,.? &
CARLA! Yes, maybe U'm wear a new leans, .';;
4~ TEACHER: I'm going to wear my new jeans. Again, v
CARLA; 'm going to wear a new Jeans. b
TeacER:  And Ramén, what are you going to do .7 ;
z
Step 2 %
The conversation continues in this vein until most students have been !

involved. Then the teacher says:

TeacHer:  And me? What about me? [pause]
waamen: What about you?

Teacher:  What .7

carmen:  What will you do this weekend?
TEaCkER:  What am | going to do?

CARMEN! Yes, What you are going to do?
TEACHER:  ‘What are you geing to do¥
carmen:  What are you going to do?
TEacusr: ' going to buy a table. [pause]
RALHL! What a what kind a table?
teacHer: A dining table.

FRANSESC: ¢ (ud? [What?]

TEACHER: A dining table. 4 table for eating, you know. [gestures)

Rl Why?
5= Teacwer:  Why am | going to buy a dining 1zble? Because | don't have
onel
RAMON: How are you ... where are you eat your .7
CARLA] Whare you are going to buy a table?
teachir: 1 don't know. Any ideas?
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Step 3

When the teacher decides that the conversation has run its course, he goes
to the board and elicits some questions and answers using gefng /o which he
writes on the board. For example:

What are you going Yo do L'm gong Vo study.
s weckend ?

what are vew going to wzar? I gong to wear m
Yoe, going a0ng bd

NEW_jgans.
Whare are yo going o buy I'm gang To buy it
your Table: in town.
Step 4

He then asks students, in pairs, to have a similar conversation about the
following week. He monitors this, correcting and providing vocabulary
where mecessary:

Brep §
The teacher sets 2 writing task for homework, which is w write ten
sentences about their plans for the weekend and the following week.

Discussion

For conversation to work in the classroom, a number of conditions need to
apply, one of the most important being the teacher’s genuine interest in the
students as people, But a genuine interest in itself is not sufficient unless it
is reflected in the teacher’s behaviour, including such rhings as manner,
voice, body language, eye-contact, and use of names. The way the class Is
organised 15 very important as well (Step 1), and even if students cannot sit
i a circle, 1t is imperative that they can alf see and hear each other, and chat
the teacher is seated too, The teachers role is to provide a verbal scaffold
within which the leners can feel safe. At the same time, he uses the
conversatiohal structure 45 2 means o inoduce and reinforce the targered
language item: this, after all, is not real conversation; rather it © an
instructional conversation, because it is taking place In a classroom.
Nevertheless, the teacher is able to maintain the fecus on the meanings that
he and the students are jointly constructing, while at the same time nudging
students to pay some attention to the form of going o, For example, he
reformulates students’ utterances (as in the turns marked 1 and 2, for
example); he extends students’ utterances (rurn %); and he even explicitly
corrects some utterances (turns 3 and 4, for exampfe), What's more, he
manages the interaction in such a way that, as well as asking questions of the
students, the students are directed to ask him questions (Seep 2). In this way
the structure gets thoreughly manipulated, and, at the same time, the
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conversation achieves 2 more natural symmetry. In Seep 4, the focus shifts
away from the teaches-student interdction, to a student-student one,
thereby increasing the amount of speaking time all round, while allowing
the teacher to monitor the extent to which learners are accurately and
appropriately incorporating the target structure. As a final insurance thap
the form of gaing fo Isn't sacrificed to conversatianal fluency, the homework
task (Step 5) serves as a kind of student-generated drill-type activiey, and a
useful summary of the lesson.

Evaluation

The E-facror: Nothing is easier (nor is anything more difficult i you are
not used to it} than simply talking to students. It requives no preparation,
no technology (although recording the conversation ‘live’ provides an
excellent resource for further language work) and it is feasible even with
classes of 20 students or more. It is less economical, in terms of how much
each student can potentially contribute, than small group work, but, a5 in
the example above, it can act as & useful preparatory stage for group or
pair work. Not all structures are equally easy to incorporate with a notice-
ably high frequency into a single conversation: in fact, to do so might make
the conversation stilted and heavy going. Nevertheless, high frequency
grammar items, such as the present simple, past siraple, and modal verhs
such as shewld, would, conld and might are fairly easily and narorally con-
textualised in informal chat.

In terms of its efficacy, there has been Lirde research into how well
instructional conversation works for second lfanguage learning, Never-
theless, there is considerable anecdotal evidence from language learners in
non-classroom settings who have reached high Jevels of proficiency solely
through interacting in conversational contexts.

The A-factor: For students wheo expect the teacher to maintain the role of
lecturer, including the social distance that such a role assumes, free-ranging
and informal conversation will baffle them, and, especially if the class is a
large one, may prove impossible. Obviously, the smaller tre group, the betier
the chance of ail students participating, but a lot also depends on the group
dynamic that has been created, However, conversation can itself improve a
dynamic that may be shuggish, especially if combined with the judicious use
of personalisation activities (see Sample lesson 4 above).

In this chapter we have looked at ways that grammatical knowledge
is auwtomised through practice. Practice activitles are conventionally
atmed at improving both accuracy and fluency of production. They
can also provide conditions for increasing the complexity of the
fearner's developing language system — a process also knewn as
restructuring. Practice activities need not be aimed solely at
production, but, as in the case of grammar interpretation tasks, can
serve to develop the receptive processing of grammar as well,
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A number of key criterla for choosing, designing and evaluating ;
practice activities have been mentioned. Perhaps they can be reduced
to essentially two factors:

« The guantity factor: simply put, this means the more practice the
better. But guantity of practice is not enough unless the practice
meets the following condition:

» The quality factor: practice needs 1o juggle attention to form in the
imerests of accuracy, with attention to meaning in the interests of
fluency.

Looking ahead  Practice may - in the long term — make perfect, but on the way the
learner is inevitably going to produce language that falls short of the
target, in terms of ity intelligibility or appropriacy, or both, How the
teacher deals with flawed cutput will have an important bearing on
the learner's chances of ultimate success, and is the focus of the next
chapter.
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Attitudes to error and correction

Responding to errors

s @ & ©

Sample lesson 1: Using learners’ errors to review cohesive
davices

#  Sample lesson 2: Teaching grammar through reformulation

What are  Language learners make mistakes. This seems to happen regardless of the
errors?  teacher’s skill and perseverance. It scems to be an inevitable part of learning
a language. Most teachers believe that to ignore these mistakes might put
at risk the learners linguistic development, Current research tends to
support this view. Not to ignore mistakes, however, often means having to
make a number of on-the-spot decisions. These can be summed up in the
form of the in-flight’ questions a teacher might ask when faced with a
student’s possible error

» Is there an error here?

s What kind of error is 16

» What caused it?

> Does it matter?

s What should T do about it?

Here, for example, s a written text produced by a Spanish-speaking
student:

The Sunday night past, the doorbell rangs, | opened the door and I had & big
surprise, my brother was stopping in the door. He was changing a ot of, He
was having a long halr but him looking was very interesting. Now, he's
twenty five years, and he's lower, We speaked all night and we remembered
a lot of thinks. At last when | went to the hed was the four o'dock,

While it is clear thar the text is non-standard (by native-speaker standards}
it is not always an easy task ro identify the individual errors themselves.
Take for example, 7 bad a big surprise. Ac first sight there scems to be
nothing wrong with this. It is a grammatically well-formed sentence = tha
is, the words are in the right order, the tense is correct, und the subject and
verb agree. Moreover, the meaning s clear and unambiguous. But would 3
native speaker ever say it® According to corpus evidence {that 1s, darabases
of spoken and written texts) something can de @ &ig swrprise, & person can ke
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in for a big surprise, you can have a big surpris for someone, but instances of
Lhad a big surprise simply do not exist. Should we conclude, therefore, that
it is wrong? The answer is yes, if we imagioe a scale of ‘wrongness ranging
from ‘completely wrong’ te ‘this is OK, but a native speaker would never say
it’, However, no corpus is big enough to include all possible sentences and,
at the same time, new ways of saying things are being constantly invented.
This is a case, therefore, when the teacher has to use considerable
discretion,

Once an error has been identified, the next step is to classify it. Learners
may make mistakes at the level of individual words, in the way they put
sentences together, or at the level of whole texts. At the word level, learners
make mistakes cither because they have chosen the wrong word for the
meaning they want to express (My brother was stopping in the deor nstead of
standing), or they have chosen the wrong form of the word (/pweer instead
of Jasyer, thinks instead of things), These are texical errors. Lexical errors
also include mistakes in the way words are combined: the Sunday night past
instead of fast Sunday night. Grammar esrors, on the other hand, cover such
things as mistakes in verb form and tense (the doorbell rangs, we speakedy, and
in sentence stracture: was Ahe four o'clock, where the subject of the clause (i)
has been left out. There is alse a category of errors called discourse errors
which relate to the way sentences are organised and linked in order to make
whele texts, For example, in the student extract above gf lasz suggests that
what follows is the solution to a problem: cvensually would have been better
in this context,

To sum up, then, the tollowing categories of errors have been identified:

+ lexical ervors
* PrAMIMAr errors
¢ discourse errors

and, in the case of spoken language:
* pronunciaton erors

Tt is not always the case that errors fall neatly into the above categories, and
there is often considerable overlap between these categories.

Identifiing the cause of an error can be equally problematic. Speakers of
Spanish may recognise, in the above text, the influence of the writer’s first
language (his L1) on his second language (his L2). For example, the lack of
the indefinite article in dek fower (for hek a lawyer) suggests that the learner
has borrowed the Spanish construction {er adogade) in which the indefinite
article (un} 1s not used, Such instances of L1 influence oo L2 producton
arc examples of transfer. They do not necessarily result in errors — there is
such a thing s positive transfer, Hel fower is an example of negative
transfer or what was once called LT interference.

The case of rangs, however, cannot be accounted for by reference to the
learner's L1, Nor cun speated. Both errors derive from over-applving {or
overgeneradising) an 1.2 rule. In the case of rawmgy, the learner hus
overgeneralised the third persan -« rule in the present (e rings) and applied
it to the past. In the case of speaked he has overgeneralised the past tense —od
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ending. Such errors seem to be Influenced not by factors external to the
second language such as the learner’s first language but by the nature of the
second language itself. They suggest that the learner is working according
to L2 rules and this is evidence that a process of hypothesis formation and
testing is underway. In fact, these developmental errers are not dissimilar
to the kinds of errors children make when they are learning thelr mother
rongue:

He go to sleep.
Are dogs can wiggle their tails?
Daddy broked it

These two kinds of errors - transfer and developmental — account for the
bulk of the errors learners make. Such errors can range from the fairly hit-
and-miss (bim Jooking was wery interesting) to errors that seem to show
evidence of a rule being falrly systemarically (but not yet accurately) i
applied. Thus: my drother was stapping, he was changing, ke was baving a long
hair. These are all examples of a verb form {past continuous) being over-
used, but in a systematic way. It is as if the Jearner had formed a rule to the
effect that, ‘when talking about past states — as opposed to events — use s
o
+ ~ng.

It is probably these systematic errors, rather than the random ones, that
respond best 1o correction. Correction can provide the feedback the learner
needs to help confirm or reject a hypothesis, or ro tghten the applicanon
of 1 rule that is being applied fairly loosely, Of course, it is not abways clear
whether an error is the product of random processes, or the product of 2
developing but inexact system. Nor is it alwavs clear how nexact this
system is. For example, it may be the case that the leamer knows the right
rule but, in the heat of the moment, has failed to apply it. One way of
testing this is to see whether the fearner can self-correct: could the writer
of the text above change speaked to speke, for example, if told that spenked
was wieng? 1§ so, this suggests that the rule is both systematie and correctly
formulated in the learner’s mind, but that it hasn't yet become automatic.

The next issue to address is the question of prioritics. Which errors really
matter, and which don't? This 1s obviousty rather subjective: some errors are
likely to distract or even irritate the reader or listener while others go largely
unnoticed. For examnple, speakers of languages in which nouns are
distinguished by gender le.g. wa banane, wne posme) frequently say they are
irritated by gender mistakes such as wne danane. A fairer, but sill fairly

subjective, eriterion might be the one of intelligibility: to what extent does
the error interfere with, or distort, the speaker’s {or writer's) message? In the
text above it is difficult, even impossible, to recover the meaning of /e
(for lawyer) from the contexr. On the other hand e doordell rungs is fairly
unproblematic. It may cause a momentary hiccup in communication, but it
1s not severe enough fo threaten it

1t should be apparent by now that there are many complex decisions that
teachers have to make when monitoring learner production. I is not
surprising that the way they respond to error tends 1o be more often
intuitive than consciously considered. Bur before addressing the question as
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to how to respond, it may pay to look briefly at teachers’ and students’
attitades to error and correction,

Attitudes to  Few people like being wrong, and yet there seems to be no way of learning
error and @ language without being wrong a lot of the time. Not many people like
correction being corrected either, yet to leave mistakes uncorrected flies in the face of
the intuitions and expectations of teachers and students alike. This accounts

for some of the problems associated with error and correction.

Arritudes to error run deep and lie at the heart of teachers’ intuitions
about language learning. Many people seill believe that errors are
conzagious, and that learners are at risk of catching the errors other learners R
ke, It 15 often this fear of error infection that underlies many students’
dislike of pair and group work., On the other hand, many tzachers believe
that to correct emors is a4 form of interference, especially in fluency
activities. Some teachers go further, and argue that correction of any sort
creates o judgmental ~ and therefore stressful — classroom atmaosphere, and
shoald be avoided altogether,

These different atticudes find an echo in the shifts of thinking that have
taken place amongst researchers and materials writers, Recent thinking sees
errors as being evidence of developmental processes rather than the result
of bad habit formation. This sea change in atrirudes 15 well captured in the
introductions to ELT caursebooks. Here is a selection:

“The student should be trained to learn by making as few mistakes as
possible .., He must be trained to adopt correct learning habits right from
the start.”

{from First Things Frse by L, Alexander)

‘Getting th}ngsl\&'rg‘ng is onﬁ]?' gﬁec‘i practice in getting things wrong.'
{trom Sueccoss with English, Teackers Handbook 1 by Barnee et al}

Provided students communicate effectively, they should not be given 2
sense of failure because they make mistakes.”

(vom The Camdridge English Conrse, 1, Teacher’s Book by Swan and
Walter)

‘Don't expect learners to go straight from ignorance to knowledge.
Learning takes time and s not achieved in one go. Be prepared to accept
partial learning a6 an important stage on the way to full learning.

