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Abstract

The idea of implementing a Qariety of teaching and learning activities to
the teaching and learning of the Language Teaching Methodology Unit at
the Department of English, Ho Chi Minh City Teachers' College has been
proposed as a contribution to motivate the students in learning this Unit.
These :various activities, for example, guided reading, diary keeping,
action research or task- based learning are quite new to the teachers and
students .and coﬁsidered to be the recent methods of teaching and
learning. This study has been carried out to let the teachers and students
know what the recent methods are and see whether they think the
methods are acceptable at their institution. It investigated the opinions of
these teachers and students towards the various methods of teaching and
learning to discover if they prefer the recent methods or the traditional
ones. Their attitudes are the basis to work out effective strategies for the
implementation of the new methods which will enhance their teaching,

learning and professional development.

The research method is descriptive and the report includes the qualitative
analysis of data collected through evaluation forms and interviews, as well

as the quantitative analysis of the questionnaire.

The findings indicate that all students and most of the teachers are aware
of the benefits of the various ways of teaching and learning and find them
acceptable in their situation. Only one of the three teachers expressed
some beliefs about the appropriateness of the traditional methods in the

teaéhin_g and learning situation in Vietnam.

if
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The report provides an insight into the attitudes of these teachers and
students and prepares for the introduction of the various teaching and
learning activities which are beneficial to the teaching and learning of the

Methodology Unit and their language teaching profession.
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INTRODUCTION

This project is a study of the attitudes of the students and teachers of the
Department of English at Ho Chi Minh City Teachers' College towards recent
methods of teaching and learning in the Language Teaching Methodology Unit

at this institution. The project is divided up into 6 chapters:

Chapterl. Purposes of the study.
In this chapter, I will state the aims of the study and my research question, then
explain why I think the issue is important with reference to the review of the

literature.

Chapter 2. Context of the study.
In this chapter, I will describe the institution where the study was focused and
took place, the relevance of the research topic to the situation and the

importance of the research issue in this situation.

Chapter 3. Methods.
This chapter concerns the sample of the study, instruments of data collection

and how the actual treatment experiment was carried out.



Chapter 4. Findings.

In this chapter, I will present the data analysis and the results derived from this

process.

Chapter 5. Discussion.

This chapter contributes some explanation to the findings in section 4.

Chapter 6. Conclusion.
This chapter contains a summary of the findings, implications for research and

implications for pedagogy.



CHAPTER 1

PURPOSES OF THE STUDY

In this chapter, I will present the purposes of the study, the research topic and
explain why the topic interests me as well as review the literature related to the

study.

1.1, Purposes of the study.

The target of this study was to investigate the opinions of the teachers and
students of the Department of English at Ho Chi Minh City Teachers' College
and determine whether a variety of teaching and learning activities were seen ‘as
effective in the Language Teaching Methodology Unit. The study sought the
answer for the research question: "Do the teachers and students of the
Department of English believe a variety of teaching and learning activities is
acceptable in the Methodology Unit?" The research is the basis for the
implementation of the various activities, first to the Methodology Unit and then
other Units taught at the Department as well. These activities will enhance the
teaching and learning of these teachers and students and lead them to their

professional competence .

1.2. The reasons why the research issue is interesting.

When attending the classes at Edith Cowan University, I realized that the

lecturers ‘always engage students in different learning activities which require



their active participation, independent thinking and the ability to apply theory to
practice. I myself find these activities very beneficial to my study because I not
only gain profound knowledge, experience and professional development but
learn new ways of teaching and learning. Since the teaching and learning at my
institution is restricted to only a limited range of activities which cannot fully
enhance the study results of the students, I think it could be a good idea to
apply the teaching and learning methods I learned at Edith Cowan University to
my institution. The new methods could improve the situation and bring benefit
to my students. Being a member of the Methodology staff, I first would like to
apply the different methods to the Methodology Unit only. As careful
consideration is a crucial aspect of any changes, I think, it is necessary first to
get to know the opinions of the teachers and students at my institution about

these methods before planning the implementation.

1.3. Literature review.

1.3.1 The importance of recent methods.

Wallace( 1991) states that "... a variety of ways of teaching and learning should
be used in teacher education courses”. (p 29) He explains why it is necessary to
involve a wide range of ways (modes) of teaching and learning in teacher

education;

1. ... trainees' learning styles vary, and this should be reflected in
teaching strategies.



2. ...trainees ought to be encouraged to experiment with a variety of
learning strategies.

3. ...in most other aspects of life, variety adds spice and stimulus to the
learning process. '

4. Variety makes teaching more interesting to the tutor also: too much
predicability in teaching situations leads to mechanical teaching.

5. The tutor gets to know the trainees better and is better able to
evaluate them fairly by seeing them operate in a variety of learning
situations.

6. Different learning experiences are more appropriate to different

learning purposes. (Wallace,1991. pp. 29-30)

As we move from a period of ' teacher training' which views teacher preparation
as familiarising student teachers with techniques and skills to apply in the
classroom, to 'teacher education', which involves teachers in developing theories
of teaching, understanding the nature of teacher decision making, and strategies
for critical self awareness and self evaluation, it is essential for teacher educators
to equip student teacher with both low- inference, readily learnable classroom
skills as well as higher level principles and decision making skills as Widdowson
(1993) indicates: " teacher education..., while indicating the relevant
parameters, leaves them open, and so encourages enquires.” (p.269) With this
idea in mind, Allwright (1983) discusses the need for teachers to adopt more of
a research attitude to their ordinary lives as teachers. In the article reporting on
2 studies of the effects on teachers of doing self- directed classroom- based
research as a means for Teacher and school development, Roberts (1993) states
that "there have been clear benefits at an individual level, largely in terms of
revised perceptions, vperspective and attitudes. These can have a profound effect

on a teacher's practice, and on later performance in more senior posts." (p. 7)



He suggests "doing reseach can lead to a development in the way teachers

tackle problems, because they have acquired additional models of how to act."

(p.16)

In contribution to the discussion, Ramani (1990) suggests some of the ways in
which fheory can be made interesting and relevant to teachers, for example
'reading projects' in which groups research and read up different areas. In his
opinion:
... this may be an interesting way of coping with the problem of 'no
time for reading'. Trainees could think up ways of reviewing books,
and of consolidating, preserving, and distributing the results of their

reading projects. The important thing is to keep alive the dynamic link
between teachers' intuitions and the ideas preserved in books. (p.203)

With an aim to develop teacher students' decision-making skills, Gebhard,
Gaitan and Oprandy (1990) propose a multiple- activities appfoach to teacher
preparation through which student teachers are provided with opportunities to
investigate their own teaching and the teaching of others, to carry out
investigating projects in their own classrooms and to discuss teaching in a range
of contexts. Among the activities they suggest are observing the teaching act,
conducting investigating projects and discussing teaching in several contexts.
Ellis (1990) also examines activities on teacher education in detail and provides
an analytical framework for describing and developing activities. He

distinguishes between experiential and awareness-raising, and offers a list of



tasks that takes the form of a number of ' operations' which the student teachers
can be asked to perform on whatever raw data are provided, for example,

comparing, preparing, evaluating...( see Appendix 2).

In considering that autonomy in education and language learning is very
significant, relating more to exploration of the self concept and to the
realisation of personal and group potential, Kenny (1993) wrote an article

examining this hypothesis and concludes:

Education is about empowerment and what it empowers is people's
autonomy. This allows their opportunities to  generate
knowledge....What learners must do is initiate, plan, organise and carry
out work of their own. This is autonomy in practice and can lead to the
challenge of innate belief systems and assumption. This in turn begins to
unblock peoples' capacities for independent thought and action. (p.431)

Also interested in this issue, Crabbe( 1993) discusses how teachers might bridge
the gap between public classroom activities and private learning activity. His
paper mentions that " learning tasks in the classroom is an important signal of
expectations of a learner's role in learning" and " to achieve the goal of
fostering autonomy, teachers need to examine critically all classroom practice

from the perspective of independent learning.” (p.443)

In another focus on the development of teacher-self awareness, Underhill

(1992) highlights the importance of the facilitative role of groups which can play



a decisive role in helping teachers to mobilize their resources for change. And in
one of his publications, Nunan (1990) encourages teachers to link theory and
practice through an action research cycle of observation, identification of
problem or issue, intervention and evaluation. Suggesting useful research tools
for self- observation in teacher development, Bailey (1990) presents the use of
diaries and journals in teacher education programs. He also mentions a five-step
procedufe for carrying out a study, and makes a number of practical suggestions

to guide the potential diarist.

We have discussed the importance of investigating principles and techniques
involved in teacher education programs and have seen that teacher educatién
programs can not prepare student teachers for self- awareness, self
developmeﬁt, autonomy, critical attitudes, decision- making skills and other
requirements of qualified teachers without a range of different teaching and
learning activities. These activities can be considered as recent methods of
teaching and learning, especially at my institution. (See the activities in
Appendix 3). The review of the literature makes it clear that these activities; for
example, diary keeping, action research, case study, jigsaw learning, journal
assignments and task- based learning, etc., are particularly effective in involving
higher- level cognitive process which can not be taught directly. They will help
teachers and students to adopt a research orientation to their own classroom
and their own teaching, to go on developing their professional competence even

when the teacher éducation program is no longer around.



Another reason highlighting the importance of a range of different teaching and
learning activities in a teacher education program is that the teaching and
learning experience in a College or Department of Education ought to reflect, in
an appropriate way, the teaching and learning experience of the schools that the
students are going to teach in. Widdowson( 1993) comments" Why should they
allow a degree of autonomy to others when it is denied to themselves." (p.262)
And in many cases, we teach as we have been taught, so if student are being
encouraged to break up large classes into small groups for group interaction,
then, periodically they ought to find themselves part of a larger clase being
organised in this way, or if we want student teachers to develop autonomy and
self direction in high school students, then autonomy and self direction should
be gradually introduced to the teacher education program. From his study, Mok
(1994) shows that teachers' beliefs and theories of and about teaching are
guided by their previous experience as learners and as a teacher." It is,
therefore, necessary for teacher educators to create opportunities for their
student teachers to reveal and reflect upon their previous exp‘eriences SO as to

establish a link between theory and practice." ( Mok, 1994, p.109)

The arguments provided clarify the idea that engaging different methods of
teaching and learning in a teacher education program is quite crucial. But it is
not clear whether the students and teachers at the Department of English will

believe these activities to be effective and acceptable in their situation where the
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traditional methods of teaching and leaning, for example the duck- feeding style
of teaching and rote- learning style, still dominate most of the teaching and
learning contexts. As Brown (1990) states "belief systems contribute heavily to
the teacher's behaviour at the level of 'approach’, ‘method' and 'technique'."
(p.85) It is clear that:
...beliefs and assumptions have a large part to play in how any individual
teacher perceives his ‘approach’, his ‘method’ or his ‘technique’....
What, why and how a teacher teaches will depend on what he believes to
be right, or on what those in charge of him believe to be right.(p.85)
Therefore, if teachers and students believe the variety of ways of teaching and

learning activities are essential, their approval of the implementation of these

methods is quite possible.

1.3.2. The importance of studying student beliefs.

A number of studies have proved that stpdents' beliefs about ways of teaching
and learning can have a strong impact on their success in learning. If they think
independent study is essential at university lével and for their professional
development, they will actively involve themselves in any ‘project’ or a kind of
task-based activity which requires extended amounts of independent work. And
if they do not know the importance of collaborative learning, they will not like
to take part in any ‘seminar’, or a form of group activity in which all of the
participants have to contribute something to the discussion. The arguments

explain that what teachers and students think about teaching and learning
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methods can affect how tﬁey go about it. Horwitz (1988) points out "... student
beliefs about language learning can influence their language learning
strategies.... Therefore, knowlédge of student beliefs about language learning is
an important step toward understanding the etiology of learning strategies."
(p.132) The teacher's insight into what students think about their ways of
teaching, why they prefer this method and not that one may enable them to
determine effective strategies and help students adopt more productive learning
procedures. Furthermore, when the teachers understand student beliefs, they
will also see the interaction of beliefs with other learner variables such as
motivation or cognitive styles and thus better understand why and how these
variables impact on learning. It is the beliefs of learners that cause such
researchers as Horwitz and Christison and Krahnke to contribute to the
literature of ESL teaching and learning. Horwitz (1988) reports the responses of
one group of ESL students to an instrument (BALLI- a questionnaire) to assess
student beliefs about language learning. It aims to sensitise teachers to the type
of beliefs students hold and to the possible consequences of these beliefs for
second language learning and instruction. The article concluded "...that a
systematic assessment of student beliefs would greatly facilitate learning in the
ESL class." (Horwitz,1988, p.139) Christison and Krahnke 7(1986), using
interview technique, finds out that the study was one more way to understand
the language learning process and "...studies of learner belief and attitude are

valuable sources of insight into language learning."(p. 78)
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The literature reviewed al;ove has identified the importance of involving various
activities in teacher education programmes and investigating student beliefs in
facilitating teaching and learning. Consequently, I think, it is essential to get to
know the attitudes of the teachers and students at my institution toward a
variety of ways of teaching and learning which are new to them and referred to
as recent methods of teaching and learning in this study. If they think these
methods are acceptable, based on their opinions, effective strategies will be
sought to implement them to their situation. As stated in 1.1, this
implementation will enable them to achieve their professional competence and

educational purposes.

Following is the theoretical framework related to the study.
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S| ESL, EFL teaching |
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In this chapter, we have looked at the purposes of the research and the review
of the literature revealing the importance of the research issue in EFL teacher
education. In the next chapter, we will have another look at the context of the

study.
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CHAPTER 2

CONTEXT OF THE STUDY

In this chapter, I am concerned with the institution where the study is focused,
the students, teachers, the situation and the importance of the research issue in

this situation.

The Department of English, one of the ten Departments of Ho Chi Minh City
Teachers' College is the institution that trains teachers of English for high
schools in South Vietnam. This Department offers students not only linguistic
competence but pedagogic competence as well. It is the Language Teaching
Methodology teaching staff who are responsible for familiarising students with
language teaching theory and practice. Due to the lack of their appropriate
training and reference materials, the teachers are not well- informed of the
recent methods and techniques in teaching. All students have to do in this Unit
is to take notes from long lectures, learn them by heart for the end -of- unit
examination or make simple lesson plans fbr their teaching practice using
particular techniques without being required to understand the theoretical
assumptions underlying them. They can not see the integration of theory and
practice because these two components are likely to be treatéd separately. The
teachers can not motivate their students in the subject as their way of teaching is
traditional and consﬁraining in terms of the activities they ought to engage their

students in. The principles and techniques of language teaching and learning are
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explained only in the form of lectures without handouts, tutorials, discussions or
guided readings that may provide guidelines for the subject. The observation of
student peer teaching is not Seen as a tool for understanding the teaching -
learning process in a lesson but only a focus on student performance. The
teachers are not enquires but a source of data. They never ask students to do
anythin;g beyond the lessons or the classroom. The students have nothing to do
with raising their critical awareness or self evaluation of recent approaches and
methods. They are merely therpractitioners of language teaching techniques.
They are not prepared to become reflective, autonomous teachers who possess
investigating ability, decision- making skills or be sensitive to collaborative
learning, reflective teaching and self improvement because, in fact, their teachers

are not concerned very much about these issues.

As the result of these problems, the teachers can not expect desirable qualities
from their students and the subject does not interest students at all. Though they
are teacher students, they do not pay enough attention to or fully realise the
importance of Language Teaching Methodology in the education program.
They tend to the view that one who can speak a language can teach it and lay

more emphasis on the linguistic or language skills components of the program.

