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ES-344      TEACHING OF ENGLISH

iii) to critically reflect over their classroom experience and innovation teaching strategies 
so that they may more effectively teach the four skills of speaking, listening, reading 
and writing; and

Introduction to the Course

The last Block namely 'Teaching Writing and Grammar'. The main emphasis in the Block 
is on two issues namely 'writing' and 'grammar' and the teacher's role in facilitating these in 
teaching-learning situations. For this, writing is viewed as a process incorporating a 
conceptual framework rather than as an end product. Both these aspects namely, writing is 
a process and as an end product envisage different roles for a teacher. In the former case, 
she is expected to give a constructive feedback and in the latter, award marks/grades so the 
students know where the stand and what they have achieved. With regard to the other 
issue, namely teaching grammar it is emphasised that grammar needs to be taught covertly 
rather than as a set of mechanical rules so that the learner finds grammar learning 
enjoyable. Evaluation practices that take testing of grammatical competence into account 
have also discussed.

The course takes into consideration the practical problems of the teacher in the classroom 
while giving it a theoretical perspective.

iv) to upgrade themselves in the new issues related to the learners, the learning process, 
classroom management, methodology of teaching and evaluation.

i) to gain insights about the language learner, not only as a cognitive entity, but as a 
social being functioning in a multilingual environment;

ii) to understand the nature of language as a dynamic entity, subject to variation and 
change;

The second Block deals with development of skills in teaching-learning situations. There 
is an attempt to understand the nature and need of listening and speaking activities for the 
learners while forging links between curricular and real-life situations for a sustained 
understanding. There is also an advertent emphasis on developing necessary skills in the 
teacher so that she can perform her role as a facilitator in such situations. There is a 
discussion on assessment and evaluation in these two areas while specifying skills to be 
tested conditions in which the test is taken and also the criteria of assessment of different 
tasks.

The  crucial factor in the language learning process is, of course, the learner, and 
specifically the learner factors that affect second language acquisition. These factors 
include, aptitude for language, attitude, motivation, age, sex, nature of previous 
experience of learning and so on. The first Block while keeping the learner centre-stage, 
discusses the role of the teacher in transmitting effectively interaction leading to language 
acquisition.

This Course on the 'Teaching of English' is basically an attempt to enhance the teachers 
understanding of their learners, the learning process, the nature and structure of language 
and the teaching of it in terms of more effective methodologies of teaching and valuation. 
The assumptions behind developing this course are : 

The Course is an attempt to understand the learner as an individual who brings with 
him/her preferred learning styles, degree of intelligence, aptitude for language learning 
and attitude and your role as a teacher to make your learning more learner centred by 
providing learners with more efficient learning strategies and developing their skills in 
self-evaluation. The course also aims at enhancing the teachers proficiency in English by 
giving them a perspective on the organisation of language beyond the level of the sentence.

The third Block 'Reading Comprehension' focusses on teaching reading comprehension 
and attempts to understand the nature of the reading process the characteristics of reading 
as an activity and thereby highlighting the skills necessary to make reading a meaningful 
activity.
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BLOCK 1   INSTRUCTIONAL PLANNING IN
                    TEACHING OF ENGLISH

Block Introduction

To intervene meaningfully in the process of language learning, we need to understand the 
nature of language and language acquisition. The first Block 'Instructional Planning in 
Teaching of English' attempts to take into consideration issues directly related to teaching 
methodology in English language teaching while focussing on the nature of learners and 
learner factors.

The first Unit examines the crucial link between the needs/motivations of learning English 
in our country and its influence on the objectives and nature of English Language teaching 
in India. It also aims to highlight the role of the teacher in learning situations where access 
to the language is very limited.

The second unit titled 'Who are the Learners of Language' is not interested in presenting a 
profile or data of learners in terms of their boys/girls, urban/rural, monolingual/bilingual 
characteristics but lends an insight into exploring the capabilities and resource that 
language learners in general have.

The third Unit ' Approaches, Methods and Techniques in English Language Teaching' 
takes off from the discussion in the first two units, namely on the nature of language and 
how languages are learnt . Logically, a discussion on different ways of teaching language   
( the method) is in place here. The presumption here is that a teacher who has a rich 
repertoire of techniques to teach different skills and sub-skills is more likely to succeed in 
this objective than one who has a limited number of techniques at command.

The last Unit ' Daily Lesson Plans : Strategies for Classroom Transaction' focusses on the 
lesson plan as a reflection of the thinking and decisions of a teacher for effective teaching. 
The unit emphasis the need for planning lessons while being realistic about the possibility 
of not rigidly sticking to the plans while transacting them in the classroom.
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UNIT 1 NATURE, NEED AND OBJECTIVES 

Structure 

1.1 introduction 

I .2 Objectives 

1.3 The Status and Nature of English Language Teaching in India 

1.3.1 The Status of English within the Formal 1nstl.uction System 

1.4 The Needs and Objectives of Teach~ng English 

1.4.1 W h y  do w e  Teach English? 
1.4.2 How do we Teach Enplisb? 

'i.5 Let Us Sum Up 

I .6 Key Words 

1.7 Answers to Check Your Progress 

1.8 Suggested Readings 

1.1 INTRODUCTION 

The nature of teaching-learning of any language in the world will always remain deeply 
connected to the 'need'lmotivations of the learners to acquire that language. For example. 

i)  A Bengali child in Hyderahad is likely to pick up Telegu because that is the language 
spoken by his peers. The child's need to colllmunicate with his peers motivates him to 
learn the language. 

ii) A child who has Hindi as her mother tongue (MT) may learn English because it is a 
con~pulsory part of her school curriculum. 

iii) A street vendor: selling handicrafts on the pavement may pick up enough English to be 
able to sell his wares to foreign tourists. 

In this unit we will attempt to exanline the link between the needs/motivations of learning 
English in our country and its influence on the objectives and nature of English language 
teaching in India in formal settings such as schools: colleges and other English la~lguage 
teaching institutes. 

Language is a llzeans of discovery : discovery of the self and of the world. Thc human urge to 
share with others or express one's thoughts and desires drives the learning of a language. 

Talking about the 'functions' of language, F. Newmeyer (1983) says : 

Obviously, coinmunication is a function of language - perhaps, according to someplausible 
hut still indevised scale, themost important function. But comn~unication does not appear 
to be the only function of language. Language is used for thought, for problem solving, 
for play, for dreaming, for displays of group solidarity, for deception, for certain specialized 
literary modes such as represented speech ..... and possibly to fulfill an instinctive need 
for symbolic hehavio ur... . 

As language teachers, it is important for us to remember the natural functions of lluiguage. In 
order to let this functionality remain intact in fornlal language learning situations. opportunities 
to 'conmlunicate' or 'use' the language must forin the core of any languagelearning prograrmne. 
It is thus that teaching of English in India is becoming iilcreasingly 'skill' based in its attempts 
to make the learner acquire the four language skills (sprgking, reading, listening and writing) 
to enable the learner to become an effective and autonomous communicator. 

OBJECTIVES 

This unit will enable you to: 

assess the status of English language both w~thin the formal educational set up (In your 
statelcity) as well as outside the classroom; - 7 
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Inf(r(~.*icwt~d M;urninyinTeachirlg understand the inter-relationship between the status of English within the classroom and 
of E~lglislr thk status of English outside h e  classroom; 

get some insight into the role of the teacher in teaching English in learning situations 
where access to the language is very limited. 

-- - - - - - - - - - - - - - - - - -- - - 

1.3 THE STATUS AND NATURE OF ENGLISH 
LANGUAGE TEACHING IN'INDIA 

According to the constltutlon of India, English 1s a second language. But what is it in fact? 

Think ahout how English is used in your state. Does it have the status of a second language or 
a foreign language? 

Educators define a 'foreign' laiiguage as one which is studied for the insight it affords into the 
life of another nation, and a 'second' language, as one which is studied for more utilitarian 
purposes, because of its direct value to the spearker or writer as a citizen of his own country. 
This is by no means an absolute distinction (Pride, 1971,22-23) 

To answer the above question you should think about the purposes for which you and the 
people you know use English. 

1. What language is most comnlonly used in offices? 

2. What percentage of people (approximately) read newspapers (a) in English and (b) in the 
regional IanguageMT (Mother tongue)? 

3. Which language do people generally use in restaurants, at railway booking counters, when 
shopping, etc.? 

4. When people meet people from other states do they use EnglishIHindilsome other 
language? 

5. What is  the language you find used most often in advertisements and hoardings in 
(a) towns and (b) in cities? 

6. . What are some of the most popular T.V. programmes? Which language(s) are they in? 
Has the Cahle T.V. become popular among people? If yes, what are the most popular 
channels? If people watch programmes in English, do they have any difficulty in 
understanding the language? 

7. To what extent does the man in the street use and understand English? For example, if 
you asked an autorickshaw driver or a shopkeeper in your town a question in English 
would he be able to understand it easilylwith difficultylnot at all? Would he be able to 
answer in English? Generally/occasionallyi~iot at all? 