{from Project English 2, Tearker’s Bock by Flutchinson)

Making mistakes i5 an bmportant and positive part of learning a
language, Only by experimenting with che language and receiving
feedbuck can studenss begin to work out how the language works.
(tfrom Bluepring Intermediate, Teacher’s Bosk by Abbs and Freebatrn)

Cerrainly, current methodology is much more tolerant of error. But the tide

may be turning yet again. Studies of learners whase language development
has fossilised ~ that 1s, it has szopped at a point well short of the targer -
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suggest that lack of negative feedback may have been 2 factor. Negartive
feedback is simply indicating No, you ran’t say that when a learmner makes an
error. Positive feedback, on the other hand, is when learners are told when
they are right. If the only messages learners get are positive, it may be the
case that there is no incentive to restructure their mental grammar. The
restructuring mechanisms close down. Hence it is now generally accepred
that a focus on form (not just on meaning) is necessary i order 1o guard
against fossilisation. A focus on form includes giving learners clear
messages about their errors,

What options has the teacher got when faced with a student’s error? Let’s
imagine that, in the course of a classroom actvity, a student has been
describing a person’s appearance and said;

He has a long hair.
Here are some possible responses that the teacher might consider:

1 No This is clearly negative feedback, but 1t offers the student no clue as
to what was wrong. The teacher may be assuming that the student has
simply made a slip under pressure, and that this does not therefore
represent a lack of knowledge of the rule, The learner should therefore
be able to self-correct. There are, of course, other ways of signalling that
2 mistake has been made without having ro say Mo, A facial expression,
shake of the head ete, might work just as well, Some teachers twy to
soften the negative force of no by, for example, making & mamm noise
to indicarte: HEl, thats not entirely correct but thanks anyway.
Unfertunately, this may leave the student wondering Hawe [ made a
artstake or haven't I

2 He bas long hair. This a correction in the strictest sense of the word. The
teacher simply repairs the student’s utterance — perhaps in the interest
of maintaining the Aow of the rtalk, but at the same time, reminding the
learner not to focus only on meaning at the expense of form.

3 No artice. The teacher’s move is directed at pinpointing the kind of
error the student has made in order to prompt seli~correction, or, if that
fails, peer-correction ~ when learners correct each other. This Is where
metalanguage (the use of grammatical terminology} comes in handy:
words like arsicle, preposition, verl, fense ete. provide an cconomical
means of giving feedback - assuming, of course, thar studenrs wre
alveady familiar with these terms,

4 No dnyonc? An unambiguous feedback signal plus an inviration tor
peer-correction. By excluding the option of self-correction, however,
the teacher risks humiliating the original student: perhaps the reacher
knows the student well enough to rule out self-correction for this erzor,

5 Fle has ... 2 In other words, the teacher ig replaving the studeat’s utrer-
ance up to the point where the error occurred, with a view to isolating
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the error a3 a clue for self-correction. This technique can be reinforced
by finger-coding, where the teacher marks out each word on her
fingers, indicating with her fingers the part of the phrase or sentence
thar needs repain.

6 He bas a long hair? Another common teacher strategy is to echo the
mistzke but with a quizzical intonation, This is perhaps less threatening
than saying No, but often learners fail to interpret this is an invitation
to self~correet, and think that the teacher is simply questioning the
truth of whar they have just said, They might then respond Yes, 42 bas a
very fong batv. Dgwon to bere.

7 Do sorry, Taldu's understand. Variations on this response Include Sorry?
He whar? Ixcuse me? ere, These are known as clarification requests
and, of course, occur frequently in real conversation, As a correction
device they signal to the student that the meaning of their message is
unclear, suggesting that it may have been distorted due to some
problem of form. It is therefore a more friendly way of signalling a
mistake, Research suggests that when learners re-cast their message
after receiving a clarification request, it usually tends to improve, despite
their not having been told explicitly thar 2 mistake has been made,
much less what kind of mistake it was. This suggests that the policy of
‘acting a bir thick’ {on the parr of the wacher) nught have positive
dividends in terms of self-correction,

8 Just one? Lite this? [draws bald man with one long hair] He e ... The
teacher has pretended to Interpret the student's utterance 1.1temly, in
arder to show the student the unintended effect of the error, on the
principle that, once the student appreciates the difference between Ae
has loag batr and. be bas a fong bair he will he less Bikely to make the same
mistake again, This is possible only with those mistakes which do make
a difference 1 meaning - such as Aef fower in the text we started with.
There 15, of course, the danger of humiliating the student, but, if
handled sensitively, this kind of feedback can be extremely effective.

9 A long bair is just one single hair, fike you find in your soup, For the hair o
your head you wosldn't use an article: He bas long bair. The teacher uses
the error to make an imprompru teaching point. This is an example of
reactive teaching, where instruction s in response to students’ errors
rather than trying to pre-empt them. OFf course, if the teacher were to
do this ar every mistake, the classes would not only become very
teacher-centred, but the students might become reluctant to open their
mouths,

10 Ob, be bas lomg hair, has hef This technique {sometimes called
reformulation) is an example of covert feedback, disguised as a
conversttional aside. The hope is, that the student will take the veiled
carrection on hoard but will not be inhibited from connnuing the flow
of talk, Typically, this 1s the way parents seem to corfect their children
= by offering an expanded version of the child's utterance:
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cHilp:  Teddy hat.
moTHER: Yes, Teddy's got a hat on, hasnt he?

Some theorists argue that these expansions and reformulations help
provide a temporary seaffold for the childs developing language
competence. The problem is that learners may simply not recognise the
intentien nor notice the differcnce between their utterance and the
teacher’s reformulation.

11 Grod. Strange as this seems, it is in fact 2 very common way that
teachers provide feedback on smudent production, especially in activides
where the focus is more on meaning than on form. For example, it is
not difficult to imagine a sequence like this:

Teacher:  What does Mick Jagger Jook lke?
stupent:  He has a long hair.

TeacHER:  Good. Anything efse?

stupent:  He has a big lps.

TEACHER:  Good,

efc.

The intention behind goad (or any of its alternatives, such 2z 0K} iz to
acknowledge the students’ contribution, irrespective of either is
accuracy of even of its meaning. But, if construed as positive feedback,
1t may Jull learners into a false sense of sceurity, and, worse, initiate the
process of fossilisation,

12 Teacher says nothing but writes downt ervor for future reference. The
intention here is to postpone the feedback so as not to disrupt the flow
of talk, but to deal with errors tater. Perhaps the students are working
in groups and the reacher has chanced on the error while monitoring.
A correction in this context might be inappropriate. Nevertheless, there
are some grounds to believe that the most effective fecdback s thar
which occurs inwhat are called real operating conditions, that is, when
the learner is using language communicatively, For example, & traince
driver is more likely to notice the correction when it is most relevint -
while driving - than after the event, in & st of peints being ticked off
by the driving instructor. The trick, it scems, is to intervenc withour
interfering.

To sum wp, ther: learners’ errors offer the teacher a rich source of data with
which to monitor learning. At the same time, learners need feedback on
their production. This suggests that teachers should deal with at least some
of the errors that arise. To do this, they have a wide range of feedback
options available. The choice of feedback strategy will depend on such
factors as

* The type of error; Does it have a major effect on communicarion? Is it
one that the learner could probably self-repais?

* The rype of activity: Is the focus of the activity more on form or on
meaning? If the latter, it is probably best to correct without interfering
too much with the flow of communication.
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= The type of tearner: Will the learner be discouraged or humiliated by
correction? Alternatively, will the learner feel short-changed if there is no
correction?

sample fesson Lesson 1: Using learners’ errors to review cohesive devices
{Intermediate)
Tn this lesson the teacher (in a class of mixed nationalities in Australia) is
using a4 sampling of fearners’ errors o highlight a feature of cohesion — that
is, the way sentences and parts of sentences are connected by words like and,
But, howewver, and io etc.

Step 1

The teacher hands out 2 worksheet which consises of 1 number of sentences
she has collected from their previous written work, {These sentences could
also be presented on the board or by means of an overhead projecror) She
asks the students first of all ro attempt to correct them, working in pairs,
and then tw identify one feature they #ll have in common. This is the
worksheet:

oy

T have no girlfriend in spite handsome boy,

2 The Litte Red Riding Hood has dropped into the forest neverrheless
her mother’s warning.

3 Teat chocolate everyday inspite I have to do dier.

§ Dwill stay at home this weekend nevertheless my boyfrend will spend

‘ 4 Foame to Australia nevertheless a fot of {nteresting places is in Japan.
1 his time on the beach.

Step 2

The wacher monitors the palr work, helping learners sort out some of the
peripheral problems, for example, the wrong choice of tense or vocubulary,
as in has dropped into {for which she suggests simply swens), She deliberately
avoids dealing with deipite and nevertheless at this stage, bur instead
encourages students to try and work out the solution themselves,

Step 3

The teacher then distributes o handour {sce the opposite page) which she
asks learners to study before returning to the sentence correction task.
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Contrast

but:
The film was long but T didn't get be

Linking ideas in ONE sentence:
m spite e?er NOUN

% 2 in spite of the fact that + CLAUSE

Linking TWQO sentences:

1 mewertheless + sentence

When u:mtmstmg two mquhmw facts, the most common wa wy i o use

sred.

Some other ways of expressing contrast are:

In spite of the filwms length,
T didn't get bored.

In spite of the fact that the
film was long, I didn't get
bared,

The film was long,
Nevertheless, T dida't get
bored,

Step 4
The teacher then elicits corrected versions of the sentences in open class,
writing these on the board, and drawing attention to the linking devices {in

spite of [the fact that]; nevertholessy by

individuals to explain their use. There

undeslining them, and asking
are obviously several ways of

recasting the example sentences; the following are suggested corrections:

a grleriend.

2 Litte Red F\\d\ﬂq Hf‘cd went
spite of her mother's warning.

2 In ghite of the facot that T
c‘m@c%a‘-‘rcz avery day.

4 There are a lot of m".*crcsunq

'm gaing o stay at nome
\

he Fact thad iy b 77\'}(_\%\ i
e boach.

-

e e

it

Step §
The teacher then hands out an exercise whi
the correct choice of linking device. For ex
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Complete these sentences using 1 spife of, in spite of the fact that, or

nevertheless.

1 We went to the beach _ it was a rather cold day.
Irwas a rather cold day. _____ , we went to the beach,

3 _ . thecold, we went to the beach,

e

Discussion

Teaching students of intermediate level or above inevitably involves a fair
amount of review and remedial teaching. The core grammar areas are by
now familiar tervitory, and, apart from vocabulary, there is not 2 lot of new
language left to encounter. The problem is that their 'old’ language is
neither accurate nor automatic. Fluency practice can target the latrer aim,
hut accuracy may be best dealt with by means of 2 more reactive, and at the
same time, move reflective approach. Simply to present previously studied
items all over again may be both time-wasting and demotivating, Using
learners’ errors for conscioushess-raising purposes offers the teacher an
alternative to presentation, while at the same time it ‘customises’ the lesson,
tailoring it to the specific problems of the students,

Handing out 2 worksheet of anonymous errors (Step 1) avoids the
problem of targeting {and possibly shaming) individual students. Ar the
same time, the teacher can include errors which she has collected from
other groups, thereby enriching her database. In Step 2 the intention s
to tidy up the errors before homing in on the targeted language arca.
{The teacher could, of course, cireumvent this stage, by tidving up the
errors hesself when pl‘f‘p"ﬁ‘iﬂg the worksheet.) By preparing an explanatory
handout (Step 3) the reacher maintains the learner-centred focus: only in
Step 4 does tlae teacher assume her traditional role at the board, in order to
knit together any loose ends, before handing back to the students again
{Step 5) at the testing stage.

Evaluation
The E-factor: Assembling a collection of learners’ errors is relatively easy
where teachers have access to personal computers, It requires only a lictle
extra time, when marking written work, to key in one or two errors per
student. More difficult is capturing spoken errors: recording students from
time to time can help build up a useful darabase, It pays to organise the
collected errors into categories — tense, madals, vocabulary, word order etc.
This will greatly facifitate preparation of future classes. Preparation of
grammar handouts {as In the sample lesson) is also time-consuming: the
wide range of self~srudy grammars now available, as well as the grammar
reference notes in current eoursehooks, now makes the writing of grammar
handouts virtually unnecessary,

As a means of dlrutmg attention on form, and assuming that the errors.
have been pre-sclected and even tidied up so as to reduce the danger of




% 7 How to deat with grammar efrors

overload, the use of students’ errors is extremely economieal. There is no
area of language, for a start, that cant be approached in this way. Also,
authentic errors have a credibility that invented examples seldom have:
students often recognise errors ~ even ones they didn't make themselves.
For this reason error analysis of this kind Is particulurly effective for
highlighting 1.1 transfer mistakes, such as the Spanish spesker’s I5y the best
Sfilm I have never seen, Students could he encouraged to keep 2 list of these
it their notebooks, or prepare posters for the classroom wall, captioned, for
example, Qur Favourite Mistakes.

Finally, the fact that the grammar lesson has been planned around the
errors the learners have actually made, rather than having been planned to
pre-empt the errors they might make, makes considerable seqase. It has been
argued that a lot of grasmmar teaching is probably largely redundant, since
it is motivated not so much by the problems that learners really have as by
the simple fact that the item In question has been described by Lingulsts and
grammarians: because it is there, let’s teach it, An error-driven approach
attemipts to redress this tendency; focusing instruction on what really
miatters, which argues in favour of its effectiveness,

The A-factor: There is always the danger thar, by emphasising the

negative, a focus on the errors they have made may serve o discourage

learners. However, students generally react positively to this very direct
treatment of their errors, preferring it to mare covert approaches. Most

students accept that explicit feedback on exvor is an essential component of
classroom learning — the real difference, in fact, between focused instruction

and random acquisiten, In order to convey a more positive message,

however, it pays, from time to time, to intersperse correct sentences (from )
students’ output) amongst the incerrect ones, and ask students first of all to

sort them info these two categories.

Sample lesson  Lesson Z: Teaching grammar through reformulation {Elementary}

Refermulation is the process by which the teacher takes the meanings the
learners arc artempting to express in English and ‘translates’ these into an
acceptable form. 1t 1s a technique that has been used in the teaching of
writing. Students write a first draft, which the teacher then reformulares,
not just at the level of individual words and sentences, but in terms of the
arganisation of the text a5 a whole. Reformulation is thercfore more than
simply correction. Whereas correction is offered in the spirit of This is how
you shoudd say it, the imperas underlying reformulation is more: 7 o bow
I awondd sav 12,

Tn this tesson the reacher introduces the language used for alking sbout
disasters by reformulating a text jointly constructed by the students.