However, if the teachers think the Methodology Unit is essential, they must find
ways to help students learn it better. Grounded on this idea and the situational

analysis, ‘I think an introduction of a variety of teaching and learning methods
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to the Unit can somewhat change the situation for the better. The effective
exploitation of the new methods can arouse both teachers and students' interest

and involvement in the subjecf. But Marsh (1988) states

commitment only comes after a person recognises, understands and
appreciates a particular innovation. It may take quite a long time for a
person to familiarise himself with a project. Only after a certain level of
confidence and understanding has been reached will the person exhibit a
definite commitment to it. ( pp.52-53)

Taking into account this view, I think it is quite necessary to let the teachers
and students at my institution have an idea of what the recent methods are and
see whether they prefer the traditional methods or think the new methods are
acceptable in their situation. These reasons explain why I should carry out a
study focusing on these issues. Their opinions would be considered as the basis

for the implementation of the change.

In this chapter, we have seen the context of the research and understand the
reasons why the issue is significant in this situation. In the next chapter, we will

see how the research was carried out in this context.
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CHAPTER 3
METHODS

This chapter deals with the description of sample, instruments of collecting data

as well as how the data collection was carried out.

3.1 Sample,

As the students of the English Department start the Language Teaching
Methodology Unit in year 4 and finish it in year 5 and there is merely one class
at each level, consequently, subjects of the study were the students of these two
classes ( 13 students of year 4 and 15 students of year 5). Since most of teacher
students are females, there is no wonder why only one student subject is male.
Together with these students are three teachers of the Methodology staff, one
of whom has got a Graduate Diploma in TESOL from Australia ( the Head of
the Unit ). The students are all Vietnamese with their ages ranging from 22 to

25 and familiar with the traditional ways of teaching and learning.

3.2 Instrument.
Data were collected from the students and teachers by means of an evaluation

form, (See p.26) a questionnaire ( See Appendix 1). and individual interviews
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( See p.28) These three instruments were triangulated to ensure the validity and
accuracy of the results. The instruments were designed to gather information
of the following attitudes:

- teacher and student attitudes towards traditional methods.

- teacher and student attitudes towards recent methods.

- their ﬁreferred methods of teaching and learning in Methodology Unit.

The instructions and the answers to the evaluation form, questionnaire and the
interviews were all in Vietnamése to ensure the validity and reliability of data.

Below are the descriptions of the instruments

3.2.1.The experimental classes.

Due to the fact that most of the recent teaching and learning methods are
unfamiliar to the teachers and students, I thought there would be a need for
familiarising them with these concepts so as to enable them to become reliable
informants, Therefore, first of all, I conducted 2 experimental Methodology
classes as the substitution for the 2 usual non- experimental ones. The main
characteristics of the 2 treatment classes were the new activities they involved
as the introduction to the recent methods though they still used the teaching
materials of the Methodology Unit. The student subjects were class participants
and teacher subjects class observers. Following are the description of the

content and procedures of the 2 experimental classes.
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CLASS 1. YEAR 4

Teaching Content : Errors and mistakes.

Aims: To make students' aware of :

- the significance of learners' errors.

- what we can learn from examining errors in detail.

- what attitude and policy to adopt towards errors when they occur.

- techniques for correcting errors.

Steps:

a. Guided Reading.

Students were given two readings ( See appendixes 4 and 5) to read in advance
and individually chose one of the following statements and prepared arguments
to defend it in the coming class:

* "Errors and mistakes are an important part of our learning; we have to make
them in order to learn. "

* " Correcting errors that students make when they speak or write can be one
of the most difficult tasks in language teaching.''( Gower and Walters, 1983)

*" We have to make a distinction between genuine errors and unfortunate
mistakes."

* "Teachers will also have to allow errors to go uncorrected on many

occasions. "( Hubbard et al , 1983)
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b. Crossover Group Discussion.

i. Students who chose the same statement, e.g, statement 1, form one group, so
4 statements made 4 groups. Each group discussed and modified the chosen
statement so that every group member agreed with one another.

ii. Two members of one group, together with the other twos from the other 3
groups,E made a new group in which each member, again, presented his/ her
ideas of | what the previous group agreed upon. S/he also answered questions of

the new group members and defended her/ himself from attack

c. Feedback.

Individuals or groups reported back to the class on what they had be(en
discussing or the tutor could help them explore pedagogical implications of the
reading and the discussion.

d. Task- Based Learning.

Task 1

This task established the difference between mistakes and errors.

Steps.

i. In groups, students recorded a couple of their peers talking to each other.

ii. They noted down which inaccuracies of forms they thought were merely slips
and those which were ingrained errors.

iii. They passed the list to a partner and tried to see if the 2 lists were similar.

iv. They then éompared what they could and what they could not do with their

original list and discussed some of the individual language problems.
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Task 2.

This helped with the anticipation of errors when teaching new structures.

Steps.

i. In groups, students drew up a list of 4 structural areas, e.g, regular past tense,
the preéent perfect or the third conditional.

ii. In pairs, they listed as many potential problem as they could under the

heading of the following grid:

ERRORS OF

Form Meaning Pronunciation Reasons?

iii. The list was then compared among the students and the common errors
were listed.

iv. Students then prepared a remedial lesson on one of the areas of errors.
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CLASS 2. YEARS

Teaching Content: Checking whether students have understood what is

going on.

Aims

-to de\jelop awareness of different types of questions in checking student
understanding.

- to make students aware of different possible strategies for asking questions .

- to give practice in writing questions and deciding on the usefulness of each
kind of question at different stages of a lesson. -

- to show students some other means of checking comprehension.

Steps

a. Guided reading and jigsaw learning
Students were asked to read the guided.reading ( See appendix 6) in advance
and prepare a list of 3 controversial statements about questions, eg, "

comprehension questions need to be organised and serve a clearly thought out

purpose.” etc.

b. Cross over group discussion.
i. Individual student gave his/ her list to the group and asked group members to

modify the statements so that they could agree with him/ her.
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ii. Individual student modified the statements again.

i1, In pairs, they compared the modified statements and modified them again so
that both of them could agree with each other.

iv.The above step was repeated in group of 4.

v. The groups were then doubled up until the discussion involved the whole
class.

In this way, ideas from different groups were shared without the need for a
feedback session.

c. Task based learning.

Task 1. This task gives practice in writing questions to check that students
understand new language.

i. Students were asked to write concept questions to check presented language
items, eg.

* I wish he'd come.

* He used to go fishing every week.

* She must have gone out.

ii. Individual students found a partner and compared the list.

iii. In 2 minutes they came up with a new agreed list by adding and deleting.

iv. Then they found another pair and did the same thing and with other pairs

until the whole class finished brainstorming the topic.

Task 2. This task gives practice in deciding on the usefulness of comprehension

questions. -
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i. Students were given a piece of dialogue, eg.

A. So I said I didn't want to go.

B. What on earth did you do that for?

C. Well, I didn't really like him.

ii. In pairs, students wrote down as many questions as they could about what
was in éhe dialogue and what it implied. They did this quickly without worrying
how goéd or bad the questions were.

iii.Students divided the questiong they had into : Easy- Less easy- More difficult

and discussed in what ways they thought the questions might be of use.

Task 3.

To give practice in other means of checking comprehension. Students read the
attached text.( See appendix 7 ). They discussed whether they could check
student understanding by asking them to tick boxes, write in single word
answers, label diagrams or write sentences. They should decide on the

advantages and disadvantages of each.

We have examined the content and steps of the 2 experimental classes which
were considered the preparations for the responses to the three means of data

collection. Next is the description of the three instruments
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3.2.2. Class Evaluation Form.,

The evaluation form was designed to seek for subjects’ opinions about the
differences between the traditional methods used in the non- experimental
classes and the recent ones involved in the experimental classes. Subjects were
asked to indicate the positive and negative aspects of the 2 types of classes and
suggesf some changes to each type. The differences pointed out between the
classes .were the basis for the subjects to supply reliable responses to the

questionnaire and the interviews. The form looks as follows:
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CLASS EVALUATION FORM

We are interested in your comments about the experimental Methodology class

comparéd with the non-experimental ones . Please respond to the points below

Comments

The experimental class

The non- experimental class

1. Positive aspects.

2. Negative aspects.

3.Suggested changes
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3.2.3. Questionnaire

The queétionnaire was a set of 20 attitude statements requiring teachers and
students to indicate their agreement and disagreement along a 5- point Likert
scale ranging from strongly agree to strongly disagree.( See the questionnaire in
Appendix 1). Based on the 3 attitude categories stated in 3.2, the statements
were ordered as follows:

* Statement 1---8: Teacher and student attitudes towards traditional methods.

* Statements 9---19; Teacher and student attitudes towards recent methods.

* Statement 20: Their preferred methods.

All the questionnaire items were closed because they usually achieve greater
uniformity of measurement and therefore greater reliability and the responses to
this kind of question are easier to analyse. Certainly there were some limits with
closed questions but they were later dealt with in the interviews in which open
ended questions were asked. The questionnaire was piloted with a group of 5
students chosen from the sample before being administered. This helped me find
out that item number 1 and 20 were ambiguous and hence correction was done

immediately.

3.2.4. Interview

The interview was the last instrument of data collection. Subjects of the
interviews were 13 students chosen randomly from the sample group and 3
male teachers of the Methodology staff. As mentioned previously, among the

student interviewees, only 1 is male, the others are females. Each respondent
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was given more or less than 10 minutes to answer the questions. The interviews
were semi- structured since the method of asking structured questions, then
unstructured questions following the responses given by the interviewee, leads
to greater clarity and depth of responses. All the interviews were conducted in
Vietnamese. Like other elicitation instruments, the interview questions were
also piloted in a context close to the reality of the actual study to see if the
questions would obtain the desired data and if they were clear and appropriate.
The interviews were taped with the participants' permission for data analysis.
There were 5 interview questions and they were built upon the questionnaire to
provide subjects opportunity to express their opinions more frankly about the
methods and see which methods they prefer.The following questions were

asked:

1. What do you expect from an ideal teacher? ( Do you think an ideal teacher
should know how to engage students in different learning activities?)

2. What is your preferred Way of learning? Why?

3. What are the advantages and the disadvantages of the old ways of teaching
and learning?

4, What are the advantages and disadvantages of the new ways of teaching and
learning?

5. Can you suggest the difficulties or the favourable circumstances that might

happen to the implementation of the new methods?
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3.3. Procedure

At the beginning of each expén’mental class, a list of various ways of teaching
and learning were handed out.( See Appendix 3). This list initially provided
students and teachers with the idea of what the new methods were. Necessary
explanétions on the list were given to ensure that the subjects understood clearly
the activities described on the list. Then they were told that the experimental

class they were attending would involve some of these activities.

After the experimental classes, the evaluation form and questionnaire were
administered to the subjects and they were asked to complete the evaluation
form before the questionnaire since the former was the basis to answer the
latter. They were told to give honest responses which were the focus of the
study and not to worry about whether they were right or wrong. All their
enquires about the requirements were explained carefully. Subjects were asked
to complete the eyaluation form and the questionnaire in one week and give

them back to the researcher directly.

The individual interviews took place a week later, when the researcher had got
back all the evaluation forms and the questionnaire. At the beginning of each
interview, the informant was informed of the purpose of the interview and s/he
could ask any question if s/he was not clear about the interview. During the

interview, the informant was encouraged to discuss the topic further, explore
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alternatives and think of possibilities s/he had not considered. Before the
interview was closed, the interviewee was asked if s’/he would like to put
forward any further questions and the researcher would be ready to make them

clear.

I have described the sample, the instruments and the process of collecting data
for the study. The next chapter will focus on how the information collected

through these instruments was analysed.
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CHAPTER 4
FINDINGS

The focus of this chapte;' is the step by step analysis of the 3 kinds of data. It
includes the quantitative analysis of the questionnaire data and the qualitative
analysis of the individual interviews. Since the number of teacher informants
was small, their opinions collected through the evaluation form were analysed
qualitatively whilst the student opinions could be used for quantitative analysis.
The data analysis took the same sequence as that of the data collection, namely
the evaluation form first, the questionnaire after and finally the interviews. The
results of each kind of data were followed by a summary which was also a brief

discussion of the findings.

4.1, Evaluation Data Analysis.

To analyse the data collected through the evaluation form, I first divided the
subjects into 2 groups, teacher group and student group, then listed the

comments of each group in 3 categories:

a. Positive aspects of recent and traditional methods.
b. Negative aspects of recent and traditional methods.

c. Changes they suggested to recent and traditional methods.
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From this list, the students' most common positive and negative opinions about
each type of method was quantified in tables to make them easy to follow. For
the teachers' opinions, as the number was small, the qualitative analysis of the

summary of their comments would be provided.

4.1.1. Students’ and teachers’ comments.

TABLE 1: Numbers of students’ comments (out of 27).

Comments Recent methods Traditional methods
Positive 27 17

Negative 18 23

Suggested changes 5 8

Table 1 makes clear the idea that students were more interested in giving
comments on the positive aspects of the recent methods than those of the
traditional ones and they did not find as many negative ideas with the former as
with the latter. Perhaps they thought the recent modes were too unfamiliar or
perfect to be changed and therefore they proposed more changes to traditional
methods which were so familiar for them or the weaknesses of which were so
clear to comment on. Whatever the explanation may be, from their opinions, we
can see that students showed more supportive attitudes to the recent methods

than to the traditional ones.
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TABLE 2: Numbers of teachers’ comments (out of 3).

Comments Recent methods Traditional methods
Positive 7 6
Negative 5 5
Suggested changes 6 6

The result from this table shows that though these teachers were aware of the

advantages of recent methods, they still found the traditional modes favourable.

The summary of teachers' comments in 4.1.3.a and the discussion in Section §

will explain this approval more clearly.

4,1.2. The students' most common positive and negative comments about

the experimental class and the non experimental ones,

TABLE 3: Number of the students' positive comments about the

experimental class.

COMMENTS

No (out of 27)

1.The class was interesting

11

2. The students were more active and motivated

10

3. The students were more involved.

4. The lesson was easier to understand and specific.

5.The class was advantageous

6. There was good interaction between peers.

7. There was good interaction between teacher and students

8.The atmosphere was enjoyable

5
5
5 .
4
3
3
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TABLE 4: Number of the students' most common positive ideas about the non-

experimental class.

COMMENTS No (out of 27)

1.Students got more information from the lecturer 8

2.This type of class was suitable for Vietnamese students

3, Weak students felt more confident

4, Students could take careful notes for revision

NI DN N W

5.The lessons were mainly theory - focused.

Comparing the positive ideas about the 2 methods in table 3 and 4, we see more
students agreed on the strong points of recent methods. This agreement
highlighted their insight into the prominent features of as well as their

preference for the new methods.

TABLE 5: Number of the students' most common negative ideas about the

experimental class.

COMMENTS . No
1. The class required much time. 11
2. The methods were strange to students 7
3. The class was difficult to control in terms of noise 5
4, The class required good knowledge of the teacher 2
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TABLE 6: Number of the students' most common negative ideas about the non-

experimental class.

COMMENTS No of comments
1.The students were passive 9
2.The lesson was theoretical 8
3.There was too much information to 6
remember
4., The class was boring 6
5. The teacher talked much 3

In tables 5 and 6, the students put forward almost the same number of negative
opinions about the 2 methods. This similarity might be the consequence of their
unfamiliarity with the recent methods as well as their insight into the weaknesses
of the traditional methods they have been accustomed to. The results of the
tables indicate that, possibly, in students' perceptions, every method had certain
weak points, However, the result in table 3 shows their preference for recent

methods as being more advantageous.

4.1.3. Summary of the teachers'comments,

4.1.3.a. The advantages of recent methods and traditional ones.
. With regard to the recent methods, they all took for granted that students in the
experimental classes were more involved, active and attentive. The activities

helped them learn thoroughly with confidence, thus, the students found the class
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interesting and suitable. .It developed students' ability and the teacher was
relaxed. These teachers also expressed the same amount of ideas about the
advantages of the traditional inethods. To them, the methods were familiar and
suitable to both Vietnamese teachers and students . The students could depend
on the lecturer for essential knowledge and information about the issues

concerned and copy alot. They did not feel the teaching time was wasted.

4.1.3.b. The disadvantages of recent methods and traditional ones.