Answers to these questions will help you to huild up a picture of what the status of English is 
in your state, its importance, and normally, then the extent to which its developnlent is possible. 

The question of the status of English in India is important if you want to think about your 
teaching situations 'e.ffectively' because your language teaching situation cannot be separated 
ft'orn the language learning environ~llent outside the classroom. We need to consider the 
language environment if we are desirous of making a change in the classroom. 
1. 

Discussion 

Be realistic ahout the general English learning envlrorlment faced by your leaniers, and then 
you will find your teaching of Englisn will be much more effective. You should think of using 
all your resources, and suppleinent~ng these resources, if necessary. 

For exanple, you may make effective use of newspaper clippings, magazine advertisements 
official forms (rail reservation form, money order form, telegram form), billboard messages 
to motivate the learners to use English in authenticlreal life situations. 

The nature of English language teaching in India is an outcome of the status of English within 
the formal learning curricul~~m as well as its presence in the real world outside. Though Eng1,ish 
.does not have a uniform status in various parts of our country the following are some of the 

8 common 'roles' or f~~nctional capacities in which 'English' is present in India: 8



English is the associate official language i11 our country. It is taught as a part of school curricululn 
for 6 to 12 years. either as a suhject or both as a suhject and a-medium of instruction. 

In context of a glohal society and especially since the opening of the Indian markets to 
foreign investment. competence in the use of English has heco~ne the passport not only to 
higher educational opportunities but also to hetter econolllic gains. As a library language 
it wields considerable presence in the arena of higher education. It is thus that in school 
the einphasis has shifted from learning the content of the English lessons to trying'to 
acquire the language skills which will enahle the learners to 'use' the language. 

*. 

1.3.1 The Status of English within the Formal Instruction System 

In Activity A, you examined the status of English in your state; now let us examine Une status 
of English l ane~age  which is set within a formal instruction system. However, before examining 
a formal language learning situation, let us attempt to look at ail informal language learning 
sitnation. A11 i~ifor~nal language learning situation is one when language is not taught or learnt 
for grammar but for communication. For example, a young child learns to use language 
functionally, i.e.: to get things done or to express himselfherself. This expression could be 
transactional or self-expressive in nature. Through play and chat, which constitute easy, 
spontaneous use of language, the child develops language skills. Thus hy using language, the 
child develops language skills, i.e., helshe learns to speak, read, listen, write effectively and 
independently. 

The forillal instructional systenl is, however, very different. Here we arerefcrr~ng to organized 
learning on a large scale. with the instructioilal system providing certification at the end ot a 
learning progranune. 

We must examine carefully the differences in the teaching and learning of languages in formal 
and informal situations. Early language learning involves learning of the MT (mother tongue) 
or L1 (first language). Learning English for most Indians is learning a second language 
(12 

However. these 'characteristics' of formal and informal language learning situations should 
not he seen as exclusive to each other. Modern language learning pedagogy. in fact, attempts 
to organise second language learning situations as closely as possihle to its language acquisition 
s )  that the second language is learnt as 'naturally' as possible and enahles the learner to 
Decome an independent user of it. 

r 

1. Language taught 

2. Age 

3. Use of Language 

4. Treatillent of errors 

5. Exposure 

Nature, Need and ObJeeUves 

Informal Language Learning 

MT, L1 

From birth onwards, in infornlal 
situations of language learning 

Functional 

Parents repeat, encourage 
and correct 

Or a1 

Formal Language Learning 

L2. L3, etc. from class I 
(English medium) 

From class 111, IV, V,VI 
(vernacular language 
medium) 

More formal language 
descnpt~ons, formal granlmar 
learnt 

Teacher nlay com~~ent, focus 
on errors or sometimes 
reprimand 

Predominantly in the wr~tten 
form 
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Instructiond Manning in Teaching Activity B 
ol English 

What is the status of English in your state in the formal language situations? Answer 
some of the q~~estions helow and see if you c'an get a picture. 

a) What is the pass mark in your school/college? Is English inediunl compulsory at college? 

h) Are other subjects taught in English? If not, in which class doesEnglish instruction begin? 

C) What does the language exam test. competence of language skills (reading, 
  pea king. writing. listening) or coiltent of the language text (If so ,  in what 
percentage)? 

d) What do you teach while teaching a language. say English? Grammar or the use of language 
or someth~ng else? 

e) Do you let your students make errors? How do you deal with their errors? 

f )  What percentage of your learners show interest in using English within/outside the 
classroom? 

g) 'What percentage of students in your class have access to English in the speech communities 
of their home? 

Disdussion 

Answer these questions one hy one. These answers will give you a picture about the needs and 
objeictives of teaching English within your classroom. If you gear your teaching to the actual 
needs of your learners. they would be far more motivated to learn the language. A need 
assessment of your learners may he undertaken hy find~ng out, where and when your learners 
usel'would like to 'use' English. Questionaire I given at  the end of this unit  can 
help you undertake this activity. This kind of assessment will not only help you utilize all 
possible resources to facilitate language learning but also enable you to pitch your c lassro~m 
activities at the appropriate level, keeping in mind the English language competence of your 
learners and the role that it plays in their lives. 

It hqs been very often seen that grammar teaching or even knowing grammar rules need not 
lead to correct lailguage use. This is so hecause an average Indian learner does not get enough 
expOsure to English to internalise its rules as a native speaker would. 

In this kind of language learning environment where exposure to the target language is very 
limited (Acquisition-poor environment) the language class needs to provide opportunities 
to the learners to use/experiment with the language. The learners should not be  spoon-fed , 
answers to exercises at the end of each lesson. They should be allowed to struggle to express 
themselves, so that they learn to use the language. They should be encouraged to speak to 
each other and the teacher in English so that the sense of hesitation and anxiety that they feel 
in $ i n &  the language gradually disappears. Each and every error of the learner need not be 
comected. The hahit of peer or self correction should he inculcated so that the learners can 
moilitor and help each other correct their use of English. 

Check Your Progress 

Notes : a) Write your answers 111 the space given helow. 
h )  Co~npart. your answers with those given at the end of the unit. 

1. Does the language reacher iieed to assess the need(s) ot'the laiiguage leaarners to learn 
Ule language? G ~ v e  reasons for your answer. 
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.4 THE NEEDS AND OBJECTIVES OF TEACHING 
Nature, Need and Objertivn 

ENGLISH 

a vast and heterogeneous society like ours. the needs of the learners for learning English 
ill not he uniform. 

s teachers we should be ahle to identify the requirenle~its of various groups of students 
lated to the English language precisely and try to provide for each such group the pattern of 

ourses which will be relevant to the needs of the learners (Verma, 1994> 98-99). 

language learning in the classroom? the learner has access to English in the speech 
nity of hislher home and inmediate neighbourhood especially peer group. 

ition-poor environments are those language learning environments where exposure to 

cite an exanple, for a learner enrolled in an English language progranlnle at the university, 
motivation for learning English will he much higher if the course concentrates on the teaching 
study skills, reading, comprehension techniques, note-making, writing term-papers: etc., 

cause these are the skills that a university graduate requires. 

a country like ours where the learners differ considerably with reference to their needs for 
arning English as well as their conlpetence in the language: an omnibus (i.e. broad-hased 
cl~lsive) curriculum cannot be relevant. There is a need not only to develop different English 

to practice adjectives the teacher may ask the learners to gather familiar ohiects around 
their houses bring them to class and descrihe them. 

learners may he taught how to give direction hy drawing up a map from school to their 
homes and telling their peers how to get there. 

fainiliar and siinple cooking recipes may he utilized to develop the skill of giving 

1
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Jndroctionat Pl.ummg in Teaching 1 . 4 . 1  Why do we ~~~~h ~ ~ ~ l i ~ h ?  r- nf English 

Activity C: Let us examine our teaching priorities. 

1. Do we teach English so that students can pass examinations based upon the content of th 
te.xtbook(s)'? 

2 .  Do we view English as a medium for mastering language skills'.' 

Discussion 

In case you say that your objective is ( I )  you are addressing only short-term goals a 
therefore being unfc.ir to the learners. Though the immediate need of passing the exams 
heing f~~lfi l led,  the learner is ilot being trained to hecome an autonomous user of language 

I Objective (2) helps the learners acquire the skills of the language and any meaningful languag 
programme must prepare the learners to use the language as a nlediunl for communication 
and not as a content based subject. Also, fulfilment of objective (2) automatically ensur 
success at ohjective (1 ), i.e. if the learners develop language skills they are sureto succeed 
the examinations. 

In our country too, we can see a shift from content-based teaching to skill-based teaching i 
schools where interactive learning materials are ill use. These illaterials focus on developin 
various language skills in English. Howcver, these efforts need to he  stepped-up. They shoul 
also be extended to lower level, i.e: the elementary, and the primary. 

1 . 4 . 2  How do we Teach English? 