Step 1 . )
The teacher introduces the theme by placing a newspaper pacture of 3
disaster, such as an earthquake, on the board. Fle sits and, withour giving

explicit prompts (such as Hhar happens in an caribgunkef or Have yeu ever
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been in an eartbguake?) but simply by indicating with o look or gesture that
students should say anything they want associated with the topic, he
encourages the producton of isolated words, phrases and sentences, These
are left uncorrected: the focus at this stage is simply on bralnstorming ideus,

"t

Step 2

When students are starting t run out of ideas (even with some gentle
prompting from the teacher), or when they start depurting oo widely from
the topic, the tacher stops the setivity and draws a line down the centre of
the board. He hands one student the chalk and asks this student to act as
the class scribe, Her job ks, working with the whole class, to collate the ideas
that the students have produced about the topic, and to write them up on
to the board, The teacher then leaves the chassroom or sits at the back, The
class then collaboratively construct  text which the scribe writes up on to
one half of the board,

Step 3

The teacher returns and reads the students’ text aloud, without cornment-
ary, but asking any guestions where the meaning is unclear, He then
reformulates this text on to the other half of the board ~ that is, he rewrites
it in its entirety, correcting superficial errors of spelling, word choice,
collocztion, and morphology, recasting complete sentences 1f necessary, and
even moving whole sentences around so as to produce 4 more coberent text.
As he does s0, he explains the ratienale underlying sach change, but always
insisting that #his s phe way L wonld say 17, and constandy checking with the
class as to what their intended meaning had been. Students then copy the
reformulated rext, The following page shows the rext a group of Japanese
students produced, and the way the teacher reformmlated it

Step 4

Students then, workdng individually, wrire their own texes sbout a similar
topic — for example, hurdeanss, voleanoes ar fleods, They compare these in
pairs, suggesting changes and improvements, before submitting their texts
1o the teacher for correction.

Discussion

The teacher’s intention in Step 1 s to allow the learners some say in the
content and direction of the lesson and, apart from the selection of the
topic, not to impose on it a prefabricated structure of his own. The joint
hrainstorming arcund a2 topic assumes that the class are both sufficiently
torthcoming and that there i a rebixed classroom dynamic conducive to the
free flow of ideas. 1F not, the teacher may prefer 1o structure this activity
more purposefully, by setting a specific wiiting task and/or by asking
leading questions. Nevertheless, as students become more accustonied to 2
less direetive approach, they start to show more initiative,

It is important, in Step 2, that the teacher renounces any active role in
the construction of the text — physically absenving himself is a ¢lear signal
that students are an their own. It is abso imporsane to establish that this s
acallaborative exercise — that the class as 2 whale is responsible for the text
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Student text

Japanese and eacthquake
have got & quife long Hrne.
relationship. More than &0
vears ago the big one had
orcwed and it cavsed resrible
darmage, for example fire
which had been used for
cooking et lonch time. The
were giite. ignorant with what

Reformulated reacher text

The Japangse and carthquakes
have had g leng=tarm
relatonship. More than 60

i years age T ‘Big One’

| ocourred. and it caused terrble
darmage, such as Fres, dug to
the fact that peaple used fire
to codk thar md-day wmeal,
They didn™t really know wnat

» How (o deal with grammar errors

——

they shoold have dore. So  orecautions to take. So now,
new on That day almost al on the amniversary of feat .
the Tapanese dd the day, almost everyonz in Japan "
sitvation practice against tre | dods an carthquake drfl, since Ry
disastec since it s predicted | it s predicted that the nexct o
trat the big one wil surel Big One’ will defintely occur &
ot before. lng. So that bekere long. This 15 why most o
most of them keep pecple kedp emergency Tood, o
immecgent food, derk, drrk and. medicing at home, OF k3
medicing. etc, OF course we course, we hepe these things E:.,'
hope these things ace ret i | will vet be needed., - ¥
re.ea. E‘%
(l

rather than one or two of the more fortheoming individuals. If this is likely
to be a problem, or if the class is too large to make this feasible, an
altermative strategy would be to organise the cluss into groups of about four
or five, and have each group produce its own text, ideally onto an overhead
projector transparency, o, if pot, on paper. While it will be teo much for the
teacher to reformulate all these texts, one or two can be chosen for the Swep
3 activity,

It i unportant, in Step 3, that the students are involved in the rext
reformutation process: the teacher can eliclt ideas for improvements, can
ask questions to check the classs intentions, and can keep the class
informed by explaining his thought processes as he hunts for better ways of
expressing these intentions. Before moving inte Step 4, an alternative stage
might be te erase or cover up the reformulated text and ask learners to work
in groups to reconstruct it from memory, using their original text as a
prompt. This will force attention on form, as well as encouraging greater
attentiveness during the reformulation stage.

Evaluation

The E-factor: Reformulation requires no materials preparation since the
texts are created entirely by the stadents, All that is necessary is some
stimulus, in the ferm, for example, of visuals, or a situation (for example, 2
dialogue between two friends about their health concerns), or a task {such
as, Write a letter to the nowspaper complaining sbout a local problem.) The
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Conclusions
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reformulation process requires only a board, although overhead projectors
are very useful for this purpose. The greatest demand is on the teacher’s skill
at on-the-spot reformulation. However, if the teacher has been
unobtrusively present during the text construction stage, some preparation
for the reformulation stage can be done in advance. In terms of economy,
the danger is that so many problems arise cut of the text there is a risk that
the students lose sight of the wood because of the trees. That is, even if the
teacher has pre-selected a grammancal tem to focus on, and chosen a task
that is likely to generate this item, it may take some time to tidy up
extraneous problems before being free to home in on the target. This is not
necessasily a disadvantage, however, especially at higher levels and in mixed
ability classes, where 2 rich input rather than a purposefully fean one, is
likely to be more effective in the Jong run: there will always be something
for somebady to notice.

And, as with the previous example, zn approach that is driven by the
learners’ texts is more likely to meet their immediate needs than an
approach that is driven by an absentee coursebook writer.

The A-factor: For the reason just mentioned, the reformulation of learners’
texis 15 likely to have greater relevance to learners than the study of
imporred’ texts. Nevertheless, the reformulation stage has to be handled
sensitively, so that learners see it 4s an empowering activity rather than an
exercise in humiliation, Morcover, any activity that allows the teacher
prolonged control of the blackbeard runs the risk of becoming perilously
‘chalky-talky’,

in this chapter we have looked at the types and causes of efror, at

attitudes to correction, and at strategies teachers can enlist in dealing

with error. It is important to note that:

+ Mot all errors are caused by L1 interference. A lot of errors are
developmental - that is, they occur in the normal course of
language acguisition, irrespective of the learner's mother tongue.

s Not all errors are grammar errors, and not all grammar errors are
simply tense mistakes,

s Not all errors matter equally: nor do they all respond to the same
kind of treatmant,

= Correction is not the only form of feedback that teachers can
provide. Qther options include positive feedback, clarification
requests, and reformulation.

= Faiiure 10 provide some negative feedback may have a damaging
effect on the learner's language development in the long run; on
the other hand, providing only negative feadback may be
ultimately demotivating.

¢ tearners’ errors offer a rich source of material for language focus
and consciousness-raising.
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iooking shead  So far we have been dealing with ways of introduding, practising,
and providing feedback on grammar, and have been largely
concerned with classroom activities, techniques and procedures. The
view has been essentially a dose-up one. But how do these activities,
technigues and procedures fit into the larger context of a teacher’s
daily work plan? What is the place and status of grammar
prasaniation, for example, in the overall lesson? In the next chapter
we take a wider-angle view, and attempt to answer the question:
How do you integrate grammar into your teaching?
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The PFP model

An alternative model

&  Sample lasson T Integrating grammar using a PPP model of
instruction

& Sample lesson 2 integrating grammar using a task-based model
of instruction

e Sample lasson 3: integrating grammar into a skills-based fesson

@  Sample lesson 4: Integrating gramimar into a story-based lesson

for very young learners

Huow does grammar fit into the overall context of 2 language lesson? Onee
upon 4 fime the grammar lesson was the language lesson, and o the
question wouldn't have been asked, Typically, lessons followed the pattera:
granunar explanation followed by exercises, Or, what came te be known as
presentation and practice. The practice stage was aimed at achieving
accuracy. YWhen it was recognised that accuracy alone is not enough to
achieve mustery of w second language, a third clement was added ~
production, the aim of which was fluency (sce Chapter 6). The standard
model tor the language lesson became:

R J[ PRACTIC J-—»————s» L?ROI}UC'HQ\ J

] L

This kind of organisation is rypical of many published English language
waching courses. It has a logie that is =1P[J(.“§11nl7 both to teachers and
1c.u-1m\, and it reflects the way that other skills - such as playing ennis or
using & computer - are fearned, Tlhat s, knowledge becomes skill through
successive stages of practice. Moreover, this model allows the teacher to
cantrol the content and pace of the lesson, which, for new teachers in
particulan, helps them cope with the unpredictability of classroom life. It
provides a convenient template onto which any number of lessons ¢an be
g,

Neverthelesy, the PPP model bas been eriticised because of some of the
assueptions it makes about Tanguaze and Ianguage learing, [t assumes, for
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example, that language is best learned in incremental steps, ane ‘bit of
grammar’ at a time, and that the teaches, by choosing whar bit of grammar
to focus on, can influence the process. Research suggests, however, that
language acquisition is more complex, less linear, and less amenable tw
teacher intervention. The PPP model also assumes that accuracy precedes
fluency. However, all learners go through a long stage of making mistakes.
Meanwhile they may be perfectly capable of conveying their intended
meanings fluenty. As in first language learning, accuracy seems to be
relatively late-acquired ~ a kind of fine-tuning of a system which is already
up-and-running, Delaying communication until accuracy is achieved may
be counterproductive. Rather than as preparation for communication, it
seems that it is by means of communication that the learner’s languuge
system establishes itself and develeps.

An alternative  As we have seen, PPP represents an accuracy-to-fluency model of
model  instruction, An alternative model stands this progression on its head, and
adopts a fluency-to-accuracy sequence. Put simply, the learning cycle begins
with the meanings that the learners want to convey, They try to express
these meaning using their available resources. They are then given guidance
as to how to do this betrer, This guidance may include explicit grammuar
instruction. Through successive stages of trial, error, and feedback, the
learner’s cutput is fine-tuned for accuracy.
Propenents of the communicative approsch proposed a fluency-first
model of instruction that is called task-based: first the learners pc;form a
comnunicative task that the reacher has set them; the reacher then uses this
to identify language features learners could have used in order 1o '
communicate thelr intentions more effectively, These feanmes are taught
and practised, before students re-perform the original {or a similar) rask:

TASK -—-*—-’--m-hc-g TEACH b | TASK ;

i

In this kind of lesson, the language items that are selected for special
arrention arise solely out of an assessment of the learners’ communicative
difficultics, rather than having been predetermined by a grammar syllabus.

But if the grammar is not pxz. programmed, how is teaching organised?
One approach is to organise the syllabus around the tasks. Thus, the
syllabus objectives are expressed in terms that relate 1o real language wse
{telling a story, booking a hotel room etc.) rather than in grammar terms
{present perfect, adverbs of frequency etc).

Task-based learning is not without its problems, however. For a start,
what eriterta determine the selection of tasks, the ordering of tasks, and the
evaluation of tasks? More problerartic still are the management problems
associuted with setting end monitoting tasks. 1t is purdy due w these
problems thae task-based teaching bas had 2 mixed reception, Nevertheless,
many teachers are finding ways of marrving elementss of o task-based
approach with the waditional grammar syllabus,
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sample lessen  Lesson 1: integrating grammar using a PFP model of instruction
{Intermediate}

In this example, we follow a teacher as she conducts a lesson through the
three stages of presentation, practice and producten, The linguistic
objective of the lesson is the fanguage of coescion, ¢.g. the expressions make
someane do semething, (not) lot somesne do something, be allowed to do something
and the modal structure bave 2.

Step 1

The reacher uses a generative situation (see Chapter 4, Sample lessen 3} to
provide a context for the targeted language. In this case she introduces two
characters, Tom and Viv, and tells the class that when he was young, Tom's
parenes were very strict, Viv, o the other hand, had very easygoing parents.
For example, she says, Tom bad to helpr with the housework, Bur Viv didn't have
#0 help qwith the housework. Tom’s parents mads him take piane lessons. He didn't
want fo, bt they made him. Viv, on the other hand, wansed fo have a motorhike.
Her parents let ber bave one ..

Step 2

The teacher asks the class to report back what they can remember her
saying about Tom and Viv. She elicits on to the board the foﬂawmg
sentences, shaping them into thelr correct form:

He had to help wﬂw the housework,

His parents made him take piano lessons.
He wasn't allowed to eray out late.

viv didrt have to help with the housawerk,
Har parents let her have a motorbke,

Sre was allowed to stay ot late

R

Step 3
The teacher then elicits paraphrases of each of the six sentences and writes
them on the board. For example

la Hs parents made bim Mp with the housauork,
2a  He had to teke pare lessons.
3o They didn't leT him stay out late.

The teacher erases the first set of sentences and asks students, in pairs, if
they can reconstruct them from memory, Students write the sentences and
these are read out and checked in apen class,

Step 4

The teacher sets a group-work task. The object is w find out whe, in their
groups, went to the strictest, and whe to the most easygoing, school
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Students prepare questions to ask cach other using the target language
forms and finally report back to the teacher. A general class discussion
follows, as to the merits or not of a strict education.

Discussion

The lesson is plotted along PPP lines, with Steps 1 and 2 being the
preseniation, Step 3 the {controlled) practice and Step 4 the [reer
preduction. The presentation is a situational one, arguably more meaningful
and memorable than a straight explanation. The teacher wastes no time in
presenting learners with the written form (Step 2), since the written form is
more easily processed than the speken form and therefore a better medium
for a gramumar focus,

The practice stages invelve the students first of all transforming and then
recanstructing the model sentences (Step 3). Again, this is done as 2 written
exercise, allowing students reflection time 25 well as the chance to work
eollaboratively, It is probably at the stage when the stadents are reading out
their sentences that the teacher would st ¢o fine-tune for accurate
pronunciation, The fluency sk (Step 4) is sill relatively controlied, but by
having the students ask and answer a lot of questions using the target
language there is built-in repetition, Moreover, there Is 1 communicative
purpose to the task, ensuring a focus en meaning as much as on form.

Evaluation

The E-factor: A PPP model is an easy one to use and adapt, as was pointed
out earlier. In terms of ecomemy, fe. the learning dividends measured
against the time and effort involved, the PPF model scores less highly. This
Is i part because it is too easy to over-prolong the fiest P at the expense of
the other two, There is always something more that can be said about a
point of grammar: & case of grammar expanding to DY the tine wvailable for
it. As a rough rule-of-thumb the proporton of dme spent on each of the
three stages of PPP in a lesson should be something like 1:2:3,

It is the efficacy of PPP that s most disputed. Many of the problems
have been outlined earlier in this chapter, and rather than review them, it
may be more instructive to compare Sample lesson 1 with Sample lesson 2
which follows,

The A-factor: The PPP model reflects most students’ experience of
classroom instruction whatever the sublect: the progression from theory to
practice has an unassailable logic. This, of course, does not mean that it is
the most effective model, but teachers should not be surprised if they
encounter resistance when applying alternative models. Whar s
inappropriate, however, is to turn the PPP model into an excuse for copious
reacher explanation - the infamous ‘chalk-and-talk' school of teaching (see

Chaprer 10}.
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Sample lesson  Lesson 20 integrating grammar using a task-based modei of
instruction {intermadiate)
How could the lesson in Sample lessan 1 be recast to fit a tagk-based model?
In the following lesson, at the same level, the same notional area {coercion)
and the same theme (childhood} are dealt with in a wholly different way,
one which is driven by the learners’ meanings, rather than the reacher’s
gramnmar agenda,

Step 1

The teacher introduces the theme by telling a short anecdote about her
school days, which demanstrates, for example, the reluxed approach to the
dress-code operating in her school. She uses this story to check the meaning
of sasygarny and its opposite, strict,

Step 2

The teacher invites one or two learners to recount relazed experiences, She
suggests that many people react against a strice upbringing by adopting very
easygoing attitudes us parents, and vice versa, Since there is some argument
about this, she suggests that the class conduct a survey, in which they
canvass each other to see if there is any correlation between previous
experience and present attitudes. She organises the class into pairs to
prepare questions, which they write down,

Swep 3

The reacher organises the pairs of students into groups of four, and asks
them to twy our their questions on each other, and to make 2 mental note of
the answers, She mositors the interactions, noting down examples of
student productions that could be improved, but she doesn’t correct them at
this point.