In their thinking, most teachers and students had not become used to the recent
methods. The time-constraints might not allow enough activities to facilitate
student understanding of the issues or their proficiency was not suitable for
some recent methods. That is why they worried that weak students could not
become active participations. At the same time, they found the students in
traditional classes very passive . The latter relied too much on the lecturers'
resources and tended to be content with whatever knowledge or information
was provided by the formers. They were not encouraged to think independently.
There was too much boredom in traditional classes and much information given

by the teachers did not mean good learning,.

4.1.4. Changes the students and teachers suggested.
Only few changes were suggested by both teachers and students. This could be
rooted in their passive ways of teaching and learning. Neither teachers nor

students were trained to develop independent, critical thinking or express their
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opinions. Consequently they were too timid or lazy to raise their voice when

necessary. Thus, the number of changes they suggested were very limited,

especially on the part of the students.

4.1.4.a. Changes suggested by the students.

TABLE 7: Changes suggested by the students.

Recent methods

Traditional methods

Changes Noof Ss | Changes No of Ss
Use more activities. | 2 Change traditional methods into new ones | 3
Remain and enrich 1 Lectures should be more practical. |2
the new methods.
Teachers should talk less. 2
Encourage students to work 1

independently.

In table 7 more changes were recomiended to traditional methods than to

recent ones and this means students were well-informed of the effectiveness of

the latter.

4.1.4.b. Changes the teachers recommended.

i. To the recent methods.

- More time should be allocated to Methodology Unit.

-Students should be made acquainted with a number of different teaching and

learning methods,
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- Class size should be smaller.
- Train students to change learning habits.
- Better preparation,

- More teaching aids and materials.

ii._To the traditional methods.

- Lectures should be brief.

- More hands out should be given.

- A variety of tasks and activities should be introduced to supplement the
lectures.

- Students have to be more active and ready to participate.

- Do not make use of blackboard too much.

- Taking notes is mentioned but not copying.

The teachers' recommendations show that these teachers could find the
implementation of the recent methods a problem. This might explain why the

traditional methods were still their favour.

4.1.5. Summary,

The evaluation data provides us with information which shows every teacher
and student realised the benefit of recent methods in their teaching and learning
though they still found some shortcomings which could spring from their

ignorance or their unfamiliarity with these methods. The changes suggested by ‘
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the teachers might be considered as factors affecting their complete support

and the successful implementation of the recent methods,

4, 2. Questionnaire Data Analysis.

Based on the three attitudes mentioned in 3.2, namely:
- teacher and student attitudes toward traditional methods,
- teacher and student attitudes toward recent methods,
- their preferred méthods of teaching and learning,
the data collected through the questionnaire were reduced to a quantifiable
form by listing and scoring on the basis of frequency distribution shown in the

following tables:

4,21, Student attitudes towards the methods,

TABLE 8: Student attitudes towards traditional methods.
The numbers in 5 columns of frequency distribution stand for the numbers of
students who chose the response. The total number of informants is 28. In the
frequency distribution:
(1). SAf Strongly Agree.
(2). A= Agree.
(3). C=Can't decide.
(4). D = Disagree.

(5). SD= Strongly Disagree.
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STATEMENTS FREQUENCY DISTRIBUTION
(DSA | QA | (3)C | (4D | (5)SD

1. Formal lecture is the dominant 2 6 2 12 6

method in this Unit.

2. Ts & Ss prefer the traditional 0 0 5 22 1

methods.

3. Teachers prefer the traditional 0 8 8 12 0

methods.

4. Students prefer the traditional 0 2 2 17 7

methods.

5. Traditional methods are easy to 6 16 2 4 0

organise.

6. Students like lectures and note- 1 6 4 12 5

taking,

7. Traditional methods are 13 13 2 0 0

inappropriate at University level.

8. Ts & Ss donot like like to adopt | 2 10 3 11 2

the recent methods .

Column 4 (Disagree) of the Frequency distribution provides the fact that most

students disagreed with statements1-8, which were about their preference of

traditional methods. This disagreement expressed their disapproval of traditional

methods.
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TABLE 9 : Student attitudes towards recent methods.

STATEMENTS FREQUENCY
DISTRIBUTION
MSA1 D) |3 |@ [ O)SD
. A C
9. There are different methods. 19 9 10 |0 ]O
10. Ts.do not like methods requiring 2 12 |6 8 0

preparation .

11. Ss do not like methods requiring self 1 4 |5 13 |5

study.

12. The implementation of new methods is | 9 17 y0 |2 |0
possible.

13. Teachers like recent methods. 3 9 113 {3 |O
14. Students like recent methods. 12 15 |1 0 |oO

15. Ss should be exposed to a variety of 18 8 |2 0 |0

methods.

16. New methods facilitate student 19 16 |2 |0 1
participation.

17. Different methods create flexibility. 18 9 10 1 0
18. Ts & Ss like to investigate their 4 16 |7 1 0

teaching and learning

19. New methods provide skills for self- 13 14 10 1 0

development.

In columns (1) and (2) of this frequency distribution, the number of students
who expressed their agreements with statements about the positive aspects of
recent methods is greater than the neutral opinions and the disagreements in

other 3 columns. These greater numbers indicate their preferred opinions about

these methods.



4.2.2 Teacher attitudes towards the methods.

‘TABLE 10: Teacher attitudes towards traditional methods.

STATEMENTS MSA1@ (B3 [@ |GSD
A C D
1Formal lecture is thedominant method in thisUnit | ( 1 0 2 0
2. Ts & Ss prefer the traditional methods. 0 1 0 1 1
3.Teachers prefer the traditional methods. 0 1 0 1 1
4. Ss prefer the traditional methods. 0 1 0 1 1
5. Traditional methods are easy to organise. 1 2 0 0 0
6. Ss like lectures and note-taking. 0 1 0 1 1
7Traditional methods areinappropriate at Uni level | 1 1 0 0 1
8. Ts & Ss do not like to adopt the recent modes 0 2 1 0 0
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From this table we realise that though they preferred the recent methods, one,

sometimes 2, of the 3 teachers agreed with statements 1-8 concerning their

preference for traditional methods. It means that traditional methods, to some

extent, were still felt to be beneficial to them.



43

TABLE 11: Teacher attitudes towards recent methods.

STATEMENTS (DSA1(@ | [|@ | ©G)SD
A C D

9. There are different methods. - 2 1 0 0 0
10. Ts do not like methods requiring : 0 1 1 1 0
preparation.
11. Ss do not like methods requiring self study. | 0 0 1 2 0
12. The implementation of new methods is 2 1 0 0 0
possible,
13. Teachers like recent methods. 1 0 2 0 0
14. Students like recent methods. 1 2 0 0 0
15. Ss should be exposed to a variety methods. | ] 2 0 0 0
16.New methods facilitate student 3 0 0 0 0
participation, '
17. Different methods create flexibility. 1 2 0 0 0
18. Ts & Ss like to investigate their teaching 0 2 1 0 0
and learning.
19. New methods provide skills for self 1 2 0 0 0
development,

Similarly to the student opinions in table 9, more teachers supported the recent
methods by strongly agreeing (column 1) or agreeing (column 2) with
statements 9-19 commenting on the advantages and necessity of recent

methods at tertiary level.

Based on the score from the frequency distributions about their disagreements

with the traditional methods and their agreements with the recent methods, we
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can establish the subjects' opinions as favourable, unfavourable and neutral,

shown in tables 12 and 13

4.2.3. Teacher and student attitudes towards traditional methods.

TABLE 12: Teacher and student attitudes towards traditional methods.

STATEMENTS (1) Favourable Unfavourable Neutral

2 ©) )

S T S T S T
2. Ts & Ss prefer the traditional methods. 0 1 23 2 5 0
3. Ts prefer the traditional methods. 8 1 12 2 8 0
4, Ss prefer the traditional methods. 2 1 24 2 2 0
5. Traditional methods are easy to organise. 4 1 22 2 2 0
6. Ss like lectures and note- taking. 7 1 17 2 4 0
7 Traditional methods are inappropriate at Unilevel. | () 1 16 2 2 0
8. Ts & Ss do not like to adopt the recent methods. 12 2 13 1 3 0

All the above statements are about traditional methods and column (3) contains

greater numbers of teachers and students who were unfavourable towards these

statements which also means they were not supportive of the traditional

methods. This finding might also be considered as an indication of their

preference for recent methods.




4.2.4. Teacher and student attitudes towards recent methods.

TABLE 13: Teacher and student attitudes towards recent methods.
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STATEMENTS (1) Favourable Unfavourable Neutral

@ &) @

S T S T S T
9. There are different methods. 28 2 0 1 0 0
10. Ts do not like methods requiring preparation 8 1 14 1 6 0
11. Ss do not like methods requiring self study. 18 2 5 0 5 1
12.The implementation of the new methods is possible 26 3 2 0 0 0
13. Teachers like recent methods. 12 1 3 0 13 2
14. Students like recent methods. 27 3 0 0 1 0
15. Students should be exposed to a variety of methods. 26 3 0 0 2 0
16. New methods facilitate student participation. 25 3 1 0 2 2
17. Different methods create flexibility. 27 3 1 0 0 0
18. Ts & Ss like to investigate their teaching and learning. | 2() 2 1 0 7 0
19, New methods provide skills for self-development. 27 3 1 0 0 0

The statements in table 13 refer to recent methods. In column 2, we see more

students and teachers expressed favourable opinions toward these statements

than the number of opinions in the other 2 columns which show their

unfavourable or neutral responses. The greater favourable opinions in column 2

mean that there is support for the recent methods.
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TABLE 14: Teaching and learning methods the students and teachers prefer.

Modes ~ No of Ss (out of 28) No of Ts (out of 3)
1. Lecture 6 1
2. Taking notes 0 1
3.Rote learning 0 1
4 Examination 2 0
5. Group discussion 18 2
6. Tutorial 24 2
7. Seminar paper 6 0
8. Guided reading 11 0
9. Task-based learning 16 2
10. Workshop 7 1

Table 14 indicates that most students and teachers voted for tutorial (24), group

disscussion (18) and task-based learning (16) which all belong to the list of

recent methods. Only one teacher and a few students chose the lecture form

whilst none of the latter showed any interest in rote- learning and note- taking.

The result of this table again shows their preference for recent methods.

4.2.6. Summary.

The analysis of the data collected through the questionnaire provides us with the

following results:
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-A majority of teachérs and students realised the disadvantages and
inappropriateness of traditional methods at University level. They disagreed
with most of the statements about the preference of these methods.

- They were supportive of the recent methods and aware of the necessity of
introduci;lg such methods to their teaching and learning situation.

- The methods they were most intereted in were tutorial, group discussion and

task-based learning , the ones among recent modes of teaching and learning,

4.3, Interview Data Analysis.

As all the interviews were conducted in Vietnamese, first, I had to listen to the
interview record again and write down the responses, then translate them into
English. After that I summarised the interviews, read them again and again so as

to draw the findings from their opinions.

4.3.1. Summary of student interviews -

Question 1, What do you expect from an ideal teacher?

Among 13 student interviewees, 10 students preferred a teacher with good,
flexible methods.They said: " It is more necessary for a teacher to acquire a
repertoire of methods than a good command of knowledge." Seven of them
liked their teachers to train them in learning strategies, e.g, self-study or
research methods s§ that they could improve their knowledge by themselves as

in their opinions "what the teacher provides me is never enough." Four of them
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realised that independent study and research methods were very crucial at
University level. They would not become good learners and then good teachers
without }knowiﬁg these strategies. A good teacher, in their opinions, should be
~ devoted, aware of student needs, have good methods, teach practical things
and know how to involve students in different learning activities. One student
mentioned; "The more practical the lessons, the more they motivate students
and help them to achieve their study goals." Three students thought they could
not knov;/ learning strategies by themselves or succeed without teachers' guide
since they were inexperienced. Hence it was the teachers' job to provide them
with recent learning modes. One student cited: " If I know how to study well, I

will work well after graduation. The better I learn, the better I teach."
From their responses, we may come to the conclusion that nearly all of 13
students appreciated a teacher with good teaching methods, awareness of

teacher- student interaction or co-operation and learning strategies.

Question 2, What is your preferred way of teaching and learning?

The followings are the learning methods that these 13 students often mentioned

in the interviews:

Methods No of Ss

L.independent study 4

2. lesson preparation followed by peer discussion

3. peer discussion followed by tutorial.

NP W

4. pair or group work
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Besides the above methods, individual students also mentioned other methods
such as reading and taking notes, doing research, learning about practical issues,

holding seminars or being involved in different classroom activities.
The general view we get from the answers to this question is the students'
consciousness of the learning modes effective to their study progress. It

highlights their preference for the new teaching and learning methods.

Question 3. What are the advantages and disadvantages of traditional

method?

Advantages: Most of them stated they did not worry much about lesson
preparation since their teac;hers did not often ask them to do such things before
class. Two students said teachers could and had more time fqr the lessons as
the class was always teacher- directed, One student pointed out: " Passive
students tend to think that they learn more from the conventional ways but they
do not know how to put theory into practice". Two students remarked: " In

traditional classes, students seem attentive and the lessons seem content-

focused."

Disadvantages.

Four students expressed the idea that these methods only created passive

students: Half of them stated they could not remember every thing teachers
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offered them in class or which they got from the lectures for they were not
really involved in the learning process.Two of them thought: " as the result of
teacher- directed classes, teachers are always very exhausted after lessons and
do not know whetimer students understand the problems." Nearly half of them
felt bored attending and found it hard to understand such lessons as one
studenf said teacher- talking time was always more than student- talking time.
They all thought the traditional ways couid not develop student ability or

provide opportunities for them to work by themselves.

Their answers to question 3 show that only few students thought the traditional
methods were beneficial to them whilst more indicated the disadvantages of
these methods. The answers clearly indicate their disapproval of traditional

methods.

Question 4. What are the advantages and disadvantages of recent

methods?

Advantages. Nearly all the 13 the students stated that with the recent methods,
they would become more activc; and involved in the discussions and therefore,
understand the issues more thoroughly. Four students recognised these methods
offered more opportunities for them to participate in class. One had the idea the
more she worked in class, the better knowledge she gained. Another added "a

variety of methods helped me learn better with practical ideas."
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Disadvantages. Almost half of them agreed new methods required more time,

more effort from both teachets and students and students should be more active.
Two accepted that new methods would not be successful without a great
number of reference books.

Few admitted that Vietnamese students were often timid, so they might be
reiuctailt to adopt the new methods. Some did not think teachers could deliver
as much- information as when they used the traditional methods. And one
student worried that the active students would dominate most of the activities
in class, e.g, in group work. They also referred to the idea that the new methods
required more preparation from both teachers and students but the results

would certainly be better and enable teachers to see if students understood the

problems.

Now we see that students had reasons to support the recent methods when they
pointed out their advantages. The most prominent weakpoint of these methods

was the demand of time and preparation for the activities.

Question S. Can vou suggest the difficulties or the favourable

circumstances that might happen to the implementation of the new

methods?

More than half of the student informants expressed their support toward the
implementation of the new methods. Being teacher students, they were very

interested in the Methodology Unit itself as well as any innovations concerning
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this subjéct. One student said what she learnt from this Unit would be very
useful for her teaching career. Half of them shared the idea that since recent
methods was a fairly new concept at this institution, some preparation should be
done to ensure the success of the implemetation. Few agreed though they were
not familiar with these methods, they were young and always preferred
sc;mething new. Therefore the new methods would certainly attract their

attention.

Generally speaking, the student interviewees, in one way or another, tried to
state their approval of the new methods, though in their thinking, some
weaknesses still could be found with them due to the specific situation in

Vietnam .

4.3.2, Summary of teacher interviews

Question 1, What do you expect from an ideal teacher?

All 3 teachers agreed: " An ideal teacher is the one that possesses both good
knowledge and good methods". They thought good methods brought success to
the lessons. And ‘one teacher added that a lesson could not be successful

without the co- operation between teachers and students.
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Question 2, What is your preferred way of teaching? Why?