Language skills can he developed in the learners by providing them opportunities for active1 
processing and using the language on their own. The focus must be on the learner -how ofte 

L and how wellhelshe can useEnglish. The teacher needs to function as an organizer and a facilitate 
in the classroom and provide the learners opporttu~ities for language use. For example : 

i) For a group of mother tongue medium beginner level learners the teacher may point ou 
and name in English the various objects in the environment. She nlay later ask the learner1 
to name a few objects in English. 

ii) The teacher may demonstrate how to greet others and introduce oneself and ask each o 
the learners to do this one hy one. In this way the teacher can help the learners develo 
oral skills in an authentic communicative context. 

I----- 
- - - - 

Check YOU;- 1'1-0gl.e~~ 
: I Nfbtes : :I) Write y w r  :ltiswer!: :I; thc space give11 hc!ow. 

h i  Conlpore ):c:ur ;iiisalers wit11 thuse gi\lc~l at the cnti I :i i!i:: !i J:~L. 

2 .  What is  he link hc.~w~>en 11ec.J for learni~lg a luignagc and its leaching objcctives, 

i Expiiiiu a:ith an example. 

..................................................................................................................................... 

1.5 LET US SUM CTP 

The nature of English language teaching in India is an outcome of the status of English 
within the formal learllilig curriculum as well as its presence and role in the real worltl 
outside. The following are some of the comnlon functional capacities in which English is 
present in India: 

- as an associate official language; 

- as a librarv lancuace; 
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Nature, Need and Objedves 
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The learning of the first language without much obvious evidence of 'teaching', by nearly Who arc the Learnerr d 

every young child in every human community, is perhaps the best example of this. -? 

The knowledge that societies have accumulated and which various adults (specialists) have 
mastered needs to be passed on to the young. Children are not born with this knowledge. Most 
of it has to be passed on through the process of education in which this knowledge is packaged 
in the form of school 'subjects'. And most school subjects have to he taught by teachers in the 
formal school, at least to begin with, and usually for many years. Language, especially the 
mother tongue, is a striking exception to this general rule. As already mentioned, children 
learn to speak their mother tongue (at least) long before they enter formal school. Also, many 
persons who have dropped out of school, and even those who have never been to school at all, 
are quite fluent users of the language (sometimes langoages) of their particular communities. 
Of course such people may not be able to read and write (i.e. handle the written form of the 
I'mguage); but they have mastered most of the complex grammar, an extended vocabulary, 
and important aspects of organization, and even style of the language they speak. 

The principle that emerges from these facts is that the learning of the languages commonly 
spoken in the community in which individuals live is a much wider process than what is 

I 
prescribed and taught in school or college. Since there is no clearly identifiable agency 'outside' 
the school that is doing any 'teaching' of language, we must conclude tinat human learners of 
language have some special capacity to learn language. 

Beginning with this first unit: we will try to understand something about this powerful capacity 
to learn language that seems to be apart of human nature. We will focus on learners of language 
- their abilities, their styles of learning, their sources of motivation, etc. We should be able to 
use these ideas in the 'language syllabus design and language teaching methodology' we want 
to formulate. Language instruction can be nude highly effective if we are able to tap the rich 
resource represented by the human learner's tremendous capacity to learn language, and build 
on it. 

1 This unit has the question 'Who are learners of language?' as its title. We are not interested 
1 here in factual information of the type that goes into individual bio-data sheets or survey 
1 reports - boyslgirls, urbanlrural, English medium/Regional language medium, monolingual/ 

bilingual and so on. Such characteristics are of course important, especially when we are 
planning iilstruction for particular target groups. Here we are lllore interested in the capabilities 
and resources that language learners in general have. We shall hegin by reviewing the role of 
language in human affairs and go on to look at the learning resources that members of the 
human society have. 

OBJECTIVES 

Our aim in this unit is to give you insights about: 

e the ceriual role of language in human society; 

the role of the learner's environment in the learning process; 

the role of different contexts and settings for human learning; 

different types of language learners and their personal attributes affecting language 
acquisition; 

the attributes of learners can be exploited for designing the curriculun~ as well as evolving 
certain teaching strategies. 

2.3 THE CENTRAL ROLE OF LANGUAGE IN HUMAN 
SOCIETY 

The use of language as the primary means of communication is  one of the defining 
characteristics of the human species. Many animal species also use signs of various types to 
communicate or convey information (see unit 5 of this course). But these sign systems are 
very simple and inflexible. They are very far removed from the complexity and versatility 
and creativity that goes with human or natural languages. The primary position of language 
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Instructional Plamingin Teaching (especially speech) in the lifc of mankind is highlighted hy the expression 'talking animal' 
0'. English that is sometimes used to describe humans. 

This central role of communication through natural language in human social life is made 
possible by the fact that all human iiidiviciuals are able to handle or operate the language 
(or languages) of their societies. This is so obvious that we simply take it for granted. But it is 
useful to note that there is an important principle here. Nearly everyone in any society is a 
competent and effective language user. This applies to all normal human heings. Only that 
tiny proportion of the population of any country with major physiological handicaps (brain 
damage, mental retardation. deafness and dumbness) remain unable to use language. The 
learning of the mother tongue or first language (L1) is a slow and long drawn-out process. It 
is dit'ficult to say when a person has fully mastered hisher L1 and so has finished learning it. 
Furtlier. many people learn more than one language. This is especially true of multilingual 
societies like ours; and with modern coinmunication hreaking down nationalllinguistic 
boundaries, learning foreign languages is also becoining increasing] y common. These additional 
lang~~ages too are learned slowly (even if there is a crash course) and like the L1, complete 
mastery is never attained. Thus it is possible to say that for practical purposes, everyone is a 
language learner. 

2.3.1 Socialisation : The Learning of Language and Culture 

The growth and developenlent of the huinan child into an adolescent and later an adult involves 
two parallel and interlinked processes. One is physiological growth or maturation. This is 
supported mainly by nutrition and exercise (the ingredients of good health) and protection 
froin physical harm. The second aiid more conlplex process is the psychological growth of 
the individual. This is an important aspect of social development: the process whereby the 
helpless infant gradually hecoines an independent and actively participating member of his/ 
her Community. Afunctioning member of human society is an individual who is able to interact 
and comnlunicate effectively with others -both directly with individuals, and more indirectly 
with the conlnlunity in general. This is made possible by the use of language. Thus one major 
requirement that must be met as the child grows is the learning of the L1. A member of 
society i s  also a person - an individual with a unique combination of characteristics that 
make up hisher personality. Anlong these characteristics are personality traits, interests, abilities 
andtalents. (Remember that we often refer to a small baby as 'it' even when we know whether 
it is ahoy or a girl. This is because we have not yet hegun to 'see' this child as a person). 

The long and slow process o f  psychological and social development of the child is called 
socialization. Man is often described as a social animal. One very obvious reason for this is 
that human beings usually live together in families and wider communities. But this is not 
always true. Renielnher here that in the folklore of nlost cominunities there are important 
characters who are wanderers and hwmits and outcastes. These are individuals who do not 
have any link with or claim to belong to a particular community. And we find such people in 
modern societies too. The more important and interesting aspect of man's social nature is 
related to how it is formed. An indiviciual's personality and behaviour patterns are determined 
to a large extent by the,culture in which hislher early socialization took place. The human 
infant is horn with the potential for developing in a vast number of different ways. The 
culture into which s h e  is horn functions as an environment which provides the opportunity 
and s l~ppor t  for learning various things associated with being aperson and member of society. 
At the xame time it restricts what is learnt by the child. Thus the language the child is exposed 
to in the hoine and iieighhourhood becomes the L 1 and the culture'of that particular community 
is what the child learns aiid accepts as hisher own. Thus the language and culture of the 
coillmunity in which socialization takes place. influences the social nature and identity of the 
individual in important ways. A.child has very little choice in these clatters. It is only after we 
have become socialized aiid learnt how to live in society (how to operate the system, in other 
words) that we can begin to rebel or become reformers. . 
A remarkable feature of the process of learning the L1 is that it occurs quite naturally and is 
managed with a high level of effectiveness. This strikes us as truly amazing when we note that 
thls learning of language takes place without any conscious planning and effort going into 
te2ichingW it. Various persons around the child - both adults and other children - help and 
support this L1 acquisition process, but thereis no systematic teaching; We can state another 
principle now. Every child learns to speak hisher LI  quite effectively, even without plannet! 
and organised teaching. Of course after the child goes to school, a great deal more learning 
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takes place under 'instruction', especially reading and writing. But this curriculum-based 
teaching is based on what. was learnt earlier through the natural process of socializatio~l. We 
should also reinember here that not everyone goes to sct~ool: and of those who (lo start, quite 
a few do not stay there iuore than a few years. Eve11 so: s~lch persons with little or no schooling 
are quite effective users of the spoken form of their L1. It is worth noting here that is many 
societie.~; and this is especially tnic of all parts of India, children grow up in communities 
where Inore than one language is c o ~ n ~ n o i ~ l y  spoken. 

I - -  

Check You~- Progress ! i ~ o t e s  : :I; iilrite y o u r  :inswlcrs i l l  t11e space gi~c11 hcio\\,. 

I h )  ('c!~~lpar-e your answers with thost. y i v e ~ ~  ;II Il;r c!ld ot ~ h c   ini it. 