Step 4

The teacher asks the class to listen to a recording of some fluent English
speakers chatting on the same theme. The conversation includes various
examples of the language of coercion. The teacher asks some general gist
questions about the conversation ~ for example, which of the speakers had
a strier upbringing, which had an easygoing one? She then hands out a
transeript of the recording, and replays the rape while they read,

StepS

Students then study the reanseripe with a view to finding language that
might be useful in the survey task, particularly language related to the
notions of being strict and ms\émngj They list these in two columns:
adjectives and verbs. Srudents work in pairs on this task, and then the
reacher elicits ideas on to the bourd. For example:
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ADTECTIVES VERBS

tderant I was allwed
: ne ade e
1 I won't fgt tham

She then asks the cluss 1o complete the blank spaces after each verb, and to
make generalisations about the grammar of the verbs. She also clicits the
question forms of the verb structures: were you allowed to .7 ete,

Step 6

The students then return to their survey task — but aze first given a chance
to redraft and refine thelr questions in pairs, They are then paired off with
different students than the ones they were talking w earlier (in Step 3).

Step 7

The teacher then asks students, working in their original pairs, to prepare a
report on their findings, with 2 view to answering the question: How does
upbringing affect attitudes? Individual students are asked to present their
report to the cliss. A general discussion ensues.

Discussion

The lesson is a task-based one because, rather than being plotted around a
pre-selected item of grammar, the purpose of the lesson is to schieve a rask
outcome: in this case, deciding how uphringing affects attitudes, While this
iy seemm contrived — just as conrived, in fact, a5 pre~selecting o grapumar
item — it could be argued that the task focus encourages learners 1o take
more creative risks with their language. They needn’t restrict themselves to
the teacher's grammar agenda (as in Sample lesson 1) theoretically, they
could choose any language from the sample rext (Step 4), Finally, and most
importantly, a task invests the lesson with an intrinsic interest, apart from a
concern only for language. The language is simphy a means, not an end in
irself (as is so often the case in PPP-type lessons).

It should be clear that this task-based lesson shures many of the
ingredients of the PPP lesson, but that the order is radically different: the
major difference being that the preduction stage is brought to the front of
the lesson (Steps 2 and 3) efter an initial introduction to the theme (Seep 1),
The lesson starts in the deep end, as it were, The production stage acts as a
rrial run, where learners attempt to put into words the meanings they wish
to express. The problems they have deing this should motivate them to took
for solutions in the sample text {Step 4). That s, they have an inceative o
use the text as a resource, and may be hetter primed for noticing fearures ot
the text than if they had just read it for the sake of reading it. The wacher’s
role is to guide students (Step 5) to notice features that she herself has
diagnosed us being misused or underused in the trial run. Students are then
ready, theovetieally, w re-atternpt the task {Step 63 As 2 final push wwar 1
accuracy, the report stage (Step 7}, in which the studenes “go pul
imposes an clement of formality that forees artenton on o form.
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Evaluation

The E-factor: A task-based lesson generally requires more in the way of
classroom management than a lesson in which learners are led through a
succession of practice activities. This is because 1t invariably involves some
degree of peer interaction and collaboration. In addition, there Is an elemen:
of unpredictability in lessons that begin with a diagnostic activity, out of
which the language focus emerges, Of course, experienced teachers are
generally good improvisers. More usefully still, they are capable of
predicting (and therefore preparing for) the kind of language problems their
learners are likely to encounter in engaging in a task. Nevertheless, the
management demands, and the likelihood of having to ‘think on their feet’,
make a task-based approach a risky undertaking for new teachers, or for
teachers of large classes. Moreover, the lack of task-based materials means
that teachers who wish to adopt this approach will have to adapt existing
materials or create their own, And designing a task that will be motivating,
manageable, and language productive, requires some ingenuity. A task-
based approach, then, is not easy.

Nor s it necessarily any more economical in terms of time and resources
than a PPP lesson. The two lessons that have been described ~ Sample
lessons 1 and 2 -~ probably would take about the same length of time to
xeCUte,

When it comes to efficacy, however, there is reason to rate a task-based
approach highly. For a start, a task-based lesson usually engages the learner
more than a grammar-based one. This means there is likely to be a greater
depth of language processing, not to mention greater interest and
motivation. Also, the principle underlying the trial run is that learners are
maore hikely to notice language features in the input that they themselves
have discovered a need for, rather than language features that have simply
been served up to them. And, while some learners will notice feature A in
the input stage, others will notice feature B, and still others feature C,
whereas in 2 PPP approach the much narrower focus reduces the chances of
incidental learning considerably. Finally, a task-based epproach, by offering
the learners an opportunity to make meanings for themselves, seems o
replicate more closely natural acquisition approaches, in which accuracy
develops out of fluency and not the other way round. The danger of such a
meaning-driven approach s that fzatures of form may go unneticed and
that the learner’s output becomes fluent but inaccurate. In the werst-case
scenasio fossilisation may set in. To guard against this, frequent overtly
form-focused stages need to be built in to the task-cycle,

The A-factor: As was suggested above, learners are more likely to be used
to the well-trodden PPE path than to task-based learning. Nevertheless, o
task-based approach would seem to be particularly appropriate with learners
at an intermediate level and above, wha have a grounding in basic grammar
and vecabulary, but need opportunities to put this language to use. It also
works well with mixed ability groups, since task achievement does not
depend on having a specific level of abiligy: it is rather a case of ‘each
according to their means’,
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"To sum up, then, a presentation (PPP) approach is based on the premise
that there is something that the learners don’t know and it atrempts to fill
these hioles in thelr knowledge. A task-based approach, on the other hand,
starts from the assumption that there is something that the learners can do
and it attempts to empower them with the means ta do this more efectively.

Sample lesson  Lesson 3:integrating grammar into a skills-based lasson
{Intermediate}

Abthough in the preceding two cxamples we have gone to some lengths 1o
contrast presentation-based and task-based models of instruction, it may be
misleading to give the impression that it is a case of one or the other. The
following example attempts to demonstrate that, although the teacher s
working to a grammar syllabus, it is possible w incorporate the targeted
language into a lesson that is essentially a skills one - that is, a lesson whose
primary focus is the development of listening, reading, speaking or writing
skills.

Step 1

The teacher tells the class an advenrture he had in 2 North African country,
when he was travelling with a group of friends. While he is telling the story
{and, note, telling, not reading) he Is also recording it on a personal stereo.
Into the story he inserts, vnobtrusively, a number of examples of the
structure 5o + adjective thar .. a8 in If was so hot that we decided fo go for a
swim ... the peaple were so friendly that we didn't want to legve ... the train was
50 crowded that we couldn't find @ seat .. Once the story is completed, the
students respond, asking questions to clarify derails of the story and adding
comments of thelr own,

Step 2

The teacher then asks questions on detalls of the story. For example, he usks
What did I sqy absut the weather? The students respond as well as they can
remember, for example Jr was wery bot; It wwas too bot. The teacher rewinds
the tape of the recording to the appropriate point, and asks them to listen:
Tt wwas so hot that we decided (o go for a swim ... Fle continues by asking similar
questions such as What did I say abous the people? About the train? and cach
tme finding the peint in the recording where he uses the o .. shar
canstruction, Each instance of the structure is weitten on the boand.

Step 3

The teacher then produces 2 copy of a letter, telling the class that this is the
letter he wrote to his parents, recounting the inerdent, He asks them o
guess which parts of the story he didn tell bis pasents or that he may have
altered. He hands out copies of the letter so thar they can sec if ther
predictions were right. They read and then report on the differences
between the ‘troe’ narrative and the version he gave his parents.
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Step 4
The teacher then asks the students to tell him what he had written about
the weather, The students try [ was so bot that you decided to go Jor a swim. i
Fe asks them o check the letter, where 1n fact he has wrltten Jf was such g |
hat day we decided fo go for a swin. He repeats the sequence of questions with !
regard to the people, the train efe, and each time the students find that, (‘
where the spoken narrative had so + adjective + thar .. the written text has |
|

such (a) + adjective + noun + #hat .. Each instance of this latter construction
5 written on the board alongside its equivalent construction from the
spoken text For example:

It was so hot fhat we It was such a hot day
decided to go for a swim. Hoat we
Step §
The teacher asks students to formulace the rale. He writes it up in this form:

J_ g6+ adigctive + that L
L auch {af + adjgctive + roun + that L.
it

Step 6

The teacher then clears the board of the sentences, leaving only the above
rules, and asks the students to write a short summiary of his story
incorporating the sentences they have been studying. They do this
individually, and then compare their stories in pairs,

Step 7

The teacher invites students to recall similar incidents that may have
happened to them or to someone they know. They tell thelr stories, first to
each other in palrs, and then selected students are asked to tell their story w
the class. Where the teacher sees an opporninity to incorporate the use of
spor sich he pauses the story and elicits the appropriate construction from
other students,

Discussion

In cssence this 1s a PPP lesson, with the targeted langunge presented by
means of 4 text - or, 1o fuct, two texts {Steps 1 and 3) - followed by a short
practice stage (Step 6) wnd a production stage (Step 7} Nevertheless, the
lesson is so rich in skills work dhar ic hardly seems like o grammar lesson at
afl. Tt is much mere hke a task-based lesson, the task being o tell and
compare travel stories, And yer the grammar is fed in and recycled
comgstently theoughait, and is nrade sufficiently ‘problematic’ (Step 4) tint
the students cannot fail 1o notice it By using his own story, the twacher
virtually guarantees a high level of engrgement on the part of the students;
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this is enhanced by his telling it rather than simply reading it aloud: in this
way he is able both to monitor student understanding mere direetly and to
meke on-line adjustments where understanding seems to have Taltered.
Moreover, by recording it, he has the text available for later language-
focused work (Step 2). Because this lesson involved & contrast hetween two
stmilar structures, the teacher has used two texts, ot this is an added exera
1o a lessen formar that can be reduced o this basie formula:

TEXT ! ML TEACH TEXT 2

ek

In this model, the first text is the teacher’s texr, and the second is the
student’s. The language that is taught is taken from the first text and .
reintegrated into the second, In the case of the sample lesson, any number

of features of narrative could have been chosen to focus on - for example, o
the use of sequencing devices such as fhen, eventually, meamwhily ete, As it ;
happened, the teacher, working from a grammar-based syllabus that .
prescribes what he is to teach, used the narrative as 2 vehicle {or introducing -
so and such. =

¢
Evaluation N
The E-factor and the A-factor: It requires listde ingenuity to stucture a €
lesson around your own story, whether it Is o holiday narrative, your daily i
routing, 2 future plan, a childhood memory, or the layout of voue flar. In fact %

it is highly unlikely that there is any language area that cannot be turned

into teacher text. For teachers who have ne access to authentic materials,

using their own texts would seem to be not only the most realistic solution, ,
but the most effective. The teacher’s text also provides a model for the

students’ texts, hoth at the level of the type of text and at the level of the

specific language features embedded n it Again, in terms of priming the

students as to what they will have to do, a text~teach~text model is easy and
economical.

Recording the rext while telling it adds a technical complication, but the
pay-off is considerable in terms of the potential for language-focused work.

An alternative might be to write a script of the text in advance of the lesson,

read it aloud and then provide learners with copies of the tanscript, Butt
would be at the expense of maturalness and spontaneity. A compromise is to
pre-script the text, and rehearse it sufficiently so that it can be told {nor
read) as naturally as possible,

In wrms of overall efficacy as well as appropriacy, the gy
combines advantages of a PPP approach {in thar it is compatible with a
grammar syliabus) and of a task-based approach, in that there & a heavy
emphasis on skills, on fluency (both receptive and productive), and on
meaning. Of course, the efficacy is going to depend to a large extent on the
reacher’s ability to provide sufficient highlighting of the rrgeted language
items without letting this stage become the lesson.

sproach
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Lesson 4: integrating grammar into a story-hased lesson for very
young fearnars

Most of the approaches so far have been rargered at adult or young adult
tearners. This 15 largely because any explicit focus on grammar is going ro be
over the heads of learners younger than eleven or twelve years old. The
research evidence suggests that until learners reach this age, second
language acquisition 1f acquisition, and that the new language is best
experienced rather than learned. Scories and songs offer a language-rich and
highly engaging means of experiencing the language.

In this lesson, the teacher of a group of five-vear-clds is incorporating the
present perfect continuous to a story-telling activiry

Step 1

The teacher is seated and the children sit in a half~circle on 2 mat at her
feet. She uses a series of large visual aids to tell the story of Goldilocks and
the Three Bears. The Hétml%‘ can take the form of either s ‘big book' or a set
of Joose-leaf pietures, but they are big enough to be seen clearly by all the
children. The story is told naturally but clearly, and with 2 good deal of
checking of understanding (OK#) and of repetition. She also stops w
explain or translate unfamiliar vocabulary s it ceeurs. The teacher inserts
frequent examples of the present perfect continuous into the story, in the
form of statements {Someone’s been eating my porridge) and of questions
{(Wha’s been eating il’}’POi'?'icZ’QL’a), and ad”tpts the traditienal story so as to be
able to include several instances of this: Whok been drinking my milk? Who's
been reading my newspaper? Whes been sitting in miy chair? Whe's been playing
with my deff? ere. A typical sequence might go Like this:

And then Father Bear found his newspaper. His newspaper was all
mixed up [teacher gestutes appropriately]. Father Bear thought Somesnes
beeir :zm{mg iy newspaper. Father Bear asked Mok feen reading my

e a‘ij ’If‘u o

Step 2
The teacher goes through the story again, this time inviting the children to
chorus the refrain Whe been caring my porridye? etc.