Two of the 3 still used the traditional methods combined with some recent ones
such as pair work, elicitation, group discussion, tutorial or feedback. The
traditione;l methods were still in use since they were quite familiar with
Vietnamese teachers. On the other hand, Vietnamese students seemed to prefer
teachef -directed classes. These teachers had the idea that the students preferred
note- taking as they thought the more notes they tdok, the better knowledge

they gained .

Question 3. What are the advantages and disadvantages of traditional

methods?

Advantages All 3 of them recognised these methods were well known to both
teachers and students. One teacher said he could take time to talk as much as
he could and students tried to take as many notes as they wished. In his opinion,
teacher was an actor and students were the note- takers. Another teacher
expressed the thought that though these methods were traditional, they seemed
suitable for the teaching and learning situation in Vietnam where the class size
was big, reference materials were short, curriculum was top- down and time

was constrained

Disadvantages: Their over all opinion was that teachers suffered from talking

much in class whereas students were very passive . One said these methods

could not heélp déi/elop student ability as well as their learning strategies.
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Question 4. What are the advantages and disadvantages of recent

methods?
Advantages. They all accepted students were more active in class, teachers
talked less, hence, could save energy.These methods enabled the co-operation

between teachers and students.

Disadvantages:

As these methods were new to Vietnamese teachers and students, they were
not sure of the effectiveness of these methods. And one teacher said: " Students
might think théy did not learn much or even learnt nothing from interactive
activities since they could not take any notes at all." Therefore, he thought,
students'view about recent methods was not a good ground for their
implementation yet. Generally, this implementation might encounter some

obstacles in Vietnam.

Questiort 5. Can_ vyou suggest the difficulties or the favourable

circumstances that might happen to the implementation of the new

methods.

One teacher had the idea that most Vietnamese teachers based their teaching on
their experiences. They would not believe the benefit of the new methods
unless they saw how fruitful the methods were in particular situations.
Therefore it was not easy to win their support. He suggested the problem could

be solved with the help of some workshops to familiarise teachers with the new
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.'modeé and enablg then; to apply the new ideas beneficially in their own
situation. Another teacher ‘indicated the obstacle that most teachers were too
busy with aﬁer; hour 'teachin;g at evening foreign language centres to save time
- for the new methods. As a whole, they agreed the implementation of the new
- methods needed careful consideration and organisation, otherwise it would

result in failures.

From the interview -summaries, we realised that all 13 student respondents
| pref‘etred the recent methods and none of them showed any interest in the
bt'r.aditionail methods. O.n the the teachers' side, 2 of the 3 supported only the
recent methods whereas the other one preferred both traditional and recent

methods .

4.3.3. Summary of interview findings: The interview data analysis once again

repeats the result that all student interviewees and most of teacher respondents
are supportive of recent methods. However, one of the 3 teacher respondents
showed some positive ideas toward traditional methods while answering the
interview questiong. This might be a proof indicating that a minority of teachers
still tend to stick themselves to the traditional ways of teaching, or were fairly
reluctant to change to the recent methods.

4.4. Findings.

Over all, every teacher and student was really aware of the effectiveness of

recent methods.They, especially the students, expressed supportive attitudes
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towards and expressed the desire to be exposed to these methods in their
teaching ‘and learning. The students offered us enough information to answer
the research question: "Do the teachers and students of the Department of
English believe a variety. of teaching and learning activities is acceptable in the
Methodology Unit?" In general, the students found it acceptable but the
teachefs,-though ihey are supportive of the recent methods, still somewhat
thought of the traditional methods as effective and suitable for Vietnamese

students.

I have described the detailed analysis which leads to the results stated above
and offered a brief discussion on each finding. Certainly more thorough
discussion of the overall results would be recommended, therefore, this

dicussion will be the content of the next chapter.
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CHAPTER §
DISCUSSION

In this chapter, I will explain the reasons why we got the results as stated in

chapter 4

The findings of the study indicate the approval attitude of the students and
teachers towards the recent methods. This attitude also means the positive
answer to the reséarch question and supports the ideas discussed in the review
of the literature. Though the experimental classes engaged only few new
methods, to some extent, they provided enough evidence for the students and
teachers to see the advantages of these recent methods in the teaching and
learning of the Methodology Unit. Certainly, this was not the first time the new
methods were exposed to these people. Some teachers learning TESOL in
Australia or from the workshops in Vietnam held by Australian experts have
been trying to introduced new methods to their classes focusing mainly on
deyeloping students' language skills. Such activities as groupwork or pair work,
elicitation or discussion, however simple they were, facilitated the learning
process and aroused students' interest in the subject matter My experimental
classes helped teachers and students understand that the new methods could be
exploited at any class level, in any subject matter in order to improve either their
language skill, knowledge about language, language teaching methodology or

over all teacher development. In spite of some shortcomings there might be, the
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benefits brought about By the new methods in the experimental class were
obvious enough for the students and teachers to express their supportive
attitude, ﬁrst to the new mefhods, then to the implementation of such methods
to their situation.

As some students stated in the interviews, they were young and always
preferred innovative ideas, especially the ones benefited them. This was another
reason explaining why every student subject favoured the new methods and

considered them as effective ways of enhancing their learning.

Like the students, all the teacher subjects confirmed the benefits of the recent
methods in the experimental class except one who somehow expressed beliefs
in the eﬁ‘ectivenesé of the traditional method, especially in a poor country like
Vietnam where teachers and students were suffering from the lack of teaching
and learning facilities, for example, big class size, time constraints, dated
textbooks, no hi-tech equipment and. most important of all, lack of the
opportunity for teachers to update their knowledge of language teaching and
learning theory. Vietnamese teachers tend to think they are a source of data and
classes should be teacher- centered with the teacher talking most of the class
time. It is undeniable that some students taught in the traditional methods
have become successful learners. These reasons keep the teachers, no matter
how supportive of the recent methods they are, believing in the certain

usefulness of the traditional methods in their situation.
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I have suggested the explanations for the findings of the study. Now we will

come to the conclusion in the next chapter.
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CHAPTER 6

CONCLUSION

This section contains the summary of the findings, the implications for research

and the implications for pedagogy.

6.1. Summary of the findings.

When seéking ihe answer for the research question:" Do the teachers and
students of the Department of English approve the recent methods of teaching
and learning in the Methodology Unit?", I found out from the evaluation data
that they were all aware of the advantages of the recent methods for their
teaching and learning. Due to the unfamiliarity of the methods in their situation,
they suggested some changes that I think I should consider when implementing

the new methods.

The questionnaire data revealed that these teachers and students felt the need of
to be exposed t;) a variety of teaching and learning methods and the
inappropriateness of using only traditional methods at University level. Certainly
they expressed the favourable attitudes to these methods, adding that they were
more interested in such activitites as tutorial, group discussion and task- based

learning.
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The outcomes which exﬁerged from the interview data show that all the
studenté .and neariy all the teachers were the supporters of the recent methods.
However, one of the teachefs still showed belief in the effectiveness of the
traditional methods. It was the evidence showing that to some e;ctent, the

traditional methods were still considered to be beneficial in my country.

6.2. Implications for research.

6.2.1, Strength of the study.

- The positive attitudes of the teachers and students towards the recent methods
can initiate another study on " managing change" in which I would propose
the step by step introduction and implementation of the new methods.

- After the recent methods have been implemented and the teachers and
students have been fa@liaﬁsed with these methods, they themselves can focus
on research-oriented teaching and legrning activities, for example, diary
keeping, seminar or case study and drive benefits from them.

-The study focused on a practical issue which also has been a problem at my
institution for a long time. It provides me and my colleagues with the ideas to
think of more problem- oriented research in this Unit and the other Units as
- well,

- This is my first research undertaking and after finishing it I feel more
confident and have more experience to carry out other studies in my teaching

career.
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6.2.2, Weaknesses of the study.

- Due to the small number of the Methodology staff, the teacher sample size of
the study was very small . This might affect the accuracy of their opinions.

- As mentioned préviously, most of the teacher students at the Teachers College
are feﬁale and hence, nearly all the interview informants were women,

- The time constraint reduced the introduction of recent methods in the
experimental classes to only few activities whereas there are many others
available in the literature.

The limitations of the study bring ébout the issues of variables and size of
sample as well as allocation of time to be considered as the remedy for better
research in the future. Also the planning of the experimental classes, the

development of the questionnaire and the interview may need more care.

6.3. Implication for pedagogy.

This research is a contributi.on to the improvement of the present situation at my
institution. As stated previously, the opinions of these teachers and students are
the ground to work out effective strategies for the implementation of the new
methods to the teaching and learning of the Methodology Unit. These methods
will facilitate not only this process but benefit other Units as well. Teachers will
teach better, students will study better and the new methods will empower them
to manage their own professional development to become effective EFL

teachers.
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We have looked through the content of the study focusing on the attitudes of
the teachers and students of the Deparment of English at Ho Chi Minh City
Teachers' College towards recent methods of teaching and learning in the
Methodology Unit taught at this institution. There may be weak points found in

the study but its significance to my research skills and professional development

is undeniable ,
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APPENDIX 1: QUESTIONNAIRE

We are interested in your opihions about the following statements. There are no
wrong or right answers. Read each item carefully and decide if you (1) strongly
agree, (2) agree, (3) can't decide, (4) disagree, (5) strongly disagree, Item 20 is
slightly different and you should mark them as indicated.
Remember: (1) strongly agree,

(2) agree.

(3) can't decide.

(4) disagree.

() 'strongly disagree.
1. Formal lecture is the dominant way of teaching in Methodology Unit.

1 2 3 4 5.

2. Both teachers and students prefer the traditional methods of teaching and

learning, 1 2 3 4 5.

3. Teachers prefer the conventional ways. 1 2 3 4 5
4. Students prefer the conventional ways. 1 2 3 4 5
5. Traditional methods are easy to organise. 1 2 3 4 5

6. Teacher giving lectures and students taking notes are all students need.
1 2 - 3 4 5
7. Traditional ways of teaching are not appropriate at University level.

1 2 3 4 5
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8. Teachers and students.are too familiar with the traditional ways to adopt the
recent methods. 1 2 3 4 5
9. There are different methods of teaching and learning,
1 2 . 3 | 4 5
10. Teacﬁers do not like the recent ways because they are demanding in terms
of knowledge required and preparation. 1 2 3 4 5
11. Students do not like the new methods because they require much
independent study. 1 2 3 4 5
12. It is quite possible to introduce the new methods to the teaching and
learning of Methodology Unit. 1 2 3 4 5
13. Teachers are interested in the recent methods. 1 2 3 4 5
14. Students are interested in the recent methods. 1 2 3 4 5
15. It is necessary to encourage students to experiment with a variety of
teaching and 1eaming strategies. 1 2 3 4 5
16. New ways of teaching facilitate student participation.
1 2 3 4 5
17. Different methods bring flexibility to the teaching and learning process.
| 1 2 3 4 5
18. Teachers and students like to investigate their own teaching and learning.
1 2 3 4 5
19. New methods provide teachers and students with the skills for self
development. 1 | 2 3 4 5

20. Tick the methods you prefer:



lecture.
taking notes.

rote learning,

guided reading,

examination,

tutorial

seminar paper.

group discussion.

workshop.

- task- based learning.
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APPEND]X' 2: ACTIVITIES FOR TEACHER PREPARATION

(From Ellis, 1990)

Different kinds of tasks

The list of tasks that follows takes the form of a number of “operations”
which the student teacher can be asked to perform on whatever raw
data are provided. An example of the kind of rubric needed for each
operation is given to clarify what is involved in each task.

1.

2.

3.

10.

Comparing. E.g., “Look at the two lesson plans provided and
decide which one you prefer and why.”

Preparing. E.g., “Prepare a markmg scheme that you could use to
correct the attached sample of students’ written work.” ‘
Evaluating. E.g., “After watching the video extract, evaluate the
effectiveness of the teacher’s treatment of oral errors, using the
criteria supplied.”

Improving. E.g., “Read the case study of a readmg program, paying
particular attention to the author’s own evaluation. What sugges-
tions can you make for improving the program?”

Adapting. E.g., “Adapt the following language exercise in order to
introduce an information gap.”

Listing. E.g., “Look through the transcript of the lesson provided
and make a list of all the different kinds of errors the students make.”
Selecting. E.g., “Now that you have listed all the different kinds of
errors in the transcript, decide which errors you would choose to
correct if you were the teacher and say why.”

Ranking. E.g., “Look through the language teaching materials at-
tached and then rank them according to how ‘communicative’ you
think they are.’

Addinglcompleting. E.g., “Read through the article, listing the prin-
ciples for the teaching of reading. Are there any additional principles
you would like to add?” .

Rearranging. E.g., “Look at the video recording of a teacher or-
ganizing group work. Make a list of the different steps the teacher
follows. What changes to the order of these steps would you
recommend?”’

67.
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APPENDIX 3: LIST OF RECENT METHODS OF TEACHING AND
LEARNING MENTIONED IN THE STUDY

( From Wallace, 1991)

BRAINST ORMING A kind of group activity. intended to generate a lot of
ideas. Parnmpants are encouraged at the beginning to think up ideas no matter
how unhkely or far- fetched. Every suggestion is recorded. Decisions about
practicality are made later.

BUZZ GROUPS: A form of group activity in which groups of students have
abrief discussion( for, say, five minutes)to aeneraté ideas, answer specific
questions, etc.Sometimes used as an activity during LECTURES.

CASE STUDY: Students study particular classes ofindividual teachers or
students or of whole courses to collect data or raw materials 1o prepare for their
teachmg practice. ‘

CROSS- OVER GROUP: A form of group activity in wtuch the class is
divided into groups which have a discussion. After sometimes, one or more
members of each group move over and join one of the other groups.So two
students from group A might join group B, two from group B might join group C
and so on, and the discussion continues. In this way,ideas from the different
groups are shared without the need for a FEED BACK SESSION..

DIARY KEEPING: Students develop individual account of their class

‘experiences and the reflections on the teaching and learning process.They can

keep a diary on their language learning or language teaching. Students must feel
free to retlect, experiment, crilicise, express frustration or raise (uestions.This
helps them clarify their thoughts about learning or record their practice.

ELICITATION: Teacher can teach by question and answer gradually leading
to the elicitation of certain truths. This [echmque can be used with discussions,
tutocials, micro- teaching... :

FEEDBACK SESSION. A class activity in which various - individuals or
groups report back to the class on what they have been researching or
discussing.It may also means a session in which a tutor reports back to students
with an evaluation of their work (e.g atter an assignment has been corrected)

GROUP WORK. Any form of leaming activity which is done by groups of
learners working together.Often distinguished from class work.in which the whole

" class work together.

GUIDED READING: A form of teachmg or learning in which students are
entouraged to read specific articles or specific sections of book with a particular
purpose in mind. ) ‘

JIGSAW LEARNING: A form of teaching or Ieammmg in which different
students cover different areas of a topic; they later pool their knowleged.(e.g by
means of SEMINAR papers)

JOURNAL ASSIGNMENTS: Students are encouraoed to write abowt
personal experiences as they relate to the content of the course. The journal is
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“assigned as an integral part ol the coursc and the swudenis are asked to write
‘vegularly and hand in their journals. Here are some ‘examples of the lopics they.

can write about;
- Relate readings or discussions 1o their own experiences.

- Argue for or against something they read or discussed.

- Discribe the knowledge they have obtained.

- Explore pedagogical implications of reading or discussions.

- Fit new knowledge into what they already know.
LECTURES: A sysiem of teaching where a tutor ulks to the stdeats for an )

.extended period of time. ( usually between <45 minutes and one hour)

PROJECT WORK: Students work as investigators. They can select an aspeci
of teaching or learning they would like 10 learn more about, get the direcied
questions from the teacher or get the questions read bythemselves, do the
research by reading in the library, conducting interviews or visiting sites and
collect data. Then they write it up and present their Lindings in groups, class orin
their college. The benefit of the project is the insights stdents gain into how they
can investigate their own teaching or Jearning,

SEMINAR: A form of group activity in which one or more, and perhaps all.of
the participants has 1o contribute something to the dxscussxon usnally in the form
of a prepared paper or talk. .