/ i , s ! I7i3.c iwo processes 111 Lhe gro\v-Ll~  IN! ( I ' v L ~ ~ I ~ ~ L ~ I c I ~ I  1.11 ii cl~ii(l :nto ~ I I I  ;I(!LIII ;ire: 

11) 'T'llc process o i  soi:ialisatio~i involves: i I 

2.4 DIFFERENT CONTEXTS AND SETTINGS FOR 
HUMAN LEARNING 

The total process of socializatioi~ as mentioned above is very long-drawn-out a id  slow! and it 
cove.rs a co~nplex and comprehensive set of activities. Through these. activities the culture of 
the society - customs: values, attitudes, Janguape(s), folklore; lalowledge and skills/techliology, 
etc. - is passed on to each new generation. These ongoing and naturiilly occurring activities 
forin the most common context for hun~an learning. Children are involved in these activities, 
but inany of them are not specially designed for children - young children and teenagers and 
adillts all take part. These largely inforinal social activities can be contrasted with the more 

' planned and organized operations associated with schooling or formal education. 
I 

/ Schooling: especially hecause it is spread out over many years is. o f  course. a part of the 

1 broader process of socialisation, The overall purpose a ~ ~ t l  effect of hoth are virtually the same. 
' But the orga~iized and consciously imple~nented activities of schooling call he placed in a 

separate category because of certain special characterisrics they have. One obvious feature of 
schooling is that a few specially desig~lated persons f~ujction as teachers and children (learners) 
go Lo specially set up places called the classroom where teaching-learning is expected to take 
place. In the context oS school, children have a special opportuli~ty (and responsibility) to 
learn. They are expected to pay attention and he serious and try hard and so on. This school- 

I 
related image. of the child is indicated hy the term pupil. This is a useful label. and we shall 
lise ii he.re to distinguish between two roles that children usually have. They are always 'learners' 

/ in general hecsuse they are involved in rhe processes (~fsocialisaI.ioa. Soo,etirnes they are also 
'pupils'- who are learning from teachers in  class. 

Who are the Learners of 
Language? 

I A second important aspect of schoolillg is that only some specific types of knowledge aiid 
skill (selected from the total cultural heritage of the society) art: covered in the programme of 
instruction followed there. These selected areas constiLute the curriculum. Certain other types 

/ of aclivity are treated as extra-curricular. As we all know. quite ohen these are things that 19 a - 
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Ir~etructional 
of English 

in Teaching of activity are treated as extra-curricular. As we all know, quite often these are things that 
chiloren find more meaningful and interesting than what is in the curriculum or 'portions to be 
covered'. The formality of schooling requires that what is in the syllabus/timetable has to be 
'doqe' on a given day, not what seems more interesting and enjoyable for the pupils. And then 
there are many things which are always treated as outside the concerns of the school. Learning 
in these areas is taken care of by the agencies of socialization, or special school -like institutions. 

Schools and colleges (especial1 y their classroom and laboratories) represent a very highly 
structured formal context for learning. There are other contexts where the degree of organization 
and formality is lower. We find these in the extra-curricular activities of school and in similar 
activities related to the home and neighhourhood. Some examples are: sports and games, 
cultural programnles, guides and scouts activities, excursions, visits to museums and 
exljibitions. These activities are seen as broadly educative: there is the hope that children will 
beqefit (learn) in various ways. But there is not a deliberate plan to 'teach' (and test) following 
a syllabus, as in the classroom setting. Further, these activities are not compulsory. Children's 
intttrests are taken into account. 

There is a third type of context we are all familiar with, where there is conscious effort to learn 
and something we would call 'instruction' is taking place, but the 'arrangement' are highly 
informal. A family friend (not a professional) functioning as a music teacher or sports coach 
or driving instructor would come under this category. What is significant is that someone with 
moire skill or knowledge is trying consciously to help and guide a learner with less ability 
initially to gain inore of it; with the cooperation of this learner. An older child trying to 'teach' 
a yiounger one how to fly a kite, or ride a bicycle or to play cards would be good examples of 
this type of highly informal but purposef~~l and effortful setting 
for learning. The individual practising something (cycling, singing, reciting) or doing home. 
wdrk or revising for a test, is also learning in this informal but planned and serious manner. 

We have briefly looked at the variety of contexts and settings in which learning takes place. 
What is of interest is that learning seems to occur quite successfully in all of them. We have 
an~ the r  principle to record now. Human learning takes place in a wide varlety of ways. (There 
d o h  not seem to be any basis for saying there is a best context and method or even that some 
are better than others). Making fine distinctions between schooling and socialization, or between 
formal and informal settings is not of any importance in itself. These categories were used as 
a means of clarifying some ideas in the discussion ahove. In fact, as our experience tells us, 
any real or natural learning situation will have some formal and some informal aspects. We 
need not worry about placing them neatly into one category or the other. 

Check Your 1'1-ogress 

I $'()tea : a) Wri!c yous ii:lsT,vers in the \PilW give11 helow. 

1 )  h) Colupdre yol.li aitswers with those give11 at the end of thc unit 

1 3. H~.unari learning takes plticc ill n wide variety ol' ways. 
I Discuss tlisee contcxts in whiclr chiltlren f~)rmi~lly learn certain skills. 
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2.4.1 The Versatility of the Human Learner : The Crucial Role of 
Learning in Development 

Who are the Learners of 
Language? 

One of the points that came up in our earlier discussion was that the child is born with a 
potential to learn. The environment -representing opportunity to learn -plays an important 
role in deterinining how this potential is fulfilled. The best example of this is how the linguistic 
environment of the child determines which one (among the hundreds and thousands of languages 
this or any child could learn) comes to play the role of theL1. It is possible to respond to this 
pessinlistically by saying that we are victinls of fate, and that there is no real human freedom. 
But surely the inore interesting and exciting principle we find here is that huillan Ilatuue is 
highly plastic and adaptable, and not pre-determined as is in the case with animals. Most 
animal behaviour is instinctive or biologically pre-determined. All members of a species will 
show the same patterns of behaviour if developmeilt has been normal. For huinan beings, on 
the other hand, variability and individual differences in psychological and social behaviour 
are the norm. We are born with potential which develops in widely differing ways for each of 
us. It is o~ily at the physical or physiological level that behaviour patterns are esseutially alike. 
Nearly all that goes ihto our human nature - ideas, beliefs: attitudes, likes and dislikks, hopes, 
fears, mental and physical abilities, and so on - is the result of learning in interaction with the 
environment. 

A very important point here is that the environment that helps to shape the nature of the person 
is not fixed. Both the physical and the social environment of an individual can and does change. 
A young child's family can move from one linguistic conlmunity to another, or from living as 
a small single child family into a large joiilt family set up, or from a small village to a large 
inlpersonal urban centre. The possibilities are virtually infinite and many actual changes do 
keep occ~uring. The young child especially has to be able to adjust - which means learn - t o  
new physical and social surroundings. Thus the important principle relating to the environment 
and learning is that humans have a tremendous capacity to learn and keep learning. This versality 
and flexibility is crucial for our survival in drastically chaiigii~g environments. If we relied 
largely on fixed and instinctive behaviour patterns we would be unable to cope with new 
surroundings by changing our behaviour. This is why the plasticity of huinan nature is so 
inlportaut. It is the essential foundation on which the diversity and richness of what we call 
human civilization has developed. The capacity to learn meiltioned above is also very effectively 
applied or utilized by nearly all human beings of all ages. (We ;ire not only talking here of a 
vague hope like "A large country like India has the potential to win 20 gold medals at the 
Olympics".) 

As we look at language teaching more closely in later units of the course, we will find many 
references to the problems and difficulties that learners have, and the challenges these pose for 
teachers and curriculum developers. It might be useful then to recall this powerful idea : learning 
is going on all the time and in various ways and for most learners it is quite successful. 

2.4.2 The Learner's Role in Learning : Personal but not Fixed 
Characteristics 

Two very general principles which emerge from the earlier discussion are that human learning 
is very effective and that learning is based on interaction with the environment. This might 
lead us to think that learning is inanaged or controlled from the 'outside'; or, in other 
words, that nearly anything can be taught to human beings by providing the necessary 'teaching 
inputs'. These inputs are the models for imitation, the illustrations and demonstrations, the 
explanations, etc. that the typical teacher provides to a class of pupils. But such a view of 
learning ('controlled fronl, outside') would be quite inaccurate. Learning is NOT simply a 
matter of absorbing what is made available as inputs, like a sponge soaking up water. The 
learner is a key factor in determining what is learned, how it is learned and how fast. There are 
various principles or laws which have been found to apply to the processes of learning. Here 
we shall just note that various characteristics of the learner will influence what and how he or 
she learns in a given learning situation or when faced with a set of inputs. Every teacher finds 
out very sooil that this is true. When something is taught or presented to a class, all the pupils 
do not 'take it in' or learn it in the same way or to the saine extent. The nature of the individual 
pupil seein to be an important factor. Another geueral fact about learning (that teachers luiow 
only too well) is that 'what is learned' is not quite the saine as 'what is taught'. Thus learning 
is strongly influenced by the unique individual characteristics of the learner. This applies both 
to informal learning and to formal learning. The iillplications of this 'learner factor' is that we 
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Irlrlruc(ion;rl Plauling illTeaching cannot understdnd the process of learning without a tairly adequate picture of the individual 
4 , I  Englisll learner. 