Step 3

The reacher repeats the story in subsequent lessons, and, at each successive
relling, s she invites more and more participation fram the childyen. She also
vanies the story by eliher re-arranging the sequence, or by introducing new
clements, such as further svidence of Goldilocks having been in the house
(Someone’s boeir using my mmp.am samesnyy been f:nim g wy flowers .. ete).
The children are eventually se familiar with the story that, prompted mainly
by the picrures, they ase eapable of telling it on their vun,

Step 4
The weacher sets the chikdren the task of drawing thelr own pictures for the
story, which they con use as a basis for re-telling.
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Discussion
The sequence adopts the same approdeh to text-famiBarisation that children
experience in their first language: that is, repeated tellings, reinforced with
visual stimuli and such theatrical clements as changes of voice (s been
! eating my porridge?). Into these re~tellings a number of repeated, refrain-like
elements are incorporated. No attempt is made to deal witl the text or the
language embedded in it as an object in its own right, e.g. by talling zbout
the grammat. The principle operating is that, at this age, engaging and
comprehensible input is sufficient to trigger acquisition.

For very young learners, there seems no limit 1o the amount of repeated
tellings of & story they will tolerate, although these tellings should be spread
over a number of lessons. As they ger older, however, this tolerance drops off

markedly. The teacher will then need to find tasks that disguise the S
repetitive element, by, for example, having them transform the story in some &
way, such as turning it into the script of a puppet play, or telling it &
hackwards, or telling it from the point of view of another character. v

i.
Evaluation :E‘
The E-factor: For the stories to be meaningful and engaging they will need <
to be reinforced with sorse visual element: pictures, puppets, stick figures on ¢
the board, building blocks, mime, video, ete. This may require considerable ig
preparation on the part of the teacher, However, once prepared the material 4
can be used and re-used, and, as noted above, there is no limit t young t
childrens tolerance for repetition. More challenging is to find stories that ti

have refrain-like clements, or, i the absence of these, to adapt traditional
stories to include & high trnover of such formulaie language.

Stories provide a rextual seaffold that supports the introduction of '

P P}

language that may be way beyond the learner’s capacity to process and
produce. Children have an enviable capacity to cope with fuzzy’ meaning -
that s, they are much less bothered than adults might be by vocabulary that
they don't understand, so long as the overall shape of the stary is familiar.
The efficacy of stories as a means of introducing voung learners to z new
The eflicacy of st { introducing young | t
language is bevond doubt, and there is no shortage of stories. The challenge,
perhaps, is to persuade their parents that stories and songs wre 1 more
etficient route to language acquisition than the stady of grammar

The A-factor: Storv-telling is appropriate ro all ages and all cultures, and
works just as well with large clusses as with sl ones, provided that all
students can see the visual stimuli, and thar the teacher involves all the
students. As pointed out above, the extent to which children will tolerate
repested hearings of the same story will depend on their age. Moreover,
stories may need to be chosen carcfully to avold cultural unfamibarity, or,
more controversially, elements that might disuess children, or that might
promote the formation of negative stereotypes,
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Conclusion  in this chapter we have taken a wider-angle view of the role of
grammar, and looked at it from the perspective of the design of
lassons as a whole, attempting to answer the question: How does
grammar fit into a lesson? Two contrastive models of lesson design
have been examined: the PPP model, and the task-based one, Each of
these derives from a different theory of learning, the major claims of
each theory being:

In the PPP model

» language is learned in bits and in steps

¢ fluency develops out of accuracy

e grammatical knowledge is proceduralised through practice

I the task-based model

= language is acquired in lumps and in leaps

e accuracy develops after fluency

= the internal grammar develops through exposure and interaction

We have also seen how certain pedagogical characteristics of sach
modal can be combined in lassons which are skills- or text-based, and
in which, while the primary focus is on meaning, sufficient attention
is given to form to satisfy the demands of a grammar syllabus. This
form-focus can be explict, or implicit, as in the case of story-telling
for very young learners.

Looking ahead  We have now looked at ways of presenting grammar, of practising it,
and of integrating it inte the curriculum. One important question
remains unaddressed: How do you test it? In the next chapter we
examine tha issues and look at sume practical examples.
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Sample test 1: Testing grammar using discrete-item tests

&  Sampls test 2; Testing grammar in an oral performance test

Grammar  You have taught the grammar. You have practised it. You have corrected it
tasting  But how do you know if the process has worked? How do you test it
Grammar is typically tested by means of what are called discrete-item
tests. That is, the individual components of the learner’s knowledge (for
example, irregular past tense verb forms such as wend, saw, did ete.) are
tested wsing tasks such as gap-fills:

| |
Yesterday we ' ___ 1o the cinemaand s film with ;
Richard Gere in it [

J

Or multiple choice tasks: ,

Yesterday we ! (go/went/have gone) to the cinema and

I {see/saw/have seen) a film with Richard Gere in 1t }

i
s e .

Tests of this sort muke up a significant proportion of what passes as
grammar testing — and, indeed, lainguage testing generally - whether the
purpose of the test is to place learners in the right cluss (placement tests),
to test how they are getting on mid-course (pmgmss tests}, or to st how
well they have done at the end (achievement tests). One of the artractions
of these kinds of test is thar they are relatively cusy to design and they are
very edsy (o set t and mark: they are practeal, ‘And, m]pm Lmth’ they meet
learners' expectations as to what a test should be like: they have what is
called face validity. (If a rest Tacks face validiey, Le. if it Isn't moonmb!e as
a test, students may under-perform or contest the results.} They also Fulfil
another criterion of test effectiveness in thar they are reliable. That is, the
results are consistent, regardless of who marks them, and the same srudents
tend 1o get the same results on similar tests. They are also valid vests if all
we want to test is the leamner’s knosledge of a specific aren, For example, a
diagnoste test of specific grammar ftems may be helpful in planning the
grammar component of a course for a p sarticular group of learners. And
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having taught an item of grammar it would make sense to test it before
moving on to something new. For progress testing of grammar learning,
therefore, discrete-item tests of grammar have a useful role to play. Apart
from anything eise, they will motivate learners to go back and review what
they have been studying. Finally, they have positive spin-off. That is to say,
they can be used in class subsequently for reviewing specific areas of
difficulty, This means that testing can be a learning experience as well,

As tests of overall language proficiency, however, such tests leave 2 lot to
be desired. They de not really provide the kind of information necessary to
make a rounded assessment of the Jearne’s abilities. For example, they do
not give any information as to the learner’s ability to communicate,
including how well the learner can cope in situations of real-life language
use. While ir is useful to knaw what the learner knows, w0 test only for
knowledge (i.e. competence} without also testing the ability to use that
knowledge is like setting & driving test that consists only of a written test of
the Highway Code.

The language-testing equivalent of a valid driving test would nced to
show how well the learner can ‘drive’ in the language: it would need to be a
performance fest. What does this mean in practice? Does it mean that, if
we want to test if a learmer can order & meal, we send him to the nearest
restaurant’ Theoretically, yes, but in practice this would be far oo
impractical, As an alternative we mighe set up a situation in class — a role
play — which invoived ordering a meal. This is fine for testing a functional
objective, like ordering o meal, but here we are concerned with grammar
testing, How,do you test, say, past simple questions in performance? One
solution, perhaps, is to think of a situation which could be rofe-played in the
classroom and which would require the use of past simple questions. As an
example, nvo students could interview each other with aview o finding out
how similar or how different their last weekend was. It would be difficult ro
do this task without needing to use past tense questions.

This sounds practical - juse — but 1t is a far remove from the convenience
of gap-fills and multiple choice. Performance testing i3 not as practical as
competence testing. Vot is it as easy for examiners to agree on how to rate
performance, hence it is less reliable. One pacticular advantage of
performance testing, however, is that it reminds teachers that language
teaching is more than simply teaching the grammar ~ it Is also teaching the
ability to use the grammar. From this point of view, performance testing has
a useful backwash effect ~ that is to say, in preparing for this kind of rest,
as much classroom time will be spent on communication as on grammar.

So, while there are very good reasons for incorporating performance tests
into a teaching programume, there are also good — If more pragmatic —
reasons for sticking to discrete-item competence tests. Ideally, bath kinds of
test could be used, either in conjunction, or at different stages of the learning
cycle, For example, 2 discrete-item test could be given immediately after the
first ntroduction of 8 new grammar item. Later, to test how well the
learners have fnregrated the item and how readily and aceurazely they can
use it, a performance test would be appropriate,
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To sum up, then: there are six factors that need to be taken into account
when assessing the value of a test:

« Its practicality — how easy is it to set up, administer, and mark?

+ Its reliability — does it give consistent results, e.g. do the results tally with
those of similar studenes, and when marked by different people?

¢ Tts validity ~ does it test what we want to test, and not something else?

+ Tts tace validity — do the students recognise it as a fair test, and will they
therefore perform to their abili?

* Backwash ~ does it positively influence the teaching that will be done in
preparation for ir?

= Spin-off = can the test e used subsequently for review and remedial

teaching? ..

. 9

Where diserere-ltem rests lose polnts with regard to their overall validity, b

they are more reliable, practical and, from the student™s polnt of view, they b

look like tests. They can also be used afterwards for review purposes. Their L

backwash effect is less powerful than that of performance tests, however. )

1 i s * : )

Sample test  Test 1: Testing gramrmar using discreie-item tests L

: The teacher of an intermediate class has been working on the differences
between yet, afready and sl ~ adverbs that present problems not only
terms of meaning but also in rerms of syntax, that s, their position in the
sentence and the kinds of verb soruetires they combine with. The teacher
now wishes to test her students’ command of these adverbs, She can't decide
between the following five short tests: '

P R I

1 In sach sentence choose the best place {) to put the word in brackats:
1 The 7.25 train / hasn'1 / arrived /. (il
! 2 /Haven'l you [ done your homework / 7 [yet)
3 V7 have f sent /&l my Christmas cards, {already)
4/ RBen/ s/ doing his homewark, (stifl)
5  How many cooklas / have / you eaten/ 7 {already)
&/ The fim / hasn't staried /. (ye&)
o — R
2

—
Complete this text with yef, siifl, or already:

Pranarations are undarway for the Pan-world Games in Lomoka next
year Many new hotels have ¥ been built and lourists are

making resewanons But the main sladium hasn't bean
staried 3 o Theyared | deciding where to put
#. The Athletes' Village is ® _ o being built, and the swimming

complex isn't completed ®

e T
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Lock at the information in the chart and decide If the sentences are trus or
false.

3

WORLEG CUP UPDATE

Moracco-Tunista USA-Garmany: in progress
3. Korea~-Morocco____ Japarn-Austia in progress
Croatfa-England -0 Austria~lUSA 3-0
Turisia—Croatla 3-1 Garmany-Japan 0-0
Morocco-England 2-1 Austria-Germany 1-1

i England have already playsd Morocca,
Tunisia haven't played Croatia yet.
Japan still haven't played a match,

The United States have already lost once.

[
|\_Mm ...... e e

hoEe L pD e

South Korea haven't played vat,
Germany stilt haven't scored a goal.

for]

Scientists stilt haven't

4 I; Complete these sentences to make true statements:
i

Faaple have already

i

2

3 Explorars have already
4 My leacher has already
5

8

hy best friend - _yet
[ ane stiff

Write & letter to a friend of between 75 and 100 words. Ask him/her about \
ihelr news, and 18}l them some news of your own. Include two examples
each of yer, stif and argady,

Driscussion and evaluation

Before discussing these individual tests, it may be helpful to re-define the
E-factor {efficiency) and the A-factor (appropriacy) in the terminology
associated with testing, The ease und economy factors are issues of
practieality. The efficacy of a test relates to its reliability, validicy,
backwash effect and spin-off. The face validity of a test needs to be
assessed in terms of the learners’ assessment of its appropriacy.

Test 1 s fairly limited in that it tests only the studeats’ knowledge of the
word order constraints on the three adverbs. It is conceivable thar students
could do the test without understanding either the meaning of the adverbs
themselves nor the contexts into which they have to put them, To improve
the validity of this test (e, 50 thut it tests what the tester is interested in
testing), iv would need w be supported by an exercise that tests learners'
abifiry to distinguaish the meaning, not only the {onm, of the adverbs, Asking
students 1o translate the sentences into their mother tongue {in the case of
a manalingual group) might be one cheice; alrernatively, any of the mors

www.ité4mbridge.com
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meaning-focused exercises that follow would do as well. A further problem
with this test is that, because it is essentially a multiple choice exercise (there
are three choices of correct advett placement), the student has a reasonable
chance of getting at least a third of the answers right purely through random
guesswork. One way around this problem would be not to indicate the
possible adverb positions:

1 The 7.25 train hasn't arrived. {stilly
2 Haven't you done your homework? {yet)
3 ihave sent all my Christrnas cards. {alraady)

Test 2 i the classic gap-fill type of exercise and has the added advantage of
being 2 whole text sather than isolated sentences. The learner — in vrder o
£l the gaps successfully ~ has to attend to the meaning of the rexr,
although, since the testee has only three choices of adverb in each cuse,
chance can play a part in gerting the answer right. Nevertheless, this kind of
test is relatively easy to design, and extremely easy to mark, henee its wide
popularity in progress tests of this type.

It should not be confused with what is called a cloze test. A true cloze
test is a text in which every nth word has been deleted - e.g. every seventh,
or every ninth, or whatever ~ so that the item deleted is not pre-selected, A
cloze test tests much more than knowledge of one discrete-item, as this
example {where, after an initial run-up, every seventh word is deleted)
demonstrates:

Preparations are underway for the Pan-‘World Games in Lomoka next year,
Many new hotels have ! been built and tourists are already 2 __

reservations. But the main stadium hasn 3 started yet. They are stifl '
deciding 4 _ to put it, The Athletes’ Village ¥ _____ still being built,
and the swimming 8 isn't completed yet ..

Cloze tests are effective at testing overall linguistic competence, but because
they capture a wide variety of language items and therefore test a wide range
of competences {grammar, vocabulary, and discourse) they seem to work
better as placement tests, where an overall assessment of a learner’s
competence is needed, than as progress tests, where specific syllubus itemns
are being targeted, For this reason, a ‘selective cloze’ (as in example Test 2)
is preferred for progress testing, where pre-selected irems {such as all the
prepositions, or all the past tense verbs) are gapped out.

The main problem with both Tests 1 and 2 is that they we primasily
form-focused rather than meaning-focused. Thar is, the student could do
both tests simply by knowing where s/, yer and afready go in the sentence,
bue without having much understanding of what they mean. One way of
getting around this is the approach adopted in Test 3, where students have
w0 match their understanding of the meaning of the test item against some
data, Test 3 tests the learners understanding of the tems and is o kind of
grammar interprefation task (see Chapter 6}, The assumption underlying
a comprehension test is that the tester is not ar this curly stage expecting
students to be able to produce the rargered items accurately since
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inevitably 2 time lag between understanding and production. Ir would, of
course, be quite eagy to turn this test into a grammar production test, by
changing the instructions to the following:

Look at the information in the chart and make ten sentences with yet,
afready and still. include at least two examples of each.