TASK-BASED LEARNING: Used to describe any kind of leaming which
involves the performance of a specific 1ask or piece of work. The msk« can
involve :

- comparing : e.g two lesson plans provided apnd students decide which one

they preter and why. ' '

- preparing : e.g a marking scheme. .

" ~evaluating :e.g the effectiveness of the tcacher's reatment of oral

errors after watching the video extract.

- improving : e.g. what suggestion they can make to improve the program .

- adapting: e.g adapt an exrcise to introduce an information gap.and listing,
selecting, ranking, addding, completing, rearranging...

TUTORIALS: A form of group activity, usually led by a wtor.Tutorials may
1ake a whole varety of form, e.g workshops, discussions, etc.

WORKSHOP: A kind . of task-based group activity which involves the
completion of a certain specific task. It is expected that all members of the group
will contribute something to the completion of the 1ask,



APPENDIX 4: GUIDED READING 1 FOR

EXPERIMENTAL CLASS
YEAR 4 - ERRORS AND MISTAKES

(From Hubbard et al , 1983)

Points for discussion

Mary knowed the answer.
He asked me where do llive.

These errors are commonly produced by students learning English.
What has caused them? Presumably the students have never come
across sentences like these {unless they heard them produced by
other students).

Try to find a commonsense explanation for these errors. Can they be
explained by L, interference {the students cc *fusing their niother
tongue with the foreign language and transf: rring items from L to
L,) 7 Oris the process more complicated thas this?

.As practising teachers we know only too well that students make
errors. Until recently, theorists and methodologists seemed chiefly
concerned with who should accept respons »ility, some regarding
the student as mainly responsible, and others the teacher, depending
on their standpoint. However, this sort of speculation scems to have
missed the point. Naturally, teachers can t¢ blamed for causing
errors by sloppy or careless teaching or planninj. On the othe- hand,
if teachers blame the students (and we must accept the fact that they
often do), their accusations are usually directed at lack of motiv-
ation, sclf-discipline or gencral intelligence. But however much
truth there may be on cither side, we must agre-* that even the most
intelligent, conscientious and motivated stude. ts do make crrors,
even when learning under the best possible cor litions. It is much
more {ruitful to analyse the cause of these er ors and apply the
knowledge we have gained from this analysis to tl :teaching process.
This chapter, then, is concerned with the following questions:

1 What causes our students to make errors?

2 What can we learn from examining errors in detail?

3 What autitude and policy should we adopt towards errors when
they occur?

70



71

Learni'ng strategies

Learning a foreign language is, of course, different from lecarning
one’s mother tongue. The learner is more mature, has already
acquired a language and has probably developed strategics for
lcarning in gencral. Present rescarch -on adults learning a sccond
language as immigrants scems (0 indicate they cmploy a combination
of instinctive language-learning capacity similar t that possessed by
the child learning its mothcr tonguc, and learning strategics morce
similar to those used for solving problems.

Human problem-solving ability scems to consist of the capacity to
make theories or generalizations and then put these to the test. If the
theory does not appear 10 work, we go back and start again.

To what cxtent can this cognitive process be applicd to the
learning of languages? Is this model of language learning superior 1o
the behaviourist stimulus-response model?

There are no clear-cut answers 10 these questions. This will
become clear if we examine three different arcas of language: the
three types of language items introduced on pages 10 ff.

Phonological items — the sounds of the language — may be best
learned by a simple process of repetition and reinforcement.
Certainly- this is the attitude adopted by most teachers. It is, of
course, possible that students devclop their own personal strategics
for remembering sounds or sound patterns, but it is unlikely that the
teacher will suggest these for them.

Lexical items can be learnt by frequent repetition and exposurc,
but there is also a strong possibility that the students will adopt
memorization strategies when learning these. Teachers can aid this
process by teaching new vocabulary in relation to a particular topic.
Students are more likely to remember seven lexical items which are
all thematically related (c.g. items of furniture, adjectives for
describing people’s mood, etc.) rather than seven items which are
not related in any way.

\When learning structural iteins, there is much stronger cvidence
that students are adopting hypotheses, although this often appears 1o
happen un_consciously: if you ask the student to explain the rule, he
is often unable to do so. One simple hypothesis adopted at some
stage may be that the structure is cxactly parallel to that in the L.
The result is Ly 4nterference’. However, the student’s hypotheses
may not have any conncction with Ly: they may be based on the
student’s experience of structures previously taught in the L.

Let us look at an-example of this process.

Structure 1: [t’s a car.

Structure 2: It’s a blue car. .

Student’s responsc 1o question: What colour is 1t?
*IPs a blue.

Ihc Sludcnt § crror hclc cou d bC attr b Cly Q ’HS
1 try utcd cnur
t
¢xpericnce OI thc Lz aﬂd havc nothlng to do Wl[h hls Ll
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Competence and performance
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this distinction in action, let us look at a transcript of an English
speaker ‘performing’:

‘At the end of the road there was a..... a sort of...... Well, you
know those ga........ gate..... Like a customs barrier, really. Well,
yes, more like a barricr. Kind of a long..... um... pole across
the...... the road. And anyway, by..... by this time.... we were,
well, really.... yes, really going quite..... Ooh, we must of been
doing.... what? Forty-five? Fifty? Something like that. And there
Was no...... no way we were going to ... well, you know..... stop in
time.’

If this transcript were given to the speaker afterwards and he were
asked to ‘correct’ it, he would have no difficulty in doing so. It would
come out something like this: '

‘At the end of the road there was a sort of gate, like a customs

barrier - a long pole across the road. By this time, we were really

going quite fast. We must have been doing forty-five or fifty.

Something like that. And there was no way we were going to stop

in time.’

The relevance of this for language teaching is considerable. So far
all incorrect forms produced by the student we have called ‘errors’.
Now we will have to make a distinction between genuine errors
caused by lack of knowledge about the target language (English) or
by incorrect hypotheses about it; and unfortunate mistakes caused by
temporary lapses of memory, confusion, slips of the tongue and so
on. If we are uncertain whether one of our students has made an error
or a mistake, the crucial test must be: can he correct himself when
challenged? If he can, probably it is a mistake; il not, it is an crror.

Points for discussion-

1 During a student-student question-answer practice activity, one

student comes out with:
Did he went to the cinema?

What should the teacher do at this stage to find out whether this is
an error or a mistake? Describe exactly what you would do in
these circumstances. Do other teachers use the same procedure?
Would you do the same thing every time an error/mistake
occurred? :

2 Imagine a teacher who corrected every error immediately it
occurred. What are the advantages of doing this?

3 Do students in your classes ever correct one another? Do you
encourage them to do this? What are the possible advantages of
this? Are there any disadvantages? -

.4 When a student makes an error/mistake, how can the teacher
indicate to him {and the other students?) the placein the sentence
where it occurred, without supplying the correct form?

5 Is it possible that §ludems make mistakesin their written work? If
so, how would this affect our policy of correcting written work?

Teachers will also have to allow errors to g0 uncorrected on many
occasions — something which the behaviourist would not feel happy
about. If students are faced with the difficult task of sorting out the
complexitics of English, they will not be able to concentrate or
comrol. their performance on every aspect at the same time. As far as
correction is concerned, teachers will tend to focus on one aspect of
pcrﬁwf-mnncc at a time. For example, if a new structure is being
practised, the teacher will probably ignore minor pronunciation
crrors/mistakes provided that the target pattern is produced. Later,
when the student is producing the pattern corsistently and well, he

might raise the level of challenge by insisting on accurate pronunci-
ation as well.

Discussion points

11f errors are not to be regarded as signs of failure, how can we
make this attitude clear to our students? How can we encourage

them to feel they are making progress even while they are making
errors?

? Presumably teachers should aim at a balance b:tween making
tasks too easy and making them too difficult. Hew can we know

whether we have judged this correctly? It is not just a question of
counting the errors which occur.

3 Give other examples of ways in which the

teacher might focus on
one type of error/mistake at a time. ¢

Analysing errors

It is now time to look in detail at examples of errors 'vhich students -
produce. Careful thought about the cause of otir studs nts’ Crrors can
help us sort out their problems. It may also make us decide to

modify our teaching policy. Let’s begin this section ! y examining a
few common student errors.

1 John is ill since four days.

2 What you doing now?

3 There arc too many beautiful flowers in your garcen.
-4 He suggested me some good books.

5 She told she was on holiday.

6 1 have a knife to mend the pencil.
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7 Just drop in at my residence on your way to Jane's place.
8 Hec changed his dress before going out.
9 She in my chair sitting.
10 To school should have gone Maria.
11 She bought many new f{urniturcs.
12 Mary is knowing the answer.
13 I've lost my ruler; can I lend yours?
14 She sent to me a lot of letters and I to0.

Activities
1 Correct the mistakes by rewriting each sentence. Thatis, attempt a

‘plausible reconstruction’ by writing down what you think the
learner was trying to say.

2 Compare your reconstructions with those of another member of
your group. Discuss differences. Have you corrected more than is
necessary? Have you tried so hard to find to find an unusual
context that you have found some of the examples acceptable as
they stand?

3 Single out what you consider to be the least serious mistake and,
also, the most serious. Discuss your choices with a partner.

4 Attempt an initial classification of the mistakes by putting them
into two sets. You might have one set containing the sentences
which appear to be somehow similar to example 9, and the other
set containing those which appear to be related 10 example 13.

5 Suggest useful labels for the two sets. Which examples are
difficult to place?

You will have realized that it is necessary to indulge in a certain
amount of guessing when attempting a ‘plausible reconstruction’.
The amount of guessing varies, of course. When dealing with
isolated sentences without a real context, and when unable to discuss
them with the learner, you may be forced to guess quite a lot. Take
cxample 8, for instance. The error might be the use of 2 masculine
pronoun inst¢ad of a feminine. It might involve a misunderstanding
of the usc of the noun “dress’. If ‘dress’ refers to ceremonial or formal
clothes, then the error docs not exist.

What you have been forced to do so far is unrealistic, of course.
You have been given no clues. Fortunately, teachers are not often
required to assess and correct language in a vacuum as it were; they
know their pupils and their limitations, and they are dealing with
language that has some context. Often, there are opportunitices for
teacher and learner to discuss errors and, through discussion, for the
latter to put things right for himself.

P Xt o

A  Grammatical and lexical errors

Look again at cx.amplc.: 5 and your own correction of it. There are
two ways of dealing with the error:

thhemv
@) She 3
;ﬁi,w ey m%tfula#.
€2 S‘/\L%WWMM .

:I'hc first correction is grammatical
indicating that the verb “ell’

pronoun (a grammatical object) a
that the pronoun ‘them’ would
more than a guess when we have
talking to.

The sc.cond corrc‘ction Is lexical; it merely substitutes a synonym
that fits into the existing pattern.

5 it changes the pattern by
requires an appropriate noun or
fter it. Our reconstruction suggests
be appropriate here, but it is no
no information about who she was

Activities

1 Comment on the followin i
g correction of the same se :
She told us that she was on holiday. rence:
2 Give a reason for preferrin

r g either the gr. i i
Correction of examme: grammatical or lexical

3 Discuss the advantages and disadv
recc.:onstructions of example 13:
(a) l've lost my ruler: can you lend me yours?
{b) I've lost my ruler; can i borrow yours?

antages of the foliowing

Within the errors that we have classificd as grammatical, there still
appear to be differences. Let’s look again at examples 10 :’md 12 and
compare them. Example 10 obviously indicates that the learner has a
.ch.romc problem with the order of words in an English sentence. O

Is 1t 2 problem with the order of groups of words? Exaxﬁple 12 sc.cm;
to have the correct order or scquence of parts, but the use of the
present continuous tense of ‘know’ shows an crror in grammatical
cht?xcc. You will almost certainly agree that the latter js a far less
sc;xous error than the former. We can say that example 10 illuslmtéé
an‘error in the chain of language and example 12 an error in choice.

Chain and choice

Ixr is useful to thmk_ of language both in terms of a lincar sequencing
ol structures and in terms of choices or substitutions at various
points. You are already familiar with the tradit

Y ional substitution
table which makes use of a key pattern or chain in order to allow the
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learner to practise various choices within it. This is fine as 2:1r' as
choice is concerned but it docs not help the learner who is having
problems with the chain of language (or s_\'m:lx)‘. Such a h';xrncr
might well profit from an activity that required him to put various
choices into a correct chain — more or less, a substitution table in

reverse. Here is an example:

in the park played ennis 3;:
there was playing football ].'u“k

yesterday should have played games .
well the bay

The point we are making is that the learner who displays the sort of
syntactic confusion exemplificd by sentence 10 needs to go back 1o
basic sentence building; he needs a substitution tabic related more (o
chain than to choice.

The concept of choice is both grammatical and lexical. In cxump}c
12 we sce an instance of incorrect grammatical choice, and 1n
example 7 we see an instance of inappropriate lexical choice.
‘Residence’ is not an appropriate choice when in the company of
‘drop in’ and ‘place’ — it is far 100 formal. Thus, looking at l.:m;:ungc
as chain and choice gives us a very uscful framework for error
analysis.

Activities ’
1 Go back 10 example 8 and comment onitin the light of what we
have said about chain and choice.

2 Do the same for example 14.

3 One choice, of course, is the zero choice. When we produce a
. sentence such as ‘Birds fly’, we have chosen norto use an article -
we have made a zero choice. What is the zero choice in example
g? What is it in example 22 Bearing in mind that very young
children; with English as their mother tongue, are quite {|kcly to
say ‘daddy coming now’, to what extent can we generalize about
such zero choices?

One of the most uscful things that a dictionary docs is w give
synonyms for the word we look up. In other words, it offers a
number of other choices which might be used in that particular place
in the chain. The danger is, however, that the foreign language
learner is Jiable 1o use the dictionary in a rather indiscriminate way;
he cither needs to translate from his first language or wants to avoid
the ovcr-répctitivc usc of a word he already knows reasonably well.
The result may well be the inappropriate use of a word such as
‘residence’ in example 7.

Activities

1 Look up the word ‘residence’ in the everyday dictionary you
normally use. Does it simply list synonyms such as “abode’,
‘home’ and ‘dwelling’ or does it give some indication of the
contexts in which the word is likely to be found? Now look up the
same word in the Oxford Advanced Learner’s Dictionary and
comment on differences.

2 Another dictionary has the following entry for the word ‘thrice’:
‘Adv. Three times’. Comment on this information, and on the
sentence, ‘I played foothall thrice last week’. Comment on the

additional information given in the Oxford Advanced Learner’s
Dictionary.

It is not always casy to decide whether a wrong choice is grammatical
or* Jexical, as we discovered when we examined example 5. It is
tempting to treat the form ‘furnitures’ in example 11 as a lexical
crror, but it is a form that reflects an important grammatical contrast
in the language. Remember that choices within words, such as
‘smile/smiled’ or ‘face/faces’, are grammatical. The lcarner who
produced the form ‘furnitures’, in example 11, necded help with the
grammatical distinction between countable and uncountable nouns.

Activities
1 Comment on the following three reconstructions of example 11:

(a) She bought much new furniture.
(b) She bought many new pieces of furniture.
{c) She bought a lot of new furniture.

2 Suggest two reconstructions for example 8, one lexical and the

other grammatical. Which is the more likely? Suggest a reason for
the less likely reconstruction.