In other words, we cannot hope to make planned instruction very effective if we  do  not match 
it with the pupil's capacity to cope with the new 'item' of learning and h isher  receptivity to it. 
We $hall use the tern1 readiness for specific new learl~ing here to denote this combination of 
ability and attitude that the learner brings to each new learning situation. J i~dging the readiness 
of pupils with sensitivity and tailoring instruction to fit well with it constitutes the central 
challeuge in syllabus coostruction and in teaching. 

A very important feature of' this 'learner factor' is thal il is based on  the very large store or 
reserve of learnt abilities aud attitudes and interests that every learner has. We are not dealing 
her4 with the general aud stable characteristics of individuals that we are more familiar with, 
such as body build, general health and mental ability (intelligeuce). These characteristics do  
affect learning, but only iu a general and predictable way. Our concern here is not these features, 
but knowledge, abilities and attitudes and interests that have developed and continue to be  
developed as a result of exposuri: to the environment and the learning this generates. The 
large and constantly expanding store of such iteins represent a learner's special resources - or 
readiness - for new learning in particular areas. 

Son~etimes, when a new topic is the focus of learning: there inighl be in the leanier's background 
store, a small cluster ol'specific i~c in s  ol'knowledge and skill, and high interest, which can be  
of h ~ l p  and provide a boost to learning in this particular area. For example: a child who is 
exposed to the tools anti procedures ofcarpentry in the home or neighhourhood might pickup 
s o ~ n e  highly specific knowledge about sizes and shapes and also develop au interest in this 
broad area. Some time later when certain topics in geometry are being Lake11 up in class, this 
child will he a 'good' Icarner even if slht: is  generally 'weak' in subjects like algebra and 
physics. Here we  call say the child's specific readiness for the topics in geometry have acted 
as a special advantage and given the learning process a boost. 

It i s  easy Lo see that this can happen in relation to a widc range of areas in which there is a 
learlling requirement. Thus we can think in terins of a large variety of possible specific readiness. 
The store or reservoir of ilbilities and attitudes which is Lhe basis of readiness is built up 
slowly and steadily ils exposure to the euvironnienl leads lo learning. 11s size and richness is 
not linked Lo general charilcteristics like intelligence in any i~npor ta~i t  way. In fact the resource 
reptesented by rcadincss can help a learlier be quile successful in learning at least in some 
areas, eveii when hislhcr ge~ieral prtrgress at studies not very good. 

A word of caution is necessary here. The  learner's pas1 experiences (which make up  the store 
we have talked about) will no1 necessarily be an advantage in every case. Soinetimes there 
inay be nothing that is of any special help to make a given ilem easier to learn. Sometimes, the 
individual's background ]night eveii be a disadvanta2e. This happens when an individual lacks 
some specific itcnl o f  knowledge or skill which individuals of that age or in that class are 
assnmcd to have. Clearly this is a matter of chance to a large cxlent, as  it is the exposure or 
opportunity to learii that is the cause of the deficiency. 1Cau individual does not laiow something 
many others happen to know. this cannot be trealed as a reliable iiidicalion of hislher being 
unintelligent or a poor learner. 

There is a seconti way in which the leauiier's background store can have a negative influence. 
This is through the development of a negativc atlitudc (for example, a luck o f  interest) towards 
certain activities c;r topics ils a r e s ~ i l ~  of ' ~ ~ n h a p p y '  earlier experiences. Many of us would 
kliow of cases where an individual's interest in soniething has been 'killed' by an uninspiring 
o r  insensitive teacher. perhaps even a harsh and mean one. The  general principle here too is 
thal the individual's ~~ersona l  pattern of learnt knowledge and attitudes can affect future learning. 
0 1 1  the whole however. we can say that the variety of  specific elements that go into the store of' 
resources of each individual is more helpful and advantageous than harmful, as  a factor in rhe. 
learning process. 

To sum up: the learner f'a~ctor we have discussed above is a highly flexible and changing one., 
It is personal, but it is only margiually relaled to stable qualities like i~itellige~ice aiid personality 
type. (These qualities appear to be strongly influenced by heredity, and so  are considered to be: 
relatively unchaugiug). What matters most as P'u as effect OII learning is concerned is the wide 
(add ever-increasing) range of items - abilities aiid attitudes - that have beell learnt. This 
influence of past learning oil new learning is a principle thal helps us  to understand why 
human leari~ers are so  versatile. In many new aiid challenging situations, the learning of each 22



individual is supported by the store of resources built up in the past, not only by the 'inputs' 
provided. An important consequence of this is that an individual's learning pattern is highly 
personalized, but it is also dynamic as the resources for learning are constantly developing. 
This is something we need to remember while planning a curriculuin. 

Check Your Progess 

Notes : ;~i Write your answers in the space glven helow. 
h )  Compxe your answers with those given a l  the end of  the unit. 

4. 'What is learned' is not quite the same as 'what is taught'. As a teacher. what are the 
learlier Fdctors that you notice that influence learning? 

5. What is 'readiness'? What .are the ways in which this Factor call he ~rsed effectively 
hy the teachcr in the learning process? 

6 .  How the learner's past experiei~frs hoth advantageous as well as disadva~ltageous 
to the learning process? 

Who are the Learners of 
Language? 
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Imtrnc3b1md Plarning in Teaehing 
n~ E D ~ I ~ S ~ I  2.5 DIFFERENT TYPES OF LEARNERS 

As we have noted earlier inany learners of language are not in school or college. So it is 
not very useful to categorize them mainly In terms of their class or level in the formal 
system of education. Rather than this admii~istrative aspect, features which can directly 
affect their attitude a i ~ d  motivation are more relevant. These are listed below. 

a) Stage of development in mastering the language 
There can be young learners who are quite advanced or skilled, and older learners who are only 
beginners. Learning a language is a slow and long-drawn-out process. Learners can be at many 
different stages of progress towards high proficiency or mastery. Obviously the way of learning, 
the need for teacher support. the capacity and williiigness to do certain tasks will vary with the 
stage ofprogress. So a broad category like 'young learners' call iiiclude a variety of types based 
on how far they have progressed. 

b) The degrees of dependence on externally planned instruction 

The general (formal vs. informal) context of learning a language is another factor that has a 
strong influence on the learner's motivation and iiivolveinent. When language is being learnt 
informally (especially through the process of socialisation) the learners may not even be aware 
that s h e  is 'leanling' the llulguage. This is because the focus of attention when thereis interaction 
in naturdl or real-life situations is communication - sending and receiving messages by using 
languagv. Conscious attention to learning the 'rules' of language is not usual or typical here. 
As we shw in Unit 1, this mode of language learning is very effective. But, we are forced to 
admit, nlany procedures and principles that we associate with 'learning in class' do not seem to 
be relevant or make lnuch sense in this natural setting. The fact that informal learning is taking 
place is importait when we are considering the teaching of the L1 (or a locally used L2). 
Alongside the classroon~ based learning of language, the natural processes of using it are also 
going on. The formal syllabus usually 'recognizes' only what goes on in class. But learners, 
especially younger ones, are very unlikely to keep 'language use' in watertight compartments 
as h e  saying goes. As we will see in Course 3, the teacher cannot afford to ignore what the 
learner-Jser is doing happily and successf~~lly outside the class. The learner's contact with real 
and inedningful use of the target language (Ll or L2) represents a valuable opportunity that 
should He exploited imagiiiatively b y  the teacher. 

c) Degree of compulsion in the study of language 

Let us consider planned and formal instruction in a target language. This is what we have 
descnbd  earlier as the context for studying in the role of a pupil. Two broad institutional 
contexts are possible. In the first case, the student is taking aprescribed language course because 
it is part of the formal syllabus requirements for the matriculation or intermediate certificate. 
Here, fiqal exanmation marks can become very important to the student, and the examination 
scheme will usually determine what is seen as significant and worthwhile among the topics and 
activities of the curriculuin. The second context for formal study is the one in which the student 
makes a conscious decision to take a language course, even though it is not required. The best 
example of this free choice is enrolment in a part-time language course as an additional activity. 

2.5.1 The Effect of Learning Contexts on Learners 

In the section above we have seen some of the different contexts in which a person could be in 
the roleof learner (of a particular language). All these contexts represent conditions 'outside' 
the learqer. They are not related in any way to the learner's personal qualities such as health and 
stamina, mental ability or educational qualifications. Anyone could be at any stage of progress 
towardsmastery of the target language; anyone could be studying a foreign language through a 
part-time evening course. The interesting point about these contexts is.that they can influence 
the gen~ral  attitude a id  motivation of the individual in hisher role as learner. Each context in 
a very general sense can be linked to a certain type of learner approach. The combination of 
attitudes and inotivation that goes with each type is relevant to our discussion because this can 
affect the level of effort on the learner's part; and this can, as we know, influence how 'successful' 
leamind is. 