Tests 4 and § allow a considerable degree of freedom to the student, which
makes for marking problems, But by providing less contrived contexts for
displaying the targeted items, and by requinng production as well as
comprehension, these tests move in the direction of performance tests. Test
4 requires the learner to exercise a little imagination, and therefore would
not favour students who find spontaneity and creativity ~ especially under
test conditions — a tall order. Of the two tests, the second (Test 5) provides
a more natural context, but, again, will favour students who are already good
writers, and who have a flexible vocabulary at their command. This reduces
the effectivencss of the test as 2 diserete-item one. The marker may need to
take this inte account, awarding marks for correct instances of the targeted
items, but not deducting marks for other errors,

The above test types by no means exhaust the range of tests that can be
used for testing progress on grammar learning, Different grammar items
will lend themselves to different kinds of tests, and a sclection of test types
will wark better than ane alone. Whatever test-type is chosen, it is
importart that students are familiar with it in advance, In fact, all the above
tests make perfectly valid exercise types for pair and group work as well as
for individual study, and in this sense they can have positive backwash
effects. A good way of familiarising students with different test types s to
get them, In groups, to design thelr own, which they then use 1o test each
other, A quick review of some standard test types is all that is needed to get
them going. This not enly helps demystify the tests, but provides a useful
focus for revision,

Test 2: Testing grammar in an oral performance test

The kind of tests we have looked at so far have taken the close-up view,
testing bits of grammar In isolation, without testing whether the student has
integrated these isolated bits of knowledge into a functioning system, What
do they really tell us abour what the learner can do? To return to the driving
analogy, this 15 like testing a driver solely on the basis of their knowledge of
the road rules. Or, in terms of the familiar PPP model, it is like doing only
contrelled practice activities without doing production ones.

This suggests thar, if discrete-item tests are modelled on practice
activities, then performance tests could be modelled on the standard
repertoire of classroom production activities, In other words, role plays,
simulations, discussions ~ even informal chat ~ may provide useful test tas
The main problem is in deciding the criteriz of assessment and then in
applving them.

In this example, the teacher has been werking with a lower intermediate
cliass on the Tanguage of description of places, including describing changes
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using the present perfect (They've butlt o new bridee). He decides to test this
using an oral interaction activity.

Seep 1

The students are divided into pairs, and, while the rest of the class is
working on a writing activity, eacl pair takes rurs to leave the classroom
and go to an adjoining reom for the test. Fach member of the pair is given
a copy of either the STUDENT A or the STUDENT B picture (see page
148), Neither student is allowed to see their partmers picture. They are
allowed time to read the instructions and to study their pierures.

Step 2

With the examiner present (perhaps another teacher), the students perform
the activity, teking turns to deseribe thelr own picture, and then o work out
what has changed. The examiner listens and scores each student according
to the following criteria:

Fluency (inchuding fuidity of speech and ahilisy to intesact)

5 hesitant fluid

g i i 1 I ]

j 1 2 3 4 5

|

| interacts poorly interacis well
| [ [ I I |

: 1 2 3 4 )

i

Complexity {including syntactic complexity and vocabulary range)

simple syntax complex syntax
i [ i l [ 7
1 2 3 4 5
! fimited vocabulary extensive vocabulary
- \ i 1 :
1 2 3 4 3

Accuracy {including prenunciation and grammar)

highly accented

shghtly secented

. www.ircambridge.com

I ! ] 1
1 2 3 4 3
naccurate grammar accurate granimar
I I i i |
1 2 3 +4 5
Total: . out of 30

147




2H0S Jipl

How to Teach Grammar

STUDENT A

Look al the pictre of g town fiftean years ano, and

e i io JFUDLN !' i, Lwe'ﬂ to STUDE'NT 8&-

STUDENT B

ook at the picture of & town row, snd desoribe i
o STUDENT AL Listan ta STURIENT A's description TRaRly
nars 40 and find six things

{from Palencia, Roand Thombury, 8. Ower 70 Us 4, 78, Longman, 1998)
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Distussion and evaluation

The teacher has chosen an information gap tusk in order to simulate the
conditions of authentic language use (see Chapter 6}, The need to ‘cross the
gap obliges the students to put their communicative resources to the tess.
One component of these resources is their ability to use the linguistic
system (grammar, vocabulary and pronunciation) for communicative
purposes. This type of test, then, has positive backwash effects, in that, in
order to prepare for it, the students will need practice in interaction skills as
well a5 in the grammar itself It is also 2 valid test, in that, assuming the
teacher’s overall teaching aim is to develop his students’ communicative
competence, the test js consistent with the course objectives.

More problemaric i the validicy of the scoring system itself and
particularly the weighting given to the different categories, Does, for
example, the equal distibution of marks between fluency, complexity and
accuracy truly reflect the balance of knowledge and skills required to do the
rask successfully? And is the distinction between accuracy and complexity a
valid one? (In Chapter 6 we argued that it was,)

Other problems raised by the scoring system relate to the issue of
reliability. Are the categories sufficientdy differentiated or do they overlap?
Are more detalled descriptions nceded for each criterdon? To what axtent
does a subjective, impressionistic element enter into the evaluation? Would
two different scorers give the same or similar marks?

One way of improving the reliability of the test is to have different testers
score 4 sample of the rests. Where there i3 a marked diffetence in scores
berween testers, the criteria for assessment may need to be renegotiared.

The face validity of the test may also be questionable, especially if
students think that their performance is dependent on their partners, An
alternative might be o da the task with the examiner, or, if available,
another teacher, while the exarniner listens. Finally, in terms of spin-off,
there is not & lot the teacher can do with this kind of st afterwards in class,
unless it has been recorded somehow.

Even if all these problems are troned out, there ks still the question of
practicality. As was pointed out earlier, this kind of west is much more
difficult to set up, administer and score than rhe diserete-item tests
custemarily used to test grammar knowledge.

Nevertheless, the fact that this kind of test is much more consistent with
the objectives of a communicative teaching programme suggests that it is
worth trying, at least from fime to time, and especially when assessing
fearner’s overall achievement at the end of 2 course. A sensible compromise
might be to use oral performance rests in conjunction with discrete-item
tests, rather than as an alternative.
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Conclusion

Looking ahead
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Testing is a headache ~ so much so that some teachers and institutions
avolid it altogether. However, since tests are a recoghised meaans of
providing both teacher and learner with feedback on the
teaching/learning process, and since they are a useful means of
gncouraging learners to review, they can have a positive influence on
language learning. Many students may be interested in preparing for
public examinations, so regular testing, both formal and informal,
helps familiarise them with the different methods and conditions of
assessment. [t is important, however, that testing be done well - ¢r as
well as possible, Insofar as this affacts the testing of grammar the
teacher needs to ask the following guestions:

« Dogs this test assess what the learners know or what they can do
with that knowledge? Both kinds of test are valid, but a test of
knowledge cannot fairly be used to test use.

+ Hag the learner been sufficiently prepared for the test and does it
reflact the learner’s classroom experience?

s Wil the test be as much & learning experience as a testing one?

So far we have attempted to ask the question: How do you teach
grammar? This has involved censidering how learners learn grammar,
how practice influences learning, and how learning i tested. On the
way, we have looked at a range of presentation approaches, a range
of practice and testing activities, and a range of ways of integrating
grammar into the language lesson. Such a range, in fact, that the
impression may have been given that ‘anything goes’. It might be
usetul, therefore to consider whether there are any ways in which
grammar should not be taught, That is the purpose of the final
chapter.
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ow not 1o teach the past perfect

&  Some conditions

@ Some caveats

This chapter will be short because a) there are very miany more options for
teaching grammar well than there are for teaching it badly, and b ir should
be clear by now what this book considers to be ineffertive grammar
teaching, so & lengthy rehearsal of the arguments is probably unnecessary.
This chapter, then, will stand as a short summary of what has gone before,
and will attempt to answer the question implied in the dtle, thar is: How do
you teach grammar?

First of all, let’s look at a lesson, The reacher is teaching a group of

intermediate level teenagers:

Lesson: How not to teach the past perfect (intermediate)

Step k

The teacher introduces the lesson by telling the class thar they are going to
have a grammar lesson. He writes on the board ‘past perfect’. He then
explains the rules of formation and vse of the past perfect {as in be dad
worked ...}, including how the past perfect is used ta refer to a time anterior
to an established past reference, and how the past perfect is also used m
reported speech to mansform direct speech instances of the past stmple and
the present perfect, He also points out that the past perfect functions in
condidonal clauses to refer to hvpothetical past tme (as in Jf' ] bad duowen
YOU Wt ComINg L)

Step 2

He asks if the class understands, and then distribures an exepvize, which
involves converting past simple and present perfect structures into the past
perfect, as:

fwent to the beach =+ 1 had gone to the beach.
She has seen the movie — She had seen the movie,

The stadents work on this individually and then ake wirns o read their
answers out aioud, The reacher corrects anv errops,
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Seep 3

In the remaining ten minutes of the lesson, the teacher sets up a game of
‘Flangmar, the vocabulary game in which the class are allowed several
guesses at the gapped-our letters of a word,

Piscussion and evaluation

First of all, ler’s be generous to the teacher and allow him the benefit of the
doubt — it probably wasn't his decision to include the past perfect as an
isolated item in the syllabus. Nevertheless, the past perfect is rarely if ever
found in solation, but instead co-exists with other tenses, and functions so
a3 to aveld ambiguity, as in marking the difference between:

1 When we arrived at the party the other guests left,
2 When we arvived at the party the other guests had left,

It is therefore difficult, if not impossible, to establish this fanction without
reforence to a text or a context. Relying simply on explanation, without
examyples, places considerable faith in the learners’ capacity to create their
own contexts, What's more, the teacher compounds the cognitive load by
introducing several uses of the past perfect at the same time, again without
much in the way of exemplification and using fairly ditficult metalanguage
to do it with, The only check of the students’ understanding is the question
Do you undersiand? — hardly a rellable means of gauging the success or not
of the presentation,

The practice activity invalves a mechanical manipuladon, but, in the
absence again of much context, there is no way the students could work out
what effect on meaning the transformation entails, unless they already knew
hetorchand. The fact that the practice activity s done individually allows no
opportunity for collaborative learning. Nor does the open class check
provide students with o high volume of spesking practice. Finally, by
switching to an unrelated word game, the teacher misses an oppormunity to
ser up some kind of more langusge-productive, interactive activiry as a
means, for example, of personalising the lapguage. For example:

, [ _ R
] Use this pattern to wiiie five true sentences about yourself: W
i

| Belored _ . ihadnever _

; !
| For example: !
J ‘Before | want to Brussals, | had naver met a Belgian.

|

Exchange your sentences with your partner's, and ask sach other questions
| ge y P

| aboul them. For exampis:
i

I

|

What ware you doing in Brusssls?
Was 1t Hke you expected it would be?
ete.

1n shore, the lesson carns low marks for hoh E- and A-factors, While fwas
relatively easy for the reacher, in thar it invelved litde ar no preparation, the
fatlure to use the thne avatlable productively o engage the learners, or w0
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provide the minimal conditions for learner understanding, means that the
economy and efficacy of the lesson are less than optimal. The
predominantly teacher-fronted approach, plus the lack of any conrent -
such as a text — to stimulate the students’ interest, or of any activity that
might invelve them in real communication, rans counter w the need to
provide & motivating classcoom environment. This bs especially important
for learners of this age group {i.c. teenagers}, who may have no specific
motive for learning English, but who generally respond positively o
purposeful, interactive tasks.

In shorr, the teacher has adopted a teaching-is-transmission approuch o
the teaching of grammar, In other words, the lesson is based on the belief
that simply by explaining the rules of grammar they will magically he
internalised. The evidence seems o run counter to this view.

What conclusions, then, are 10 be drawn shout the teaching of grammar?
Here are some rules of thumb:

« The Rule of Context: Teach grammar in context. 1 you have to take an
item: out of context in order to draw attention to i, ensure that it i re-
contextualised as soon as possible. Similarly, teach grammatical forms in
association with their meanings. The chowee of one grammatical form
over another is always determined by the meaning the speaker or writer
wishes to coavey,

= The Rule of Use: Teach grammar in order to facilitate the learners’
camprehension and production of real language, rather than as an end in
irselt, Always provide oppartunities for learners to put the grammar 1o
some communicative use.

¢« The Rule of Economy: To fulfil the rule of use, be economical. This
means economising on presentation time in order o provide musimam
practice time, With grammar, a lietle can go a long way

* The Rule of Relevance: Teach only the grammar that students have
problems with, This means, start off by finding out what they already
know. And don't assume that the grammar of English 15 a wholly
different system from the learner’s mother tangue, Exploit the common
ground,

* The Rule of Nurture: Teaching doesn't necessarily cause learning = notin
any direct way. Rather than occurring as flashes of insight, language
learning is more often than not a process of gradual approximarion.
Instend of teaching grammar therefore, wy to provide the right
conditiens for grammar learning.

* The Rule of Appropriacy: Interprer ali the above rules according 1o the
level, needs, interests, expectations and learning styles of the students.
This may mean giving a lot of prominence to grammar or it may mean
never actually teaching grammar at all - fn any up-frone wav, But either
ways 1t is your respunsibili 1

iy as o reacher to know your gramag inside
falER
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Some  The Rule of Nurture argues for providing the condittons for grammar
conditions  learning. What are these conditions? If the answer to this much disputed
question could be reduced to 2 handful of essentials, they would probably be

these: ;

= The input learners get: will it be presented in such a way that the learners
are likely to engage with it, thus ensuring a reasonable chance of it
becoming intake?

+ Their output: will it be of sufficient quantity and/or quality to ensure that
they have oppertunities to develop both accuracy and fluency?

+ The feedback they ger: will it be of the type and quantty o ensure that
some of their attention is directed at form?

« Their motivation: will the content and design of the lesson be such that
fearners are motivated to attend to the input, produce optimal output,
and take account of the feedback?

Some caveats  Finally, the teacher — whether new or experienced ~ is advised o be
extremely wary of methodological fashions. Teaching methods come and
teaching methods go. And, quite often, they come round again. These shifts
in fashion are often powered by dublous theoretical claims that seem o
touch a common chord, but which have a sheli-life of a decade or so at best.
Teachers' intuitions, on the other hand, that are developed and fine-runed
by years of thoughtful classtoom experience, tend to outlive these swings
and pendulums. This 1s not meant o be an invitation 1o complacency. As
professionals, language teachers have 2 duty to keep themselves abreast of
develepments in second language acquisition research, in apphied lingustics,
in educaticnal theory and practice —~ both inside and outside the domain of
language teaching — in fact in any field that has a bearing on language and
on Jearning,

It 15 reassuring, perhaps, to read the advice opposite, from an English
course {Lsential English for Foreipn Students, Book Tewp by C.E. Eckerslc-y)
that was first published half a century ago, and to realise what lictle, in fact,
Tas changed.
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LESSON 3
Parts of Speech

MR, PRIESTLEY 1 There is a difference between " learn-
ing English” and “learning ebout English.”
Now I want you to learn English, and 1 believe
the best way 1o learn to speak English is by
speaking it; and that is why in our meetings,
instead of taiking to you sbout English grammar,
1 try to get you to tatk about all kinds of things.