3 Suggest a sentence containing ‘his dress’ used appropriately.

Implausible reconstructions

Knowing what 1o correct and when to leave well alonc is often a
problem. Without knowing the level of the class and the teaching
context within which pupils’ responses are made, it is quite
impossible to be dogmatic. More advanced pupils need 1o be aware
of language style — just being correct is not enough. Less advanced,
or less able, pupils should not be be disheartened by over-correction.
‘Yes, but can’t you think of a better word, a more descriptive word,
than “nice”?’ may well be a fair comment in the first situation, but
not in the second. Over-correction may well occur during oral

practice because the tcacher has an cever-present opportunity to
‘improve” pupils’ responses. '
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In error-analysis over-correction Icads to imp{ausil‘)lc rcconstrucl-1
tions. Don’t go scarching for errors that don't exxst‘; c?rrcct a
grammatical errors and those lexical forms tbat.arc obw{lously wrong
(‘lend’ for ‘borrow’ in example 13) or obvmusly.mappropr}alc
(‘residence’ in example 7). You will,.of course, still havc‘a c:;:
problcms.as, for instance, having to decide whether to accept ‘men
for ‘sharpen’ in, cxamplc 6.

Activities .
Comment on the following reconstructions and compare them wit
yourown:

1 Johnisill and has been for four days. . .
6 | have a screwdriver to mend that propelling Qengal.d
7 Justcall at the residence onyour way to Jane's apode.
he who is sitting on my chair ...
1? ghe bought many new chairs, tables, bookcases, cupboards,
etc.
13 rvelost myruler; canl lend yours to my partner?

Causes of error

Pit Corder claims that there are three major causc‘s of error, whxc:\{
he labels “transfer errors’, ‘analogical crrors’ and' lcaf:hmg.-mducl:_cd
errors’. See J.P.B. Allen & S. Pit Corder (cds), I echnigues in app ‘zfe 1
linguistics, Oxford University Press 1974.' This .cxtr-cmc}y.usc\ ‘;
book is volume 3 of The Edinburgh course n ?pplxed linguistics. We
shall use the same catcgorics but give them different names.

Mother-tongue interference

Although young children appear 10 be able to learn ?{ f(l)r‘Lcli;n
Janguage quite casily and to rcproduc-c new sou-nds very % hcc. 10u 3(;
most older learners experience considerable difficulty. The ; ”
system (phonology) and the grammar 9( the first 1‘angu.agc, i x[.:)m-
themsclves on the new language and this leads toa forcxgnhgr: s
ciation, faulty grammatical patterns and, occasionally, to the g
choice of vocabulary. :
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Activities

1 Write down five examples of sentences produced by your
students containing grammatical or lexical errors which you
balieve to be due to mother-tongue interference.

2 Comment on the errors in the light of your knowledge of the
mother tongue. Use the minimum of grammatical terminology.

3 Discuss your examples and comments with other members of
your group. You may find that what you have attributed to

interference could be partly attributable to other causes that we
shall go on to discuss.

Example 1 would be quite acceptable if translated into a number of
other languages. And the child who produced example 9 was clearly
translating from his own language. If we transposed its syntax into
English we should have ‘She + in my chair + sitting is’. Note that
this does not account {or the omission of the auxiliary form ‘is” which
has alrcady been touched upon as a zero choice. We are not
suggesting that all choices are deliberate. The auxiliary may well be
omitted because the learner does not hear it clearly in the new
language in its contracted form. E.g. ‘I’ve finished’ is heard as ‘I

finished’. Can you suggest a phonological reason for this? Consider
also ‘I'd better ....

Overgeneralization

The mentalist theory claims that errors are inevitable because they
reflect various stages in the language development of the learner. It
claims thart the learner processes new language data in his mind and
produces rules for its production, based on the evidence. Where the

data arc inadequate, or the evidence only partial, such rules may well
produce the following patterns:

15 Where you went yesterday?
16 Where you did go yesterday?
17 She drinked all the lemonade.

Activities

1 Comment on the overgeneralization in examples 15, 16 and 17.
Is there a progression from 15to 16?

Can you suggest an even earlier question stage than 157

2 Look again at example 12. If we accept it as an instance of
overgeneralization, what is being generalized? Consider other
verbs such as ‘understand’, *hear’, ‘realize’, ‘perceive’ and ‘think’.
Do they form a class, and is this relevant?

e L Ciza it =i R
AT TN
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C Errors encouraged by teaching material or

method

Having rclated mentalism to overgeneralization, we can relate
behaviourism to those errors which appear to be induced by the
teaching process itself. Those who support the behaviourist theory,
at least in its more extreme form, would deny that errors have any
positive contribution to make to the learning of any skill, such as
language. To them, error is evidence of failure, of incffective
teaching or lack of control. If material is well chosen, graded and
presented with meticulous care, there should never be any crror. Itis
fairly casy to accept this in the early stages of language learning when
controls are applied in the shape of substitution tables, conversion
exercises of a mechanical nature and guided sentence patterns, but
more difficult at later stages. However, it might be salutary for us to
bear in mind the possibility of some of our students® errors being duc
to our own teaching. Unfortunately, these errors are much more

_difficult to classify, and Pit Corder (op. ciz.) admits this:

‘It is, however, not casy to identify such errors cxcept in
conjunction with a close study of the materials and teaching
techniques to which the learner has been exposed. This is
probably why so little is known about them.’

Lct’s look at a few examples of teacher-induced error.
18 I'm go to school cvery day.

If a structural syllabus has placed great emphasis on one tensc,
such as the present continuous, there is the danger that the learners
will over-use it when moving on to new patterns. The prolonged
drilling of the ‘I'm ...ing" structure is quite likely to praduce ‘I'm
go'.

19 I did go to cinema. (not intended as the emphatic past)

In a brave attempt to persuade a reluctant student to use the
simple past tense, a teacher may over-stress the auxiliary verb in his
repeated question and then find it echoed in the response. Thus,
example 19 might be the result of the following prompt from the
teacher: '

* Now, listen to the question. What DID you do yesterday?’

By this time, even the article has been frightened off.

The teacher can also induce errors by indulging in some
overgeneralization himself. It is tempting to say that the third person
singular of the present tensc always ends in ‘s’ (especially having
listened to numerous sentences of the type ‘He play football.”) and
forget about sequences such as: ‘he can’, ‘does he play’ and ‘he
doesn’t play’. These forms together may well outnumber the ‘norm’
that the teacher is attempting to decal with.

R
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Activities

1 Discuss vyilhin your group the extent to which the third category
{teacher-induced error) is valid. Could it be argued that itis no
more than a sub-section within the ‘overgeneralization’ category?

2 Discuss the extent to which you think teachers should be
accountable for their students’ errors.

3 What possible pronunciation errors might be encouraged by the
teacher’s correction of the missing articles in the following
sentences:

20 Igotgood book from the library.
21 Where is penci! | gave you?

4 Comment on the correction contained in the following short

dialogue:

Pupil: He said he’d come tomorrow.

Teacher: Inindirect speech, adverbs of time have to change.
‘“Tomorrow’ changes to ‘the next day’. Now, try again.

The distinction between errors and mistakes should by now be clear.

Let us examine a number of student errors in the light of this
distinction.

Activities

1 Outline how you would deal with the incorrect form ‘furnitures’ in

example 11 assuming that it is (a) a competence error and (b} a
performance mistake.

2 Decidg whether you think the incorrect forms contained in the
following sentences are errors or mistakes:

{a) Baby broked it. (2-year-old English child)

(b) He going to school now. (1st year EFL learner)

(c) If I'll get through the exam, I'll be the happiest person alive.
{d} He just take the money and off he went.

(e) I'm looking at this picture and I'm seeing many children.

(f) He asked him to go their with him. (In written work.)

3 Discuss with other members of your group the extent to which the

clues {either given in brackets or linguistic clues) helped you to _
decide.

The teacher’s attitude to error

The teacher’s attitude to error is of crucial importance. Nothing will
undermine a lcarner’s confidence as much as a series of derogatory
comments on his language performance. Insensitive correction
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during oral work can be particularly damaging becausce it encourages

a withdrawal attitude in the learner; harsh written comments have an

unpleasant permanence in excrcise books and discourage revision.

Nevertheless, the teacher must have a positive attitude to error and

be prepared to do something about it. As with causcs of error, there
- is a link here between attitude and underlying theory.

A The behaviourist attitude

We have already made the point that behaviourists view error as a
symptom of ineffcctive teaching or as cvidence of failure. They also
view it as being due very largely to mother-tonguc interference ~
interference that the teacher (which here must include course
designer) has failed to predict and allow for. When errors do occur,
they are to be remedied by a bombardment of correct forms. This
bombardment is achieved by the usc of intensive drilling or
over-tcaching.

Activities
1 Prepare substitution-type drills to remedy the following errors:
20 Does the bus goes from here?

21 Iputthe blue big book on the table.
22 Didn't nobody help you?

2 Prepare a simple five-sentence conversion exercise to change
staternents into questions. Use example 20 as your model.

B The mentalist attitude

When dealing with errors arising from overgeneralization, we
suggested that the learner processes the new data in his mind and
comes up with a succession of rules that produce new patterns in the
target language. The learner is constantly attempting to solve
problems and make sense of the linguistic evidence around him.
Conscquently, error is inevitable; it is, in fact, an integral part of the
lcarning process and developing competence. Students will produce
errors because their hypotheses about the new language are wrong or
incomplete. Errors are not, therefore, to be regarded as signs of
failure, but as evidence that the student is working his way towards
the correct rules. Nor are errors harmful to the learning process, as
the bchaviourists suggest. On the contrary, students learn by
making crrors and having them corrected.

This attitude to errors removes much of the over-anxiety caused
by the bchaviourist insistence on climinating them from the
classroom altogether. At the same time, it allows teachers to adjust
the level of difficulty according to their students’ progress,

oo, = g

motivation and 5o on. An cffortless class is going to cause boredom: a
sensc of challenge must be included, as in any tcaching task, but if a
task is made challenging, crrors/mistakes will be made.

The language teacher must be concerned about what is going on in
the learner’s mind and must be prepared to discuss language
problems. Tle must be prepared to help his students to sort things
out for themsclves, and should not be too hasty in rejecting a
controlled amount of grammatical terminology and other-tongue
cxplanation. Grammatical explanation alone, however, is most
unlikely to be effective; it is better used as a back-up device or extra
strategy at the revision stage.

Activities

1 lndic_ate to what extent, if any, you would use grammatical
terminology and/or mother-tongue explanation when dealing
with the following errors:

20 Does the bus goes from here?
21 1 put the blue big book on the table.
23 I've seen him yesterday.

2 Different languages have different grammatical systems. A
learner may find the English pronoun system very difficult if, in his
own language, possessive pronouns agree with the nouns they
modify. Bearing this in mind, what grammatical and/or mother-

tongue explanation would you give when attempting to remedy
the following error:

24 He told her sister about it. (that is, his own sister)

C An eclectic approach

As with other aspects of TEFL methodology, an eclectic approach is
the one most commonly used in remedial work. Structural drills can
be useful in attempting to eradicate error, but remember that the
learner is doing his best to sort things out for himself and requires
intellectual, as well as mechanical help. ’

Activities

1 Outline how you would attempt to deal with the following errors
using an eclectic approach.

3 There are too many beautiful flowers in your garden.
4 He suggested some good books.
25 The men all worked hardly in the hot sun.

2 Discuss the main disadvantages of relying entirely on a single
non-eclectic approach,
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D Errors of omission

Whenever we usc language we find ourselves having to make
choiees, lexical and grammatical choices. Do we choose ‘encounter’,
‘meet’ or, perhaps, ‘bump into’? Do we begin our classroom warning
with™*If you don't ..." or with ‘Unless you’...? The choices that our
students make in free practice can be very revealing because they
indicate stages in language learning. The neglected choices are just
as informative. Some student compositions are lacking in linguistic
ambition; their authors are preoccupied with ‘playing safe’. There
may be considerably more merit in attempting a phrasal verb
construction and getting it wrong than in relying on a well-worn but
safe alternative. (Following more closely the mentalist approach,
there is some value in allowing learncrs to experiment with language,
to play with new words and manipulate new patterns. They may, on
occasion, be given activities which the teacher knows to be just a
little too demanding for them, in the belief that the thinking,
discussing and problem-solving processes are also language-learning
processes — even when the final answer is wrong.) Check for
language choices (sometimes called ‘language contrasts’) which seem
to be conspicuous by their absence.

Activities

1 In answer to the same comprehension question you get the
following responses:
(a) He couldn’t tolerate such bad behaviour.
{b) He couldn’t put by with such bad behaviour.
Discuss with other members of your group how you would react
to (b) assuming (i) the pupil could have used ‘tolerate’ but was

experimenting , and (ii) he was not able to offer an alternative to
his attempted phrasal verb.

2 How would you assess the following sentences both produced by
students in the same intermediate-level class:
{a) She said to the teacher, ‘We went out to play and it rained and
we gotwet.”
(b} She told the teacher we’d gone cut to play and got wet when it
rained.

Assume that the pronoun ‘we’ refers to the same group of people
in both cases.

3 Comment onthe sequence of tenses in {b) above. Compare ‘She’d
been to Athens and seen the Acropolis.’

4 List some of the choices that your students try to avoid in free
practice. Check the extent to which there is group agreement.

5 Qutline a strategy to encourage the use of one of these ‘missing’
choices. :

Remedial strategies

In spitc of this particular heading, there are no exclusive strategies
for the correction of error that do not exist clsewhere. In other
words, there is no separate methodology for getting things right.
The avoidance of excessive error will inevitably be one of the chief
aims in any lesson or teaching programme. There is nothing more
certain to produce error than an exercise where students are required
to write sentences with newly introduced words. However, what has
already been discussed under Useful classroom techniques will go a
long way towards minimizing the possibility of error, and will do so
without depriving students of a sensc of challenge. Aflter all, we
could devise a series of substitution tables that become progressively
more complex but fail to give their users very much more than a
mere promise of freedom. (We might finish with a rather rigid
programmed-learning course.) Having admitted that a certain
amount of error is as useful as it is inevitable, we must return to the
problem of what teachers can do about those errors that persist and,
in so doing, become an obstacle to learning.

A Errors of syntax
We have alrcady used, and illustrated, the terms ‘chain and choice’
and introduced the technical term ‘syntax® for the former. (Sce page
1372 If we look again at examples 2, 9 and 10, we can remind
oursclves of the chironic nature .of some errors of syntax, and
consider ways of going right back to basic sentence construction for
remedial purposes.
‘There are four basic structures in the English clause, or simple
sentencee, and they can be illustrated as follows:
subject verb object adverbial
or complement

1 John is il since four days .

11 She bought many ncw furnitures

2 you (arc) doing What now?

9 She (1s) sitting in my chair . ;

10 Marin should have gone to school

If the four structures are colour-caded it is not neeessary 1o usc any
grammatical terminology at all. Learners can manipulate coloured
cards to practise getting the structures, or sentence parts, into the
right scquence. Interinediate errors will not be recorded and the
physical handling of the structures will be an additional advantage.
Note that we are making usc here of a very simplified model of
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systemic grammar. Should you be interested in this, you might refer
t M. Berry, Introduction 1o systemic linguistics Vol 1, Batsford 1975.
It contains a most uscful section on ‘chain and choice’.

Activities

1

Using the same grammatical framework, analyse examples 3,4, 6
and 12, Bear in mind that it is possible to have more than one
object and more than one verb.

If we include all conjunctions, or linking words, with adverbials,
and give them the same colour coding, we can process more
complex sentences. Now attempt an-analysis of examples 5, 8 and
14. '

If we use cards with detachable grammatical endings (or
morphemes) a number of important grammatical operations can
be exemplified. Consider the following cards and discuss ways in
which they might be used:

THE BUS TOTOWN|} [FROMTHISBUSSTOP
WENT DOES| {DID| |N'T

Suggest a colour coding for the cards and give them grammatical
labels. -
Note that a key to these activities is given at the end of this section
{on page 151).

Other errors in oral practice

When a learner makes an error in oral work he has an audicnce.
Some members of that audicnce will not recognize it as an error, but
others will and will show an interest in the tcacher’s reaction.

Activities

What would your reaction be in the following situations:

(a) You are talking informally to a group of students and one of them
says: .