It is easy to see that a person who has made a conscious decision to try and become proficient 
in using a language (even though it is not required) will have a favourable attitude and be 
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On the other hand, it is true that many students are caught up in situations (especially in formal 
education) where they have to study a language: simply hecause it is arequirement in the +2 or 
degree syllabus. They may not have any genuine interest in learning the language, beyond 
passiilg the examination. A teacher with many such pupils does face a discouraging situation. 
However, it is important to see this in the context of formal education. Here 1-1 major part of any 
.progranlme is made up of compulsory courses - which all students have to study, whether they 
are really interested in or like all the subjects and topics. So this prohleni is one that all teachen 
fucn The need is to make the curriculum in operation - the actual activities in the classroom 
-interesting to the pupils. In one sense the language teacher, especially the teacher of English 
in India, has certain advantages. Language is something that children are always 'using'. Further 
English is fairly widely seen as an asset because of its association with job opportunities and 
socialprestige. So the ~ n ~ l i s h  teacher is better off than the teacher of conipulsory mathematics 
or con~pulsory geography. 

The general principle we need to note here is that the context of learning is linked to 
'expectations'. Those students who are niainly concerned about meeting examination related 
requirements will want to 'see' evidence of teaching or classroom activity that they .fwl is 
going to he useful in this respect. These learners may not readily put in a lot of time and effort 
related to extra activities, even though these are seen hy the teacher (and curriculum designer) 
as desirable. Similarly, learners who arevery keen on learning to 'syeak' well and with confidence 
may bequite resistant to grammar exercises or indepth discussions on theviews of some essayist 
or poet. The teacher needs to he aware of the learners' expectations. But of course a curriculum 
cannot he reduced to only those things learners clearly want. This is where the teacher's 
resourcefulness in motivating stndents becomes important. 

Activity 

1. As a teacher of English, list at least three ways in which you can use the 'informal' 

I 
language learning context of the learners for teaching in the classroom. 

iii) .............................................................................................................................. 

2. If yo0 were to design a syllabus, how would you include learner expectations in it? 

...................................................................................................................................... 

....................................................................................................................................... 

...................................................................................................................................... 

2.5.2 Personal Qualities of Learners 
'1 In the sectbn above we have focused on the contexts in which a person relates to a target 

language as a learner, and seen how this factor influelices the attitudes and motivation of 
I learners. The same person can be a learner of two different languages at the same time, and 

t~ave a different general approach in each context. Here we see that a general 'rule' about 'the 
learner' need not always be applicable even to the same individual. We shall now turn to look 
at some of the niore personal qualities of individuals that seem to be relevant to their behaviour 
as learners of language. 

a) ' General scholastic ability 

Who are tbc Learners d 
L m t  

Difference among pupils in the speed and effectiveness of learning school subjects is something 
25 
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b) Cognitive style 

we are all familiar with. The general mental ability that underlies scholastic success is loosely 
called Intelligence. Tlx ter:ns 'hright' and 'clever' are also used to indicate a high level of 
mentalability. The notion of intelligence is strongly linked to the capacity 'to think', 'to reason 
logically', 'to solve abstract problems' and so on. It is true that this capacity is very useful in 
copingwith schoolwork and doing well in formal written examinations. But we must remember 
that inaelligence in this narrow sense is not absolutely essential for gaining proficiency in a 
target language. This is the signit'icance of the fact that we noted in Unit 1 that persons who 
never went to school and ire iiliterate can still bemquite skilled and fluent users of a language in 
its spoken form. Such persons wonld not normally do well in conventional intelligence tests. 
Even so. their language development seems quite satisfactory. The point to be noted here is, 
that the so-called 'hright' pupils who get high illarks in most examinations, need not be the hest 
languqge learners. Othcr pupils who are probably classified as 'average' by teachers might 
prove to he very good a! language lear~iing. We must be careful not to underestinlate their 
ability. 

One d the i~lteresting findings of research into hunlan mental or cognitive processes is that 
individuals have certian typical or preferred styles of perceiving the environment, thinking and 
prohl.&m solving. These indivici~ibl differences are not differences in the level of cognitive 
hility! which would make some persons nlorc successful in learning than others. These styles 
are gq~~uinely alternative patterns - something like being left-handed or right-handed. The 
reseatch done in the area of cognitive style and its impact on language acquisitionilearning is 
discr~ksed in Unit 4 of this block. A Sew of these nnssible style variations will he noted here: 

i) Reflection vs. impulsiveness 

Sollle persons arc relatively quick in coming to a conclusion or taking a decision, when faced 
with m open-ended situation. Others tend to pause and reflect and consider various possibilities 
Fairly thoroughly before conling to a decision. Obviously hoth styles have advantages and 
disadvantages. Examples of classrooill situations where these differences might show up are 

- selecting a question or an essay topic when a choice is provided; 

- Suggesting solutioris or approaches during the discussion of some prohlem. 

Any class will have a few pupils of hoth types. Pupils who are impulsive rather than reflective 
will probably make more mistakes. But they may also learn illore hecause they are more 
active. 

ii) Risk-taking vs. eautiuusness 

Thisdimension is related I!) how much confidence about 'winning' or 'being correct' a person 
needs in order to act decisively. Risk takers are those who are prepared to 'take a chance' even 
when they are ilot very s1.w they are going to be correct. They are not very anxious about 
heinig 'wrong' sometimes. Persons who are cautious on the other hand, will not act or move 
forward unless they are quite sure they will be correct or successful in doing someihing. They 
seem to be more concer~led about avoiding failure or defeat than in gaining some successes at 
!east. Pupils of both types are found in the typical class. Obviously the ways in which they 
tackle the same situations and prohlemk will be different. 

.iii) Field-independence vs. field-dependence 

This dimension of difference among individuals is linked to their way of perceiving and 
responding to the situations which they have to attend to. Some persons take in the whole 
stinlulus situation (or field) and respond lo this overall impression, without paying much 
attention to components and details. They also tend to be sensitive to the attitudes and opinions 
of the people around them. Such persons are called field-dependent. Those whom we call 
field-independent iue more likely to analyse a given situation and see parts and relationships 
among pasts. They pay less attention to the overall picture or field. They are likely to be more 
interested in the practical and technical aspects of problems to be tackled than in working with 
o t ~ e r s  and making teanlwork their priority. 

Pupils who are more field-dependent usually need more structuring and guidance from the: 
teacher. The relatively field-independent ones are inore able to break down a generak 
requirement or job into sinaller parts and start working towards these short term goals. For 
instance, when a project or assign~uent is suggested, the latter type may be ahle to pick up a 
general idea and hegin to develop a plan nlore or less on their own. The others may need more 
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gu~dance from the teacher ahout such a plan of action; they may also need Inore support and Who are the Learnem nf 

reassur'lnce from the teacher w h ~ l e  work~ng on the plan. It 1s lnlportant to note here that these La~~guagc? 

pup~ls are not 'weak' learners who need a lot of spoonfeeding. They too can think on their 
own dnd produce high quality work like their more field-independent peers. It is only their 
style of getting started and working that is different. 

iv) Divergent thinking vs. convergent thinking 

This dimension is hased on the distinction that is sometime made hetween intelligence and 
kreativity. Sonle psychologists have suggested that therc is a significant difference hetween 
solviilg given problems directly in an expected or recomnlended manner and taking a fresh 
look at the nature of the problem itself. In the former case. the framework of the prohlem as 
given (or commonly understood) is accepted and the correct or best solution is pursued in a 
logical and systematic way. This type of prohlenl solving is what we associate with intelligence. 
' h e  style is called convergent thinking, because the process seems to be one of narrowing 
down and gradually reaching the correct solution. The second style involves raising questions 
about the problem itself and the way it has been presented. This approach may lead to refraining 
and reformulatiug the prohlem and this makes ui~expected or m~couventional - or creative - 
solutions or approaches possible. The term divergent thinking is used because of the process 
of opening up (rather than narrowing down) that is involved here. Many important discoveries 
or form~~lations of new theories in various fields have heen :associated with 'leaps of the 
imagination' or hreaking out of the conventional way of approaching problems. 

It is easy to see that divergent thinking is what leads to new or original iuterpretation of 
literary and other texts: and throws up the ideas or in~ages that go into artistic production. On 
the other hand, where the prohlems are such that 'rules' have to he followed rather than 
hroken, corivergelit thinking is more appropriate. 

c) Personality disposition 

The qualities mentioned above are linked to ways ot perceiving and thinking. An individual's 
perso~iality as we usually think of it has more to do with ways of behaving and ways of 
relating to the social environment. Sonle of these diillei~sions of personality or 'nature' are: 

1 )  Outgoing (extroverted) vs. withdrawn (~ntroverted) 

ii) Active and energetic vs. lethargic and sluggish 

iii) Positive self-concept vs. negative self-concept. 