PEDRO: Excuse me, sir, but haven’t there been some
new ideas in English grammar teaching about
“structures”’ and “sentence patterns” ?

MR. PRIESTLEY : Yes, there has been quite a lot of work
done, both here and in Armerica, on the structure
of English, and next vear I'm going to introduce
vou to those idens. Dome teachers get rather
carried away by any new ides and think it is the
answer to all their difficulties. In language teach-
ing I don’t think this is ever true. A friend once
said to me, *You can learn to talk by sentence
patterns and “structure’, but you can’t learn to
write without studying grammar "'—and I agree
with him; so I'm going to give you from time to
time some ordinary straightforward English
graminar.

33 i
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introduction

s The exarcises in this saction all relate to topics discussed in the
chapier to which the axertises refer, Some sxpect definite
answers while others agk only for the readers opinions.

»  Tutors will, of course, decide when {and #) it is appropriate to
use the tasks in this section. Readsrs on thelr own tan work on
the tasks at any stage in their reading of the book,

+  Ananswer Key (pages 177-178) is provided after the Yask File for
those tasks where it is possible to provide specific or suggested
answers, The symbol [@~] beside an exerdse indicates that
answers are given for that exercise in the answer key,

+  The matevial in the Task File can be ghotocopied for use in
Hmited circumstances. Please see the notice on the back of the

title page for the rastrictions on photocopying.

www.ircambridge.com
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What is grammar?

complete the sentences (1~5).

o= £ Analysing language in terms of chains and slots  Page 2

Here are some sentences in a language you probably won't know, along with
their translations in English. See if vou can work out the grammar by
studying the chains and slots and the translations. Then see if you can

action phrase subiect phrase
Kei te mahi au.
Kei te oma akt.
Kei te kai ia.

1 Kel te  — -
Z Kel o —————— e — — —
Keite aha a Hone?

Kei te moe a Hera.
3

Kei te aha riga wahine?

Kalte walata te wahine.
4 OO — nga wahine,
5

transtation

| am working.

f am running.

He is eating.

He is working.

I am eating.

What is John doing?
Saral is sleeping.
What is Sarah deing?
What are the women
doing?

The woman is singing.
The women are eating.
The women are working.

well-formed, and put a cross by those that are not.
Kei te aha te wahine?

Kei te kal Hera,

Keite oma ia.

Ket aha nga wahine?

Kei te waiata la.

Kel te wahine te aha?

L1 I+ B R TR S

& B Which are the well-formed sentences? Page2

Gn the basis of the above, tick the sentences below that are grammartically

V_\_/WW.irCa @Qridge.@@mhornbur'y How to Teach Grammar & Pearson Education Limited 1999
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Task File = Chapter 1

o f Different types of geammar rule Fage 11

Put a, b, or ¢ in each box accerding to whether you think the rule {1-7)
comes from:

a  astyle guide for writers (hence preseriptive)

b a grammar of English for linguists (hence descriptive)

¢ an EFL students’ grammar (hence pedagogic)

; 1 Hyou are talking about something that is happening now, yau \:—j
: normally use the present continuous: Theyre watching TV.
2 The subjurctive were is hypothetical in meaning and is used in [j
conditional and concessive cdauses and in subordinate clauses after

optative verbs ke wish,
3 None s singular and is therefore followed by the singular form of D
the verb: None of us is hungry.

| 4 Use a possessive adjective before a gerund: / was embarrassed by \"ﬁ]
i their arriving so late. Not [ was embarrassed by them arriving so L—
late.

5 Here are two rufes for the order of adjectives before a noun: |
+ opinion adjectives usually go before fact adjectives; thiv nice old L.
pub
+ ganeral gualities usually go before particular qualities: traditional
Chinese medicine,
& You use the when the person you are talking to knows which 7
person of thing you meaan, L
7 When they have generic reference, both concrete and abstract non- D
count nouns, and usually also plural count nouns, are used with the
zero article: / ke cheesafmusicidogs ..

WW.ircam bridge.@@mhombuw How ta Tesch Grammar € Pearson Education Limited 1229 154
PHOTOCOPIABLE
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Why teach grammar?

£ Understanding "the case for grammar' Page 15

Read this extract from the Teachers Baok for the popular EFL course
Headway Friermediate by John and Liz Soars. Note the arguments that the
writers use, and match chese, where possible, with the arguments listed in
chapter 2 under ‘the case for grammar’, namely:

« The sentence-machine argument » The diserere item argument

= The fine-tuning argument = The rule-of-law argument

e The fossifisation argument *+ The learner expectations argument
s The advance-organiser argument

Do the writers offer arguments chat are not mentioned in the chaprer?

The grammar is given such

PI‘\'HI]IHL’ e tor SC\'Erﬂl TERE0NS.

1 Iris the mechunism that
generates the infinite nurmber

of sentences that we produce and
receive,

2 Irisa tngible system, and can
provide one elernent of a
systemnatic approach o weaching
a4 langage.

3 velops students’ cognitive

awarengss of the hanguage,
Languigee i rule-based, and

knowledge of the rules is the key

! to ‘weneralizability” and creatvity,
Students can do a lot of work on
thelr own ouside the clisscoom
if the near s presented in
chear, digestible portions,

4 Tr conforms to students’
capectations of linguage learning,

and mieets an often-heard vequest
for ‘more gramimar’.

Tt will be ot assistance to reachers

(=

in the planning of their lessons,

WWWI?@%mbrIdg@lE@wa How to Teach Grammar @ Pearson £ducation Limited 1999
PHOTOCOPIABLE
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Task File # Chapter 2

e B identifying which method vour coursebook uses
Pages 2122

Here zre some more extracts {1-5) on the subject of grammar from the
introductions to some EFL courses. Can vou identify the method in each
case? Choose from this list (a~¢): ’ ’

Grammar Transkation

Direct Method

Audiolingualism

Communicative approach {shallovw-end)

Communicative approach {deep-end)

a oL o

The forms of English are taught, but more important, the rules for their
use are alse taught - there is little vaiue in learning fanguage forms
uniess we know when it is appropriate to use them .., Students are
encouraged to communicate effectively rather than to produce
grammatically correct forms of English.

2 Assoon as the pupil has mastered the rules of each lesson, he should
learn the corresponding Vocabutary, paying great attention to the
spalling of each word. The Dialogues, which are based an the sarlier
Lessons, will enable him, with the aid of Translation, to tearn a variety of
idiomatic phrases and sertences, which would otherwise be difficutt to
acguire,

3 The approach is based on the belief that aftention to grammatical )
structure [s essential in language learning, but it does not assume that
grammar should therefore be the starting point of learning. The
direction, therefore, is from fluency to accuracy ... Students engage in the
Language Activities. Where a need s identified - either by the teacher
ar the students themselves - for the target structure, this can be
highlighted by drawing students’ attention to the appropriate rufes.

4 inarder to make himself understood the teacher ... resoris at first to
object lessons, The expressions of the forelgn language are taught in
direct association with perception ... The value of the various words and
constructions is understond much more easily by means of the practical
and striking examples of object lassons, than by the abstract rules of
theoretical grammar.

& The method of presentation rests on the concept that the sentence is the
unit of Instruction. The framework of the sentence is the structure, a basic
pattern constantly expanded by a growing vocabulary .. Drilt and
review exercises have as their primary aim the establishment of habits
of automatic language control, it is important that the teacher limit
ingtruction in each lesson to many variations of the same pattern ungil
mastery of that pattern is attained.

P

www.ircambhhdwgevcr@mo Teach Grammar © Pearson Education Limited 19599 164
PHOTOCOPIABLE




2HaS glipl

Hew to Teach Grammar

How to teach grammar
from rules

@ fA How to identify ‘good’ rules Page 32

Laok at the following grammar rules (1-6) and assess them according to
Michael Swan’s criteria (page 32} in the rable below. Put ticks and crosses
on the grid for each numbered rule

truth

limitation

clarity

simplicity

familiarity

refevance

1 The choice between bring and take and come and go depends on where
the speaker is. Bring and come are used for movement towards the
speaker, Take and go are used for movement away from the speaker.

2 M you want to talk about a past event or situation that occurred before a
particutar time in the past, you use the past perfect.

3 To form the past simple of regular verbs , add -ed to the infinitive.

4  Any indicates one or more, no matier which; therefore any is very
frequent in sentences implying negation or doubt {(such as questions).

5 A phrasal verb consists of a verb + adverb (e.g. work out). The two words
form an idiom, 1t s called a phrasal verb only if the adverb changes the
rrganing of the verb,

6 As arule, all sentences in written English {apart from Imperatives) have a
subject and a verb.
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Tosk File « Chapter 3

B How to use a rule explanation Pages 33-38

Plan a presentation along the lines of Sample fesson 1, to teach one of
these strucrures:

1 The active-passive distinction, e.q.
i a A man bit a dog.
& A dog was bitten by a man.

2 The difference between direct and reported speech, e.9.:
a Hesald, 't amn hungry'.
b He said he was hungry.

3 The difference between two aspects of the same tense, e.g.:
a |read a book last night.
B+ | was reading 2 book last night.

€. Racognising the overgeneralising of rules Pages 38-43

1 Inalanguage that you know well, think of a grammar ares which, like
the verb so/er in Spanish, overlaps in meaning with an English
equivalent (wsed #6) but is not identical. For example, the passé
composé in French and the present perfeet in Enghish:

JYat déja regu Iinvitation. = | have already received the invitation,
Elle a été malade la semaine derniére, = She has been ill last week.

2 Design ateaching sequence to ‘trap’ students into overpeneralising the
Desig g seq 10 overg
fit between the ovo forms, In other words, design an ‘up-the-garden-
path’ sequence similar to the one in Sample lesson 2.
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ter
How to teach grammar
from examples

o A Selecting example sentences Pages 51-55

Induetion ~ or working rules out from examples ~ assumes that students
can see patterns in the examples. Here are some sets of sentences, Which
N sentence 15 the odd one our in each set? In other words, which sentence
does nor fit nto the pattern® Why?

1 The baby's bottle.

The nation’s struggle.

The teacher’s ill,

The nurse’s pay.

The government's defeat,

The plane was hijacked by a woman,

The tourists were attacked by a gang.

The soldier was hit by a bullet,

The trains collided by a river,

Thres hundred peopie were killed by the sarthquake.

She must have lost the address.

Alan must have been here too.

That must have been awful.

The thieves must have got in through the window.
1 must have something to drink,

I'm not used to the noise yet,

They used to work in a girqus.
Didn't there use to be a shop here?
| never used to smoke.

1t didn't use to be so dirty.

STy O RSTY O QA0 T & an oy

E2 Using the Total Physical Response method  Ppages 55-57
Devise o TPR {Total Phusieal Response) kesson for teaching one of these
grammatical tems:

1 possessive adjectives {my, his, her, your .}
2 verbs that take two objects (2.g. Give me the ball)
3 prepositions of place (next ta, behind, in front of, under etc)

|
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Task Fille & Chapter 4

€ Using realia rages 57-59

What ‘realia’ might be useful for teaching the following aramumar points?

1 some versus not any
2 comparative adjectives
3 possessive adjectives {my, her, his etc)

o B} Using a generative siuation Pages 50-62

Here is 1 generative situation. What structure(s} could ir be used to reach?
What examples could it generate?

Tom wert shopping. First e went o the baker's and
bougnt some bread. Then ke crossed the voad To the post
oFFice and bougnt some stamps. Then e went rext deor o
the ravsagent's and bougnt a magazing. Then he crossed
the raad again and had a cup of coffee in a cafd. whon
he went Yo pay, ke discovered e didn't have Ws wallet

with wis mongy in it Now he's wondaring uhere e leFt it

E Using minimal sentence pairs pages 63-65

Design a set of ‘minimal sentence pairs” for each of these contrasts (say,
two or three palrs per contrast):

1 present simple versus present continuous.
2 extremely + adjective versus absolutely + adjective
3 must have done versus should have done

. .5
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How to teach grammar
through texts

% fA Selecting appropriate contexts Pages 69-72

Which of these two rexts provides the berter context for presenting
used fo? VWhy?
——

—

———
| A Po you smokey
| ‘ I used +g smoke
D0 Me, da ’
| 10 drink, as e
l al let's have an
. Fange juice,
b Thatd he nice

B Contextuslising example sentences Pages 69-72

You are placning to teach the first conditional (§fvou db X, then ¥ i/l
Bappen) wo a class of clementary learners, Write a short dialogue that
contextualises exarnples of this strucrure. Plan how you would use this
dialogue for presentation purposes.
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Task File » Chapter 5

e & Finding authentic texts Page 77

The authentic text an page 77 has a high frequency of passive forms.
Where might you find authentic texts that have a high frequency of the
following grammatical forms?

past simple

present simple with future reference
reported speech

imperatives

should and must {for obligation}

WE Pt B b

B} selecting topics for Community Language Learning
Pages 79-82

You are planning to do a CLL-type activity {see page 81). What topics
could you set that might clicit the following structures?

1 usedto

2 second conditional

3 passives

4 present perfect

E writing a dictogloss  pages 82-85

Write a text that you could use a5 u dictogloss (sce page 82} for the )
presentation of each of these structures:

1 going to {elementary level)
2 third conditional {mid-intermediate level)
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How to practise grammar

o £ Choosing activities for accuracy, fluency and
rastructuring Pages 91-95

Laook at the following activity ({rom Headway Pre-Infermediate).

b Isiv designed for accuracy, fluency or restructuring?

2 How could you adapt the activity to make it suitable for another of
the objectives?

1 Your teacher will give you a card which begins Find
senneone who ., .

i
Who hes

p,p

to Kiussiar,

You must form the gquestion, beginning Have you
ever.. .7
Then stand up and ask evervone in the class.

B Using varied drill sequences Pages 95-97

The teacher's plan for the drills in Sumple lesson 1 might Took fike this:
How much milk have we got? x & Himitation drill]
rice, mreat, juice, sugarn spaghett, wine, ail caffee. [substitution drill}
How many bananas have we got? x & [imitation drill]
potatoss, eggs, onions, tomatoes, apples, lemons. [substitution drill]

eqgs, meat, coffee, apples, sugar, wine, tomatoss, rice, potatoes ... [variable
substitution driil}

[ 72 = T S Y

Presign o similar sequience to practise the present perfect + for or sinee
(o [ bave been bere for tree bl I bave been bere sinee August.)
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Task File = Chapter 6

€ Designing a task to encourage granunar interpretation
Pages 105-108

Read this short text:

This year Peter i in Class 2. Last year he was in Class 1. His &
teacher fast vear was from Canada. This year his teacher is :
Australian. There are five students in the class this year. Last year \
there were 12, This year they are in Room 15. It is not very big, F
Last year they were in Room 22, which was much bigger. Peter is \
the only boy in the class: all rhe other studenrs are gitls, Last year !
there were five boys and seven girls. [

Design some true/false sentences that will require learners to interpret the
difference berween present and past forms of the verh o de. For example:

His teacher is Canadian. (False)
(Note that you should my to avold using time expressions [l year, this
year] in the sentences, so that the learners’ interpretative skills depend
entirely on recognising the difference between the renses.)