26 ‘What you think about that film we saw?’

{b} You have prepared an oral activity for the class and, after
adequate preparation, a student says:

27 ‘There was much trouble in the town.’

the use of the mother tongue at this prepar.

atory stage? Gi
reasons. ) Y g¢ GVGYOU{

d) Write a brief intervening dialogue, bringing in both te

acher
second student. acher and

Student 1:  Does she plays the piano?

Stuaent 1:  Does she play the piano?

ge) Qi_scuss the role of the rest of the class in the correction of an
individual student’s error.

Errors in written work °

[he student’s usual audience here is just the teacher. Ideally
fcnchcr will check written work with the writer, ’
tnereasingly difficult as the latter progresses beyond t
stage. It is very doubtful whether writien corrections have much
cffect unless the writer is extremely well motivated. There is, of
course, morc than one way of indicating errors in written workj

the
but this gets
he clementary

Activities

1 Comp
work:

A Urhen s gavd o foriraten,
Twm‘sz eceping to escape
nbt m@wmajz
Sqreesing novgn the barg fe .He ...
wad freedorn at Lusl: - )Cr&

5%%&;%%}91% sp
Jamed managed. Cacaping 4y qram.
&&‘(wa? o tobis Calle MZ/

(a) What are the advantages and disadvantages of the two
approaches? )

(b) In version B would it be more helpful for the teacher to indicate

are the following approaches to the correction of written

(c) You have asked a class of advanced students to prepare a class
discussion-or debate. Would you encourage, tolerate or discourage

the position of the errors?
{c) How yvould you help a student apparently confused by the
contrasting patterns: “tried escaping’ and ‘managed to escape’?
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2 Having corrected a piece of written work undertaken by the whole

class, a teacher often feels it necessary to draw altention to,
so-called, common errors. I, say, 20 percent of your students
made the same type of error, how would you deal with it? What

would you do with the 80 percent that got it right?

3 Discuss the extent to which we should give our students incorrect

forms to be examined, discussed and corrected.

Reading assignment

Now read ‘Correcting written English’, article by Christopher Brumfit
in Problems and principles in English teaching (pages 9-13), or in
Modern English Teacher, volume 5, September 1977.

Extended activity

Handling a short text
Examine the following passage written by a student of below-
average ability at an intermediate level of EFL:

It was my sister’s birthday Monday and all we wanted having a
picknic. My mother she didn"t know to where to go so my father he
told that the weather was too warm so we should go for

swimming. We did put all things in our car early and straght went
to beachside.

Now, use the text for discussion and practice purposes within your
group. Here are some guidelines:

1

General impression What is your first reaction to it? Does it
communicate reasonably well? How serious are the errors? Is the
syntax {sequence of structures) about right? Would you be likely
to get this kind of writing from one of your students?

Plausible reconstruction Attempt a reconstruction and compare it
with others. Compare, and comment on, the following alternative
reconstructed fragments:

{a) ... and all we wanted was to have a picnic.
(b} ... and we all wanted to have a picnic.

Has your reconstruction caused you to modify your initial
assessment in any way?

Detailed examination Comment on individual errors, either by
relating them to grammatical categories such as subject, verb,
object and adverbial and their structure, or dealing with them as
they appear in the text. Whichever way you choose to deal with
the errors, you might like to give some attention to the following
issues:

{a) Is it obligatory to have a preposition in front of ‘Monday” here?
Is there a difference between informal specch and more formal
writing?

(b} Are there other patterns which might encourage the structure
‘wanted having’? e.g.’start”?

(c) In what circumstances might we use a double subject? e.g. "Mr
Smith, he’s a fine teacher.’ Can we accept the double subjects in
this text? (Your reconstruction will have answered this question,
but elaborate onit alittle.)

(d) To what extent is the use of ‘too’ for ‘very’ a common error in
your situation? If it is a problem, outline a strategy for dealing with
it

{e) The preposition ‘for’ is often used to indicate intention. How
would you deal with the confusion that might exist between the
structures ‘go for a swim’ and ‘go swimming’? Which is the more
helpful reconstruction? .

{f) Comment on the structure ‘did put’ in the light of the writer’'s
handling of other past tense forms..

(g) The vocabulary of a modern language changes and develops.
Are you prepared to accept the form ‘beachside’ (ignoring the lack
of article for the moment) in this particular pattern?

Have you ever seen the word?

Would you accept it in the following pattern?

There were some lovely beachside restaurants.

4 Assessment

Give the short passage a score, a mark out of ten, and compare
scores within your group.

(We are not, of course, suggesting that it is a good procedure to ~
score small samples of work in this way; we are proposing it here
simply as a convenient means of comparing assessment.)

Key to activities (page 148)

Example Object
Acnrviy of Subject Verb or Adverbial
error complement
1 3 There are too many beautiful flowers) in your garden.
4 e suggested me
some good books.
6 1 have a kaife
10 mend the pencil.
12 Mary is knowing the answer.
2 S She told
she was . on holiday.
8 He changed his dress  before
going out.
14 She sent a lot of letters 1o me
and
I too.
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(From Gower & Walters, 1983)

-~

GUIDED READING 2 FOR EXPERIMENTAL CLASS YEAR 4
CORRECTION

.
3

APPENDIX 5

How do you decide whether the student has made an error or a mistake?

' A mistake is really a slip of the tongue or the pen. The student is able to correct it
) himself, either completely unprompted or with the guidan~e of the teacher and
other students. Native speakers make mistakes all the time even though the
correct form is usually known.
An error is much more deeply ingrained. The student might:
— believe what he’s saying is correct

) - not know what the correct form should be
— know what the correct form should be but can't get it right.

Errors are usually produced regularly and systematically. so asking the student to
try again is often the best way of helping you decide whether the incorrect form is
an error or a mistake.

Very little time need be spent on mistakes but errors will need attention at
certain stages of the lesson. '

Oral correction

In one way, oral correction is more difficult than written correction because
decisions usually have to be made quickly about what to correct; when to correct,
how 1o correct and how much to correct. Without experience;you may not even
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L }3‘ recognize the error, particularly if you're not relaxed and not really listening 1o the
- = students! : R

8 One way of helping yourself cope with errors that comé; up’in the classroom is

e

¢

to try to anticipate any errors thatl mightcome up by: =~ " .70 L

1 Familiarizing yourself with all aspects of an item of language you are presenting
or practising (e.g. likely pronunciation problems can often be worked out by
wriling out the item in phonemic transcription in your lesson plan beforehand:
s0 should have in a taped mode! might be transcribed /fodav/, revealing a
contraction, a weak vowel for have and an absent /h/!)

A3

5.2 Correction

Correc}ir_xg errors tl?at students make when they speak or write can be one of the

most difficult tasks in language teaching. General questions that need (o be asked

are:

1 Has the student made a simple slip or does he in fact not know what the correct
form should be?

2 Familiarizing yourself with the typical grammatical and pronunciation problems
associated with the nationality of the students in your group (this is obviously
easier in monolingual classes than multilingual classes).

If you know what might come up you are likely to be more alert 1o the errors that

2 Atwhat stages of a lesson do | correct? 5 do come up.
3 How much correcti o A A useful exercise (o] devglop your awareness is tq play a tgpe of your students
orrection should | give? {; speaking time and time again and to try and make a list of their errors, under such
4 How can | get to the root of the student's problem? : : headings as:
5 Howcan | » h . P FORM Grammar/Pronunciation/Word choice/Word order and MEANING
w correct in such a way as not to discourage the student? v Although it's easier said than done, in the classroom, try and get so involved with
6 What should the other students be doing while I'm correcting? ‘;‘ your students that you relax and worry less about yoursell. However, don’t spend
. R too Iong thinking about what they're saying. You need to process it and respond
7 {-_low?can Iollow up my correction so that the student will get the form right next b very quickly. ' )
ime?
E_rror correction is usually thought of as relating to the form of the language but ’
obviously students can say something incorrectly because they have misunger- . When do you correct?

stood the meaning of something or they choose an inappropriate thing 1o say on a
particular occasion. Students can equally get things wrong (i.e. they misunder-
stand or misinterpret) when they listen or read a text. For advice on how to check
whether students have understood correctly or not see 4.4.

In general, the principle 1s: il the language is controlied by you and the student is
practising forms you have presented, then errors should be corrected. The tighter
the control, the tighter the correction. I, however, your aim is to gel students 10
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produce a lot of language quickly and fluentiy, rather than a small amoun:
accurately, then correction will be less because the students’ main aim will be 10
communicate meaning and correction of torm by you wili be an unwelcome
intrusion. So, looking at the stages of Presentation and Practice:

Presentation

When you give the students an example of a new item of language and you war.:
them to repeal it so as 1o practise the pronunciation and memorize the form,
correction is absolutely essential. Students must be given the maximum opoo:-
tunity to get it right. although you will of course have to balance the amount of
correction any individual in the group needs with what the group needs as a

whole. lf, however, you are eliciung ideas tor a context through which you wii -

present the item, then correction need only be of very typical and persistent errors
unless a useful word comes up and you want to practse the pronunciation.

Practice

In a drill, if the students have choices about which language 10 use, and they are
not merely repeating a given form, then other types of errors can creep in such as
tense endings (he go) or word order (he speaks very well English) although you
will need to make sure that the students are not making errors because your
prompts are not clear. In activities where the language is semi-controlled by you
(e.g. when you ask the students to reconstruct a story) the amount of correction
will depend on the aim of the aclivity. the time you‘ve got, ils relevance to ihe
other students etc. You might wish 1o work on a typical problem briefly (e.g. the
way a Japanese student misuses the /I/ /r/ sounds) without necessarily expecting
to clear it up in one go.

Communication activities

During communication activities you will probably be allowing the students to use
any language they like in order to communicate, in which case the students will
usually need to learn how to do it for themselves and experiment with any
language they've learnt.

Many students are contradictory about correction at this stage. If they've got
something to say (i.e. some meaning to communicate) they can‘t usually take in a
correction of form unless you completely disrupt the activity. On the other hand
they often feel they wish people would correct them when they are speaxing
freely. (Itis after all, a marvellous opportunity for you to note what their errors are.)

Guidance and correction, however, can't be given during the act of communica-
tion, only afterwards. It might consist of:

1 Going over a tape or a video of the interaction (though this can be dull and
discouraging if done too meticulously and too often).

2 Asking them to repeat what they said, with the focus this time being on how

correct the language is (not a very convenient approach for role-plays or
discussions!)..

3 Giving individual students notes of errors they have made with instructions on
how to correct them.

4 Providing the class with remedial sessions on errors common to the majority
(particularly fruitful for monolingual groups).
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How much do you correct?

Errors are usually made only by individual students, so correction usually has 10
be on an individual basis t0o. Even more problematically, in multilingual classes.
the types of errors vary according to the students’ different mother tongues. The
problem for you is how to spend enough time on any one error with any one
student without alienating the rest of the group. To reduce that likelihood:
1 Involve the whole class as much as possible in the correction process.

2 Spend less time correcting what is only a problem for one student and more
time on problems common 10 the whole group.

There is such a thing as over-correction. That is, the more you try 10 correct
something, the worse the student gets. So, ofien, it is worth spending a short time
correcting some items and not trying to get everything periect al one go. and
coming back 1o them the next day. Correction of major errors is perhaps best
considered as something that should be done as quickly as possible but is likely t0
be along-term process ovel a series of lessons.

How do you correct?

The basic principle is that students learn more effectively i thgy are guidgd in

such a way that they eventually correct themselves rather than i they are given

the correct version of something straight away. The struggle 1o get it right also

helps them understand why they are wrong. The main stages in the process are

as follows:

1 The student must know something is not accurate
But first let him finish the utterance. Students find it disconcerting 1o be
interrupted mid-stream, even if you can stop them from shoot?ng on regardless.
Then-make some gesture, like a wave of the finger, or give some not 100
discouraging word, like nearly. You must be gentle. Error; and mistakes are an
impontant part of our learning: we have to make them in order to learn. So.'
*black looks' or shouts of No, you idiot! will only serve to reduce the students
desire to try out the language!

M)

The student must know where the error is

So you need 1o isolate for the student the pan of the utterance that's wrong. lf
the student says | see Johin yesterday and he meant | saw John yesterday then
telling the student to try again might be of no use. He's put the word yesterday
in 10 indicate past time so he may think he's made a correct utterance. What he
needs 1o know is that the word see is incorrect. You can say the second word or
not ‘see’ but . ..7. More effectively, you can use your fingers or a row of
students to represent each word. When you get to the worfj ‘that s wrong.
indicate that that is where the problem is and see if they can get it right.

3 The student must know what kind of error it is ) .
He'll need to know whether the problem is grammatical (e.g. wrong tense).
syntactic (e.g. a missing word) or phonological {e.g. a wrongly-stressed word).
Common gestures used to indicate the type of error can be found on pp 11-12.
Another might be: :

Aword is n?issing: with fingers representing each word 'and the .studems
speaking slowly, the finger for the missing word is tucked
behind the palm of hand and then produced at the end.

You can no doubt think of other useful gestures. However, itis important that the

students understand them and that you use the same gestures each time to

represent the same thing.




Until you get confident in using gestures 10 help you correct siudents, vou might
find it easier to use the board. So if 2 suoent says ‘She buy some apples. vOu can
write the word' buy on the board, cross it out ang write up the worc Pas:. See then
if the student can tell you what the correct form should be.

The basic steps then probably go something ike this:

(2) Indicate that an error has been made.

(b) Show the student where the error is.

(c) Indicate what sortof erroritis,

{d) Get him to try again and see if he can get il right (it might have been a sinple
slip). Possibly give him some clues. (lf it's not a very serous problem or you're
in a hurry, then simply give the correct version and get the studen 1o redeat i,
However. he hasn't had to work for the correct version and may not have fully
absorbed what he has got wrong).

(e) if the student still can't get it right, it's probably because he doesn’t know how
to. So. with a hand gesture, hold his attention and get another student 10 help
out. This has the advantage of:

(i) involving all the students in the correction process

(i) making the learning more co-operative generally

(iii) reducing the students’ dependence on your models
(iv) increasing the amount the students listen to each other
(v) giving the better students something to do.

However, such student-to-student correction, as it is known. needs to be
done carefully. Not Oh, no! Wrong again, Juan. Go on, Sami. Tell him.; but Nor
quite, Juan. Do you know, Sami? Alternatively, do the whole thing by gesture.

Indicate ‘not quite’ with your face or hands and gesture another siudent 10
help.

{f} i that step fails, you must assume that either the student hasn't ungerstood
what you're getting at or he doesn't know what the correct version should be.
If it's an important point and the others don't know it either, you may have 1o
teach it from scratch (i.e. present and practise it). If not, and the meaning of the

item is clear, your simply saying it and getting the students to say it should be
enough. . -

(g) No matter how you have done the correction get the student 10 say the correct
version, if possible in its original context. This is a vital part of any correction

process. You can do this by gesture or saying something like OK. Again. The
whole thing.

(h) If the student makes the same error later in the lesson, a quick reminder,
perhaps by making an appropriate facial expression. should be enough.

Further suggestions

1 Don’tlet any student think he's being picked on

Maintain.a co-operative working atmosphere. Correction can seem threatening
if done badly.
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£ Trynotto "echo’ tne errors, even in a mocking. astomshed way
Some teachers find this an easy way of indicating an error bu? although the
numou: can be beneficia! 11 terds 1c reinforce the teacher's supenor rela-
uonshio anc inhidit the stugent’s ability 10 work things out for umseli.

Written correction

The prnciples behind correcting written work are basically the same as those
behina correcting oral production.

When?
Controlied wning te.q. copying) : correct tightly

Cued writing : correct less

Free wrinng : either react 10 1t as communication (e.qg. Oh. really. 1 didn't knov-
you thought that.) or evaluate it 2s communication (e.g. Well arqued) rather than
quibble over grammar or points of syntax and spelling. The aim is {luency and
comprehensibility rather than strict accuracy, uniess (e.g. for exam purposes) that
1s the reason the writing has been set.