These dimeilsions do not indicate neat categories. The nature or personality of ii~dividuals can 
he more in one direction than in the other. Various dispositions. such as these will influence 
the ~ a y  pupils behave or participate in class. They will make certain types of activity or 
social situation more conlfortable or acceptable to the individual, and similarly certain other 
activities might be difficult or unpleasant. It is iillportant to renlemher here, too, that these are 
only different (and natural) ways of behaving; they are not directly linked to high or low 
ahility or capacity to learn. 

d) Handicapped learners 

A significant number of pupils in schools have handicaps of various types. Some of them, 
especially poor hearing can interfere considerahly with the learning process. 

LEARNER FACTORS IN SECOND LANGUAGE 
ACQUISITION 

The elllphasis of theory and practlce ofsecond language learning in the late nineteenth and greater 
half of the twentieth century was mainly on the hehavlourist ideas of association between stimulus 
and response. It viewed the human mind as a blank slate and considered language learnlng as a 
~nechanicai process of habit formation. The greatest advocate of this view was the Amencan 
psychologist B.F. Skinner. This view was challenged hy the revolutionary ideas of Noam Chomsky 
In 1959. He felt that behaviourism simplified the learn~ng process and underestinlated the role of 
creativity of the human mind. He asserted €he renlarkable capac~ty of the child to "generalize, 
hypothesize and process informahon in a varlety of very spec~dl. 'lpparently highly complex ways ... 
which illrly he largely innate, or nlay develop through some sort of learning or through inatwatlon 
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rnstr~~cti~llal Plannirgin Teaclain~ of the nervous syste~ll (p.158)". This shift had a tremendous impact on research in both the first 
68.' El~glisla . and second language learning. The learner, rather than the teacher or the materials, became the 

focus of study. The learner hegan to be viewed as an active participant in the process of learning. 
In teaphing. inore and more emphasis hegan to he given to those exercises in teaching which 
would help the learner to induce the language system and internalise the rules that govern the 
target language. However. focus on the learner gradually led researchers such as Widdowson, 
Morrdw and others to look beyond the linguistic needs to the communication needs of thelearners. 
AnotHer important consequence of the increasing focus on the learner was that the output of the 
l m w  began to be considered independent of the learner's first or target language. This output 
heganto be called 'trans~tional competence' (Corder 197 I), 'approximate system' (Nemser 1971) 
and 'interlanguage' (Selinker 1972). 

This shift from the teacher and the teaching materials to the learner, h i h e r  needs and hislher 
linguistic o~~tpu t  has also led some researchers to look into the learner characteristics in greater 
detail and identify those characteristics that appear to be morerespdnsible for success or failure in 
secondlforeign lang~rage learning. Significant among the leamer characteristics identified so far, 
includb the learner's age, ~ntelligence, aptitude, motivation, attitude, personality and cognitive 
style. 

2.6.1 Age 

Most people, including some psychologists and linguists, believe that children are better at 
learning secoi~d languages than adults. Penfield (1953) argued that the human brain loses its 
plasticity after puberty. He stressed that children relearn their language after injury or disease. 
Lenneberg (1967) suggested that lateralization made the brain functions become specialized 
in the &arly teens. Another explanation for this apparent decline in adult language acquisition 
was that the addt's abstract mode of thinking interfered with natural language learning process. 
Yet an~ the r  explanation for the decline in adult-learners is that they generally do not have the 
same geer group pressure, the intensity of motivation and attitude towards the target language 
and culture that children have. Seliger (1978) points out that there is much evidence to show 
that children acquire the phonological system of another language much better than adults, 
and proposes the concept of 'multiple critical periods' correlating with localization and the 
gradual loss of plasticity. It appears that language acquisition ahilities are not lost at once. 
There bs only a gradual reduction of such abilities. Whitaker (1978) points out that though 
there ii!F evidence that under unusual circumstances language acquisition may occur after 
puberty, possibly through the right hemisphere of the hrain, it is neither as rapid nor as 
successful as normal acquistiou. 

However, several researchers have shown that adults are actually better learners than children. 
Cook(1991) refers to the research carried out on the English-speaking adults and children 
who had gone to live in Holland. He reports that Snow & Hoefnagel-Hohle (1978) found at 
the end of three months that the older learners were better at all aspects of Dutch language 
except pronunciation. 

2.6.2 ' Sex 

several studies of first/secoud language acquisition have shown girls to be better learners 
than hbys. Trudgill (1974) showed that women used the prestige linguistic forms more 
frequently than men, and related this phenomenon to female social insecurity. Trudgill argued 
that wblllen are socially and economically less secure than inen and compensate.-for it 
linguistically. Society expects women to be more correct, discreet, quiet and polite and increases 
the pressure on them to use more 'correct' and prestigious linguistic forms than men. In a 
study o;f Panjabi migrant children in Englind learning English as a second language, Agnihotri 
(1979) showed that girls assinlilated the prestige linguistic variants faster than the boys while 
resistidg the stignlatised variants. Another researcher, Satyanath (1982) found that Kannadiga 
women in Delhi showed a higher percentage of assimilation of linguistic features associated 
with ~mndi (the language of the host society) and a higher degree of usage than men. He 
found h a t  younger women assimilated the host society's language and culture maximally. 
~ n l i k e ~ r u d g i l l  (1974) who considered social insecurity to be responsible for higher use of 
prestige forms, Satyanath explained this in terms of the socio-cult~~ral ilspects of the Kannadiga 
community in which women negotiate a greater part of the interaction with the host society. 

Howevier, in the field of formal foreign language learning there are only a few studies 
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girls to 6e  better learners. Burstall (1975) pointed to an interesting possible relationship between 
sex differences and socio-economic status. NFER study revealed that the most marked sex 
differences occurred in the secondary schools where the students were predominantly from 
the lower socio-economic strata. 

Who are the Lescnem of 
Language? 

( ' l ~ c c k  'Lour Progress 
I 

Notes : ,J j IVritc your :u~sners  111 t h e  space givc.n hclon.. 
t !  Cl)mp;lrc your answers with (hose give11 .it tile i'nil of  the unit. 

7 .  Mjl l~ ' .  ; I L : L . L ) ~ ~ I I I C  tc.1 rcsc;irch. al-c hcttcr I ; ~ n y a a y e  Icarllcrs. hoys or yirls'! Why'! 
........................................................................................................................................ 

Activity 

3. Have you ever consciously tried to notice any difference in language learning habits of 
girls and hoys? Make a list of the differences. If you have not noticed these things before, 
ohserve 2-3 hoys and 2-3 girls in your class for a 111011th or so: and make a list of differences 
in their learning habits. Also take a note of what language features each of the sexes tries 
to learn faster than the other. 

iv) ..................................... ... ...: .................................................................................... 

2.6.3 Intelligence 

What is intelligence'! 

Intelligence is usually conceived of as the ability ro understand, to learn and think things out 
quickly, especially compared with other people, and coi~sists of verhal ability, reasoning ability, 
concept fornlation ability, etc. Carroll (1965) conceived of intelligence as the learner's capacity 
tcl understand instructions, and to understand what is required of hirnther in the learning 
3ituation. It is a talent for not getting sidetracked or wasting one's efforts. 

Intelligence Tests 

Most of the intelligence tests measure a number of ahilities simultaneously. Themost commonly 
used individual intelligence tests include Stanford-Billet test, Wechsler Adult Intelligencq 
Scale (WAIS), Wechsler Intelligence Scale for Children (WISC). Sonle of the group tests of 
ii~telligence are Army Beta Test, Army Alpha Test, Army General Classification Test (AGCT), 
etc. The Stanford-Binet test is used for children from two to sixteen years of age and puts 
'ileavy stress upon verbal ability. It can't he used with children who are illiterate. Wechsler 
Adult Intelligence Scale (WAIS) consists of the following verbal and perfornlaiice (lion-verbal) 
suhtests. 

Verbal Suhtests Performance (non-verhal) Subtests 
Inforillation Picture arrangement 
General Comprehension Picture Completion 
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I~~structiood I'l;u~ning in Tc:~cl~ing Memory SpCin Block design 
I I ~  E11glis11 

Aritllmettc reasoning Ohject assembly 

Digit symhol I 

The group text, The Army Reta'rest, meant nlaillly for illit.erates and foreigners not proficient 
in Englis'h, enlphusizes non-verhal prohlems for which simple instructions callhe given orally. 

The Army Alpha Test dcsign'itcd for the typical individunl who cdn read and write, include 
soiue of  the prohlems l ~ k e  the follow~ng: 

A. If 5 112 tons ot  bark cost $33. what wlll 3 112 cost? ( ) 

B. A tram 1s harder to stop than an dutomobile because 
( ) it 1s longer. ( ) it 1s heav~er, ( ) the hrakes are not so  good. 