£ using conversation in grammar teaching Pages 108-111

Read this statement:

High frequency grammatical structures, such as the present simpfe, past
simple, and modal verbs such as should, would, couwld and might are fairly
zasily and maturally contextualised in informal chat.

Chouose two of the above grammar items (shoufd erc.) and think of ways
each could be worked — several times ~ into # teacher-led classroom
conversation.
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“hapter
How to deal with
grammar errors

e M Categorising errors Pages 114-113
1dentify and classify the errors in this text:

T —
———
t H
/ rauhlla T was sE.E M brorther T 7
Emembered tne qood m, " i J
e OMEnTs witkh
WREN we were a Children,
broty .
/ ; aTer nadg a Io0g hair ang ble e,
2 was Ve litte. e . |
N WA= very |
} fable, He a[watjs Was lost py l
I
Elamas. He dizliceq a lort Hoe, sc;a |
. ) Ol
Pe, =2d Its a prizen of Poys! tHe
e to clmbed SOME. -t'ﬁj&a Er\é +.
l ?Iarj WHCh i dog. Wrer T was X
oun
| hated +he dogs. The dog of n::f S
| brothes was black, His name, .
Btack.. - o
f o hrj News, MY brothes s very afl |
/ Ve A long haie becavse he's 5 ]

T

Are there any crrors that seem to be systematic and therefore worth

dealing with?
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Task File ® Chapter 7

@ B Responding to errors  Pages 117-119

Here is an extract of teacher-learner interaction. Note the different ways
the teacher provides feedback {marked —}. Can you number them 1-12
according to the list on pages 117-119.

s1: What about go to mountains?
a-+ T Whatabout .7
s1: What about going to mountains, we can do 'barrancking’
[Ss laugh]
T What's ‘barrancking’?
531 You nave & river, a small river and [gestures)
T (Goes down?
53 Yes, as a cataract
h— 1. OK, a waterfall [writes it on board] What's a waterfali, Manel?
Can you give me an example? A famous waterfall [draws]
st Like Miagara?
¢ T 0K, S0 what do you do with the waterfall?
541 You go down,
T What? In 4 boat?
si; Ne, no, with a cord,
d-+ 1. No, rope, a cord is smaller, like at the window, look [pcints-}
s4: Rope, rope, you go down rope in waterfall.
sz You wear .., black clothes .. fespefu] klsvdes/
e T fspefal klowdw/ Repeat [student repeats] ... This sourids
dangerous, is it dangerous?
55 Nono
s3: 1% i sumraer, ne much water
f— 1 Sorry?
530 Poco .. poco .. little water, river is not strong
g~ T OK..and you have done this? What's it calfed in Spanish?
s4r  Barranguismo. In English?

I don't know. Fl have to ask somebody.
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hapter
How to integrate grammar

£ Designing a task-teach-task (TT7) lesson
Pages 129 and 132-135

On the opposite page look at a teacher’s lesson plan for a PPP-type
lesson, designed to teach the comparative form of adjectives. Re-design
it so as to turn into a 3T T-type lesson.

B choosing material for a "tell and record’ lesson
Pages 135-137

Look at Sample lesson 3 again, Can you think of a true story of your own

that you could use in a ‘tell and record’ lesson and in to which you could

etibed examples of either of these:

s indirect speech

¢ indefinite prenouns {e.g. somebody, something, anybody, anything,
robody, nothing)

£ Choosing material for a story-based lesson  Pages 138-139
Can you think of another children's story that has a repetitive or
refrain-fike element that could be used like ‘Goldilocks and the Three
Bears’ with a class of young leamers? Flow would you use this stwrey?

72 Scott Thormbury How to Teach Grammar © Pearson Education Limited 1939
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Task File o Chapler 8

1. DPraw figures on board 1o vepresent Trese concepts:
a. Kim s taller than Cans.

Chris s older Than Kim,

Coar A s bigaer than Car B.

Car B is more exporsive than Car A,

Kim is mare intdligent than Chris,

S

R, gt sertences @ - 2. Write up. Highlagnt form and
dict vule for comparative of shart wards (tall, dd, bigh
and long words (expensive, ntellgent),

3. Exercses to practise:

a. students write comparative forms of different
adjectives: beautitul, Fast, rich, comfortable,
dangarous, exciting, popular, hot, cool, efe.

b. students write sentences using above adiectives
and. based on magazine pictures of 4. famous
cities, famous spartspecple, showbusingss pecple,
yodds oF Transport ete,

4o Students plan hoiday in groups of Three, cncosing
betugen tuo ditrerent heliday destirations, Tuo
ditferent Timgs of year, twe different modes of
Trarsport ete. Cnoces suppled on cards, ¢g.

go Yo Istarbul o Care? :
ge n Marcn or August? -
aget teare by plae o aruise ship? '
stay in backpackers’ hostel or fve star Wotel?
rert a car o take public fransport?

ac alone o with Friends?

Scott Thornbury How to Teach Grammar © Pearson Education Limited 1832 173

www.ircambridge.com PHOTOCOPIABLE




2H0S Jipl

WHow 1o Teach Grammar

apler
How to test grammar

A Assessing the relative value of tests Pages 141-142

Here are two more discrete-item tests for adready, yet, stitl, Compare them
to the five tests in Chapter 9. How do they rate in terms of contral? How
effeceive do you think they are?

1 Complete the spaces with already, yet or stilh

a ‘Would you like 1o see the latest Jarmes Bond film?’
‘No, Fve S seen it’

b ‘Has Ivan had breakfast?’
‘N, he's in bed.

¢ ‘Can | use your scannery’

'No, I'm — using it.’

d 'Are we late for the film?'
'No, it hasp't started _ N

e ‘Can{dear the table?
'No, | haven't finished _ J

2 | Complete the sentences, using the word in brackets, sa that the
meaning is similar to the sentence given:
a fsaw this film last year

[already] 've .
b Haven't you finished doing your homawaerk?

{stili] Are _ ?
¢ The train s still in the station.

fyet] The train
d We've missed the beginnping of the match,

lalready] The __ o

e |can't remember if you've graduated,
lyet] Have e
etc.

B Designing a discrete-item test Pages 141-146
Design short diserete-irem tests to test, at clementary level, students’
knowledge of:
1 the word order of question forms

2z the difference between the use of how much? and how many?
% the use of prepositions of time - at, in, on
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Task File @ Chapter @

€ Designing an oral interaction test rages 146-149

You have been teaching a group of intenmediate students the language of
making plans and arrangements, Design an oral interaction task that
would test their ability to do this.

i} Assessing written compositions Pages 147149
Lack at this scoring sheet for oral interaction activities from page 147,
How could you adapt this so that you could use it for assessing students’
written compositions?

Fheney {inchiding Muidity of speech and ability to interact)

hesitant Thaid
[ I I 1
1 2 3 4 5
interacts poorly interacts well
| i [ VT
1 2 3 4 k)

Complexity (inchuding syntactic complexity snd vocabulary range]

simple syntax comsplex syntax
f | T T 1
1 2 3 4 5
i
i imired vocabulary exiensive vocabulary
[ T - f T ! i
I 1 2 3 4 5
Aceuracy (including pronunciation and gramimar}
highly zeeented srerented
[ B
1 2
inaccurate gramnar ACCUIATC gramEnar
i \ ] i T
1 2 3 A 5
Total: ____ out of 30
hornbury How to Teath Grammar @ Pearson Education Uimited 1999 175
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How NOT to teach grammar

B improving your teaching Pages 151-153

Re-design the sample tesson in this chapter so as to make it more effective,
How many different designs can you come up with?

o B Applying the six rules of grammar teathing Pags 153
Here again are the stx rules for effective gramumar reaching,
e The Rale of Context
*  The Rule of Use
+ The Rule of Economy
+  The Rule of Relevance
+ The Rule of Nurture
* The Rule of Appropriacy
Heve are six reacher ‘confessions’, Which rule did the teacher break, in each
case?
1 iexplained it and drilied it~ and still they made mistakes. So | explained it
and drilled it again,
Z 1taught my business class the present perfect continuous using & fairy tale.
{ presented the rules of adverb order, and then we did some exercises in the
book. Tomorrow I'm going to do the second conditional.
4 They don't have any problems with the past tense, but I'm going to teach it
again because i1's fn the book,
% {gave them five sentences in different tenses and asked them to work out
the difference. Then we did some sentence gap-fill exercises.
6 The presentation Took about 40 minutes. That left me ten minutes for the
role play.

3

€ Providing optimal conditions for learning  Page 154
Here agrain are the tour conditions for optinal learning:
©Input
* output
« feedback
* motivation
Esamine again the extract of teacher-student interaction in Task File 78 on
page 171 To what extent does this extract show evidence of these conditions?

Scott Tharnbury How to Teach Grammar @ Pearson Education Limited 1999
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Task File o Key

Chapter 1

A1 Kelte mahi ia B1v/ 2x 3/ 4k
2 Keite kai au. §¢ 6 X
3 Keite aba a Hera? Clc 2Zb 3a 42
4 Kei te kat nga wahine. S5¢ 6¢ 7b
5 Kei te maht nga wabine,

Chapter 2
B 1 d {from Building Strutegies by Abbs and Freebairn, Longman, 1979)
a {from The New British Method by Girau, Magister, 1925)
3 e (from Highlight Pre-intermediaie by Thornbury, Heinemang, 1994)
4 b (from Merhod for Teaching Modern Languages by Berlier, 1911)
3 clfrom First Bosk ln Awerican English by Alest and Pantell, Oxford Book Company, 1962)

Chapter 3
A Buggested answers:
i 2 3 4 5

truth X s s
limitation X X
clarity v v v X v
simplecity v v v v
familiarity # X | v
relevance PV

Notes:

Rule 1t A sentence like P come cver fo your place describes movement towards
speuker, so the rule lacks truth,

Rule 2: The rule is to0 broad sinee it implies that you can't say
Rule 3: Unless the students know what the irregular verbs
-edd 10 verhs except the ones you don't add -o tof

it affic

are already, this rule

Rule +: This rule uses terms (0o madter wubich, negalion, detidy) that may be unfimiliar to learnors,
Rule is rule is tow limiting, since it excludes non-ldinmatie phrasal verb e wpo Hvite i slewn),

and miscues learners into thinking that idlomaricity (irsetf a eather subjptin fxsue,
Rule &: This rule can be particularly relevant for learners in whose own L

e Spanishe Ey profisene ([She] i5 a teacher).

5 ot ebhigioy,

Chapter 4
A 1 ¢ (The ¥stands for i whereas the others are all possessives)
2 d (This B an active construction whereas ull the others are passh

¢ {This has present meaning; the othess have past meaning,)

3
4 u {This means de acemiomiad 5. The others mean past habit]
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D Structure: verb forms used to make deductions about the past,
Examples: He must bave left it in the nesosagentt,
He can't bave left 12 in the baker'.

Chapter 5
A Text 2, because:
o ured #o clenrly refers to finished habits whereas in text 1 it is not clear.
*intext 1 wied to could easily be interpreted as meaning mswalfy.,
C 1 Nasratives (such as fairy storles, jokes, personal anecdotes, narrative songs) history texts,
biographies and obituari
2 Tdneraries (You arrive in dswan on the 7tk and spend the day sightsecing ...}
3 News stories, e.g. reports of court cases and political speeches; statements and complaints
(They said the car was drand new but ...}
4 Written instructions, recipes, directions
wisit the embroidery misenin}
3 chu]ﬂti(ms (for :l‘pp]}'ing for a driver’s licence or visa} and the rules of a game

3

nide books (Spend seme time in the ofd towm and

Chapter 6
A 1 This is a fluency activiey,
2 An accuracy {form) focus could he add
results of their survey {Threc staddenis ha

by having the students repart to the class the
on fo Riessia) for which they prepare by writing
sentences first. Restructuring may be assisted by asking students to ask further questions
(When did you go? What wwas it fihe?) which may force them to confront the difference
between present perfect {Aat yow cver ... P} and past simple (wherr did you ... #). (Both
these extensions are in fact suggested in the book that the activity comes from.}

Chapter 7
A Vocabulary:
* Wrong words: seom Jirtle, hippy bay.
© Wrong spelling: éryes instead of 7#
Grammar:
© Wrong word order: be disiiked a lot the s
+ Wrong verb form: was seem wwas Josfy f beddy be have.
o Queruse of article: @ children; a lang bain, the schoot, some tryes; the dogs,
© Non-use of possessive forms: @ prisen of bevs; ihe dag of my brother
Systematic errors:
= Use of g where possessive swould be beter (¢he dog of my brother)
¢+ Use of passive forms instead of active ¢ wwas seen, was los?)
< Lse of the definite article when no article would be better: sehood, dogs.
Bad b2 <1l 49 ¢2 {7 ghl

b instead of with.

Chapter 10
B 1 The Rule of Nurture
2 The Rule of Appropriacy
3 The Rule of Use
4 The Rule of Relevance
S The Rule of Contest
& The Rule of Econamy
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The following books are recommended should you wish to consult a
grammar reference, or are looking for teaching ideas or simply want to
pursue some of the issues ralsed in this boalk,

Grammar referance books for students

Murphy, R. (1985) English Grammar in Use. Cambridge University Press,

Swan, M. and Walter, C. (1997) How English Works. 4 Grammar Prastice
Bosk. Oxford University Press.

Grammar reference books for teachers

Carter, R, and McCarthy, M. (1997) Exploring Speden English, Cambridge
University Press.

Colling CORUILLD English Grammar, (1990) Collins ELT,

Crystal, D. (1988) Rediscover Grammar. Addison Wesley Longman,

Downing, A. and Locke, P {1992) .4 University Cowrse in English Grammar,
Phoenix ELT,

Lewis, M. (1986) The English Iorb. Language Teaching Publications,

Swan, W {1995} Pracrical English Usage (New edition). Oxford University
Press,

Books about analysing grammar for teaching purposes

Thombury, 8. (1997) Abour Language: Tasks jor Teachers of English.
Cambridge University Press.

Yule, G. (1998) Analysing English Grapunar. Oxford University Press,

Grammar recipe books

Hall, N, and Shepheard, I (1991) The Ansi-grammar Gravimar Book:
D:rmﬂ’ryzﬁ'm.mmﬁz Grammar Teaching. Ad dison Wesley Longman.

Rinvolueri, M. (1985) Granumagr Games. Cambridge Paivessiny Press,

U, P {1988) Grammar Practice Activities. Cambridge Uni\‘ﬁi’::ir}' Press.
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and learning, 19
Ser afr langunge acquisition

expunsion, 46
pap-filling, 46
Higsaw, 43
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