How much?

Smothering a ptece of wrilten work with corrections can be defeating. Even if
students look a! them they probably won't learn much. "Free' writing at the low
levels will inevitably be full ot inaccuracy and as such should only be set for
communicative purposes (i.e. how well the meaning has been got across) and not
be marked and corrected on the basis of correct form.

When correcting cued writing, it is often worth focusing on a particular area (e.g.
punctuation or spelling) and ignoring the rest. You can then work remedially on
that area with the students.
How?

With some modifications in procedure, the principles again are the same as for
oral correction.
1 Make sure students write on every other line and leave a margin,

2 Depending on the aim of the exercise, underline the errors you wish to focus
on so that students know where they occur,

[$)

To show them what type nf errors they are, put symbols in the appropriate
place in the margin (e.g. ~ might represent punctuation. S: spelling, WO: word
order, etc.) If the students don’t understand the symbols, teach them.

4 Give the piece of writing back to the students t0 see how mu_ch they can
correct for themselves.

5 Sometimes written work may be exchanged with other students or discussed
in groups so that they all correct each other's.

6 Correct their corrections (or the corrections of their colleagues).

7 Mark, or comment, according to the aim of the written work. f communication
is the aim, don’t mark according 10 spelling. Always gecide whether marks are
10 be quantitative (e.g. a mark for punctuation migh: be arrived at‘by dedgcb
ing the number of errors from 100) or based on a general impression.
Sometimes it's wornth givng different marks for ditferent things wilhm. the
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same piece of written work as well as an overall mark based on its communica-
tive worth., :

8 Getthe student to write up a neat copy and hand it in.

9 Set follow-up exercises for bad errors, perhaps giving appropriate page
number references in exercise books.

10 Note down errors that are common 1o the group and prepare a remedial
lesson {or them.

This procedure may seem heavy and slow as il is thought of as forming part of &
series of lessons (obviously it will be adapted 1o the class and the occasion) but
one piece of written work, properly done, will achieve far more and give a far
greater sense of achievement than a hundred badly-done 'free’ essays covered
with red ink! In such cases the teacher sweals and irequently it's all for nothino!
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CHECKING WHETHER THE STUDENTS HAVE UNDERSTOOD

WHAT IS GOING ON
; (From Gower & Walters, 1983)

3: Checking whether the students have understood what is going on

Understanding of other more general features of a context also often needs to be
checked, not only who is talking to whom, the place and the occasion- but also
what they are talking about and what's happening. It needs to be done:

* —during Presentation, any time a textual environment is needed for new items of -

fanguage. This may be a dialogue or a newspaper article,

—during skills work, when a text is used (e.q. a listening lext such as a station
anpouncement or a reading iext such as a letter).

- when setting up ‘creative’ activities such as role-plays, when characters and
their refationships are being introduced,

- What types of questions should be asked? .

Comorehension questions need to be organized and serve a clearly thought-out
durpose. You will need- io ask yourseii: What do | want the studenis io
understand? What is this question reaily asking? Does it ask what | want them 0
understand? Different types of questions expect different types of answers, 2.g:
~i00k at the following dialogue irom &nglish in Situations by O'Neill (QUP) where
ihe overall teaching aim might de 1o give further practice 10 the frequency adverbs
often, never, and always.

Tony and Susan are a young martied couple. Tony writes advertisements for a large aaverusing
. 3gency and Susan teaches Frencn. They are at home now. it is evening and they are sicting in the
!img-room.

Tony:  You know, Susan, | think we're becoming vegeables . . . cabbages!

| Sumn  Whata strange thing to say! What do you mean!

: Tony:  Well ... just look at ust You're sicting there and I'm sicting here ... we aren’t walking ...
H . orreading... we're just sanng at the walil! .

i Sumat  Turn the television on if you're bored!

"- Tony. Television! That's the trouble. We never go out in the evenings. We always watch
telexision, It's tervible. .
Susan: Al right. What do you want to do then! ’

Tony. Hmm ... | don't know ... the Academy cinerma s showmng 3 ew Swedish film this

Susan:  "Swedish films! Ugh! | don't like them! Al that sex and religion.

Tony, How do you know! You never see inemn! ' .

Susan:  Oh all right! We can go 0 the cinerna shis evening if that's what you want. YWheres my
coat! X

Tony.  Oh!justasecond. it's Thurscay todey isn't it

Sumn:  That's right. So what!s

Tony:  Well,.. | want to watch the boxing on teterision this evening, | always watch it.

t
(In the following sections try 1o answer the questions yourselt.)

1 ‘Gist’ questions or ‘dstail’ questions ?
(a) ‘Gist’ gist questions check the general context and the general content

— Are they watching television while they are*ta/king?
— Is Tony happy watching television every night?
{b) ‘Detail’ — Does Susan suggest they turn the television on?
‘ — Does Susan like Swedish fiims?

Gist questions are normally asked first, 1o check general unoerstanding, oefore
you break a text up and try for a full understanding of its pants. They are
sometimes asked before the stuoents are given a text sothat they keep them in
mind while they are listening or readingin order 10 give them something 10 iisten
and read for. Sometimes only gist questions are asked (e.g. when you want 1o
-exploit the topic, or when you useé a difficult text with elementary students) or only
easily-answered 'detail’ questions, where the students are expected 1o recognize
-only certain outstanding facts rather than understand the whole text fully (e.q.
when using @ news broadcast with beginners).

.
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2 Questions which can be answered from the surface of the text and those which
cannot. '
(a) Information which is directly retrievable from the text:
i.e. obvious facts about the context or content
—~ What are the names of the two people?

~ How often do they go out in the evenings?

(b) Information not directly retrievable from the text: :
i.e. where the Students interpret what is happening, make inferences and
speculate what will happen. The ‘answers' won't be obvious and students
may disagree and want to discuss aiternatives:

— Does Tony thange his mind often?

— Do they love each other?
-~ Will they go to the cinema or waltch television?
— What sort of person is Susan?

Type (a) questions-often involve the students giving straight repetitions from the
text and as such can often be replied to without real understanding of the content,
Comprehension checking should not often involve 100 many such questions

although a certain amount of direct retrieval is necessary. However, because
stugents will have to think and draw upon on their own ianguage, questions of
ype (b) are more gemanding and more interesting. It's as well to get on to
interpretative work as soon as you are sure the stuaents have understood the text
reasonably well,

The two broad categories above (gist/detail; direclly retrievable information/not
directly retrievable information) are the most valuable way of dividing up quesuon
types. However, you should also consider the following: -

3 What are easy questions and what are difficult questions?

{(a) Easy: Since the students might fing the replies they are expected (¢
make to questions ofien more difficult than understanding the text itself,
you will need to grage your questions in terms of how easy or how
difficult they are to answer. 'Easy' questions might expectthe students to
answer- SImply yes or no (yes, they do; no, they aon'l) or 10 give &
one-word answer 10 an either/nr consiruction.

— Do Tony ancd Susan watch television?

- Are they waiching television now?

-~ Does Susan ieach French or Spanish?
— Is sne teacning French now?

These quesuons, though, might be constructed using a form of do or be or have or
a model such as can or snouid, all of which your students may fing difficuft to

" undersiand. so be-careful! (The question Should he have told Susan they are
becoming cabbages?is easy in the sense that all students have {0 say is yés or no
- or Yes, he should/No, he shouidn’t— but the form of the question is not easy to
understand at all ang demangs the students have an opinion about what is
happening in the text.)

{b) Less easy: These might be questions beginning with a question word
(What, When, Where, Why, Who, Whose, How, Which) where the answers
can be found in the text. These clearly relate to 2 (a) in the previous

- category.
— What do Tony and Susan do every evening?

— How often do they go out in the evenings?
— Why doesn't Susan like Swedish fiims?

~ Who decides 10 stay at home tonight?




Althoug‘h the last question in this case is effectively only a choice between two
alternatives, this type of question Is usually feit to be slightly harder than those in
(a). Obviously, though, there can be degrees of difficulty within the category and
_Some will in effect be easier than those in (a).

(c) More difficult: These questions might be those.where the student has to
draw upon his own language rather than the language of the text. Obviously,
they overlap with 2 (b) above. Such questions often begin with Why or How.
~ Why does Tony think they 're becoming cabhages ? -

— Why do you think they never go out in the evenings? -
— How often ao you think Tony sees Swedish films?

— Why does Susan agree to go 10 the cinema?
Clearly thesé categories are not rigid. The important thing is to ask yourself /s the
+ _question | am asking easy or not? and, probably, ask the easy questions first.

4 Which questions give short answers and which give long answers ?

(a) Questions giving short answers:
) Clearly this category overlaps with the ‘easy' questions above but it could

also include
— What's the name of the cinema showing the Swedish film?

{b) Questions giving long answers:
This category overlaps with.3 (c) above and 2 (b) above. They might expec:
interpretation or gescription, wnere the students are expected 1o draw upon
their own language and ideas.

—~ What sort of person is Tony?

—~ How differently do they feel about television?

This distinction is,imporant when you are aeciding how far you want the stuaents
10 use the language. Obviously, parucuiarly at the higher levels, questions which
encourage long answers help 10 keep vour own talking time down. However,
'speaking prompts’ such as Tell me acoui . . . . Describe . . . . . are often better for
this e.g.:

Descripe the relationship petween Tonv and Susan.

The students will have 10 be able to interpret the text. ang recast it in their own

words in a reasonably long flow.
To summarize, then. the scales are:

(a) Gist— Detail
Information retnevable irom text — not retrievabie from text

| (b) Easy — Difficult

i Short answers — Long answers .
| N

Scales of questioning should not be rigidly translated into a teaching oraer. They
can quickly make your teaching mechanical and predictable. You will need to vary
the types of questions asked according 10:

— the aim of the lesson

" — the stage the lesson is at and what ievel or type of understanding you expect

i
i
l
|

— what your students are capable of at any one point.

It is important at ai! times to be aware of what a guestion expects -and to be
sensitive as to how much a student needs it 10 be asked. So:

- be flexible
Don't stolidly wade through all the questions you've written out on your lesson

plan if you find they're not necessary

— grade within the types
generally you shouid ask easy guestions before you ask difficuit questions, but
mix them up and vary the types. On your lesson plan it's well worth breaking
them up into categories for easy reference but gon't just read through a list in

the classroom.
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~ deal with the text differently at different stages of a lesson

So while- a first exposure 1o a text often demands easy gist quesuomng,

subsequent exposures, say to small segments of it, can be dealt with in different
" ways with these questions on this segment expecting short answers and those

questions on that segment expecting interpretation.

Remember, asking questions after a text is a checking process not a teaching
process. If you wish to teach listening and reading you will need to give students a
reason for doing so. In which case you will have to set the questions beforehand
- geared to the type of listening or reading you expect (e.g. listening for gist or
detail), Other tasks such as chart- ﬂlhng (see below) are often more suited to the
purpose.

Can you get students to ask the questions?

Yes. It is a way of passing the checking process across to the students once the
basics have been covered by the teacher. It removes you from the limetighit a little
and.gives the students extra practice in question formation. it might develop like

this:

T What are they doing now?

S1 Staring atthe wall.

T Good. OK. Moktar. Ask Juan a question with 'Why' and ‘Swedish films'.
S2 Why doesn't Susan like Swedish films?

S3 Because they have toa much sex and religion.

Can you check understanding without asking questions?

Again, yes. You can ask the students 1o iill in forms, compose charts and the hke
The aim is for the students to transfer some of ihe relevant information from the
text you are dealing with 10 a simple graphic iormat, something they can't do
properly if they don't understand it; e.g, read this lenter:

Saturday
Dear Mary,

Well, we arrived on Thursday evening. We travelled all day. We were
very tired so we went 1o bed early. On Friday we went snopping inthe
market, That was in the aiternoon. in the morning JoRn went fishing and
[ went to hire a car for the weex, After shopsing we drove into the hills to
a little restaurant for supper Very good it was, 100.

This morning we're NOt oing very much, just writing postwds and
planning the rest of the week.

I'll write again soon.

Love, -
Martha.

Now, in the right space write down what Martha and John did.

Thursaay Friday Saturday

Morning

Afternaon

Evening N I
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{ney iake guie & 10t Of IRINKING Up ana examples can be found in many moaern
materials (e.g. Exchanges by Garton-Sprenger et al, Heinemann). Of course, they
are mainly used 1o teacn the skilts of listening and reading. In the early days of TP
you might wish 10 stick to two cther simple techniques:

1 True/False statements:
Write some statements on the board or OHP, or'give them out on a work sheet

e.g..
Susan likes boxing
Susan changes her mind about going to the cinema
Tony is bored
Tell the students 1o write 'True’ or 'Faise’ next to each.

2 Multipie-choice siatements:
Write ub choices sucn as the foilowing:
. Susan deoesn't like Swedisn films because
. she never sees them
she doesn’t like the Acaoemy cinema
they are full of sex and reiigion
(there should be a maximum of five alternatives).
Then tell.the students 10 tick the statement they think 1s correct,
Such exercises periorm a vital functicn in providing variety 1o the 1ype of work
done, particularly it tney are in worksheet form and the stugents are given the
opportunity to compare therr results. Where and now often you use them will
depend on what you want the students 10 be able 10 do. li you are assessing how
well the students have unoersiood something, you might give the students such
exercises after they nave read or listened 1o the text but if you wish 10 concentrate
“their mings in order :0 help aevelop that undersianding then you might well get
them 10 do them whnile they are listening or reading. {You must check inat ihe
students have unaersiood how 1o do the exercises first ~ and be carejul not 1o
incluge unnecessarily difficult language in the task itself).

How do the principles of checking relate to the stages of Presentation and.
Practice or new language?

1 During the presentation of new language:2 you shouftd
-prevent the siucents from being forced 10 repeat language they don't
understand Dy checking whether they have or not {roughly at least) under-
stood the ‘concept’ (i.e. the meaning) of the language you are presenting. if
they don't uncersiand have another go at getting it across

—assess how well the students are following the logic behind any inductive
presentation by checking their full understanding of the context and what's

happening within it
— generally assess how well the students can speak and how much they know
when you elicit information, ideas or language

2 When giving controlled practice
~ for example during a drill, check that students have-understood the > language
they are practising and assess how well they can reproduce it. Remember,
mough you cannot at this stage judge how far they can select it appropriately
in a situation outside your control
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~if you are trying to develop the students' listening and reading skills or giving
less controlled language exercises such as narrative and dialogue building
(seepp 110-119 and pp 121~132) you wiil need to check comprehension of
what is happening as well as check language concepts when unfamiliar and
important items come up.

3 When the students are communicating freely during an interaction activity
~you should assess the students’ ability to use the language accurately and
fluently, as well as note how well students get across what they want to say
and how well they understand each other.

—~ assessment is likely to be ‘diagnostic’ rather than lead to immediate
correction (see pp 133—-134); what you discover may modify what you do with
them in the future.” ’



APPENDIX 7. READING FOR TASK 3

EXPE;RIMENTAL CLASS YEARSS
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Ao 4800,
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A /0/7,4713’
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AQIS — Declare it for Australia

AUSTRALIAN QUARANTINE & INSPECTION SERVICE
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any - 1YewrS eshich Mu/a/éfmj rseases

or ,o.;.s/‘s m/v :40;7‘/2/ ,:”"‘ a/(,fé&/‘aq/

So, A yeoeia are émymj aﬂ/fr'a/' 4, Yeol
1ems %Arm«jﬁ Yhe intecnational
7‘60*7//‘)4/5 a/«mp 7’746/" jn Zhe
ﬂuarzm/‘;ne biris — and afec/are
any m%e»« jda/s of 7&«&:/‘5}{;‘7"6
2 Son Forant Fo have

7o qu‘d/;)/ou_ )

COrtCEre?.

IﬂaﬂAj' bé/‘/\/ﬁar' /9(’,/0 /r.') Carvi?j A
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