I 

C. I i  the two u o r d s  01 ;I ])dir lnenll the rame or nearly the qame thlnp. draw a line 
~ lnde r  same.  If they mean the opposite or nearly the opposite. d raw a l ~ n e  under 
opposite. 

comprehensive restricted smle  opposite 

allure attract salne opposlte 

talent hidden same opposite 

deride ridicule same opposite 

D. If. when you have arranged the tol low~ng words to make a sentence. the skntence IS true, 
underline true; if 11 Lalse. ~~nde r l i ne  false. 

people cllenlies arrogant nldily ~ n a k e  truelf alse 

never who heedless tllo\e s t ~ ~ ~ l l h l e  nre trueltalse 

never nlall the show the deeds truelfal se 
I 

E. Underline which word is appropriate. 

The pitcher hds an importdnl place in tellills foothall 
baseball handball 

F. Underline w h ~ c h  word 1s dpproprlate. 

Disnial is to dark as cheerful is to laugh bright house gloomy 
I 

Role of Ihtelligence 

All these tests may he useful as  nleasures of mental ahility of either an i i id iv i~ua l  o r  a group 
o f  individuals. But these scores cannot h e  treated as  Sure predictors of succe4s in a foreign1 
second language. Nor can they be considered as a reflection o f  abilities to ac&ire language. 
Pimsleur et. al. (1 962) reported on  a large number of studies examining the 4elatiocship of 
intelligence with foreign l a n g ~ ~ a g e  learning. Though somt: of the studies gave evidence for 
the positive relationship between intelligence and success in a foreign language, mos tof  the 
studies were skeptical of such relationship. Carroll and Sapon (1959) noted tqat very few of 
the abilities nieasur& in  an intelligence test were found relevant to foreign I an~uage Ieun ing ,  
and it was for this reason that there was very insignificant relationship betwten the scores 
on an intelligeilce text and a foreign language test. Mort research is needed to(identify those 
abilities that ~ n a t c h  significantly with foreign language scores. Incidentally, these abilities 
have been called by many researchers as language aptitude abilities. We shall look into 
these abilities in the 11ext. section. 

2.6.4 Aptitude 

What is Aptitude'! 

Aptitude (or u particular job or skill is the ability to learn it quickly and easily a i d  to do  it well. 
Whai  people generidly call a 'knack fur languages' is nothing hut aptitudt for languages. But 
it is very difficult to deter~lline what this kmck is. It is  certainly more than 'hading an ear' for 
languages because everyone learns hislher first language. 

It is popu!arly bel~evcd that s o ~ n e  people have more aptitude for learning second languages 30



than others. This observation has generally been made in connection with classrooin learning, Who arc the Lenmek nf 

and not learning in real-life situations. Language? 

Aptitude Measures 

two hest known measures of FL (foreign language) aptitude for native speakers ofEnglish 
are the Modern Language Aptitude Test (MLAT) developed hy Carroll and Sapon (1459) alid 
the Pimsle~tr Language Aptitude Battery (LAB) (1966). MLAT incorportes b u r  niaiii factors 
that predict a student's success in the classroom. This consists of: 

i) phoneinic coding ability: student's ab~lity to use phonetic scripts to distinguish phonemes 
in the language. 

ii) grammatical sensitivity: student's ahility to pick out grammatical fuiictions in a sebtence. 

iii) inductive language learning ability: student's ahility to generalise patterns from one 
sentence to another. 

iv) rote learning: student's ability to reinember vocabulary lists of foreign words paired with 
translations. 

These coinponents were eventually measured in the following five subtests of MLAT: 

Part one: Number Learning: The respondent is taught. on ppe. the Kurdish nunlber system 
1 from 1 to 4. plus the 'tens' aiid 'hundred' forins of these nunlbers, then tested hy hearing 

numhers which are combinations of these elements, e.g. 312, 122. 41, etc. The test aims at 
ineasuring associative memory. 

Part two: Phonetic Script: This subtest measures phonemic coding ability. The respondent 
learns a system of phonetic notation of some English phonemes. Slhe is then tested on this, 
e.g. 'Underline the word you hear: Tik; Tiyk; Tis; Tiys'. 

Part three: Spelling Clues: This is a speed test that ineasures hoth native language vocabulary 
ind phoneinic coding ahility. The respondent is give11 clues to the pronunciation of a word, 
e.g. 'liiv' for 'love' and is then asked to choose a synonym fro111 a list of alternatives: 

A. carry 
R .  exist 
C. affection 
D. wabh 

E. SPY 
In this case C. affection corresponds most lieatly in meaning to 'luv'. 

Part four : Words in a sentence: This tests gram~natical sensitivity. The respondent 1s given 
pairs of sentences. In the first sentence (key sentence) in each pair a certain word or a phrase 
is underlined, and the respondent is asked to tick (4 ) one of the five underlined words or 
phrases 111 the second sentence that functioils most nearly l ~ k e  the word or phrase in the key 
sentence In the pair. As you can see, in the following pairs of sentence: 

Lolidon is the capital of England, 

He. liked to g~ fishlllr in Maine 

the word 'he' in the second sentence performs the same function as 'London' in the key sentence. 

Part five : Paired Associates: The respondent studies a written Kurdish - English vocabulary 
list: practices the stimulus - response pairs seen, and is then tested by means of multiple- 
choice items. This is a test of associative inemory. For instance, the respondent is asked to 
decide which word of English has the same meaning as the Kurdish word m. 
Example 
roo 

a) art 
h) draw 
c )  run 
d) ask 
e)  canlel 

The correct choiceis a 
There are several slightly different forms of MLAT availahle. The MLAT itself is for use with 
:reople of 14 years of age and above. There is also an elenleiitary form (EMLAT) for use with 
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.hrstructional Rmnllngin Tewhing children hetween the ages of eight and eleven. There is also a short form of the test for use 
chf English when the time is limited. 

Pimsleur Language Aptitude Battery (LAB) is appropriate for children aged 13 to 19. It 
emphasises inductive language learning capacity and auditory ability. Pimsleur et. al. (1966) 
suggestkd that 20 to 30 per cent of chilren underachieve in foreign language learning because 
they haGe poor.auditory ability. 

Review of Research on Aptitude 

Most rdsearch in language aptitude since then has been either in validation of the existing 
tests, or developing aptitude batteries for use in particular countries. For instance, the York 
Laaguage Analysis Test has been developed and has been widely used in Britain. The most 
importaait research aimed at the production of a new test battery has been carried out by the 
~ n l e r i c i n  Armed Forces. This was the result of dissatisfaction felt with MLAT for not being 
able to biscriminate at higher levels. Another type of research has examined the component 
for aptitbde in greater depth. Skehan (1980-1 982) examined the memory component in detail. 
He hypothesized that an ability to analyse text, to extract its propositional content and remember 
such content would he related to greater foreign language learning success (Skehan 1989 : 
3 1). Jakiobovits (1970) suggested that sub-contents of FL aptitude may be exploited usefully 
in foreign language teaching. The teacher who has the information about the aptitude of his/ 
her students can modify histher instructional materials accordingly. This information can 
also he used to stream students into different classes with different goals. It can also help to 
advise situdents whether s/he should set a particular target in a given time frame. 

2.6.5 Cognitive Style 

What is Cognitive Style? 
\ 

It refers to an individual's typical way of organisiiig hislher universe, and reflects hisher 
personality or preference aiid not histher ability or intelligence. For example, two boys Anwar 
and Kanwal, look at two different kinds of cars hut their responses are quite different. Anwar 
thinks of how co~nfortable each car is, whereas Kanwal cormnents 011 each car's engine, its 
capacity and how each car is designed differently. These responses of Anwar and Kanwal 
show thbt Anwar focuses on the usefulness of the car and Kanwal on the technical aspects. 
The former therefwe is a iiuictionalist and the latter an analyser. Both the responses reflect 
different styles of learning or cognitive styles. 

'Qpes of Cognitive Styles 

~esearchers  have broadly identified three different cognitive styles, which they call field- 
indsependence/field-dependence, reflection-impulsivity, and categorization styles. The 
cognitive style called field-dependence is defined by aperson who cannot consider an object 
or event separately from the context in which it appears. The context in which an object 
appears is its field. On the other hand, the field-independent persons have the capacity to 
process information or consider an object or event independent of the context. For example, 
when aperson with a field-independent cognitive style looks at apainting he has no difficulty 
in findillg the ceiitral motif of the painting and relating the details to the central motif. 

Researchers have related this concept of field-independence/field-dependence to second 
language learning. Skehan (I  989) noted that the field-dependent persons would have greater 
commur)icative conlpetence, greater conversational resourcefulness, greater negotiation skills, 
all of i h i c h  should he beneficial for exposure to language and therefore to language 
devclopm~ent through ~uteraction (p.111). One research group noticed that field- independence 
helped the learners with conventional classroom learning. Another research group found a very 
significant relationship hetween field independence and performance on a French oral 
production test and on a French listening comprehension test. On the other hand, some other 
researchers did not find any significant difference in how much the learners spoke and how 
well they spoke ;u~~oiig the learners with either the field-dependent or field independent cognitive 
style. These a id  inany other researchers suggest that there IS at best, a weak relationship between 
field indftpendeut cognitive style and second language learning. 
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b) Reflection - impulsivity 

The cognitive style that refers to the degree to which children reflect upon a problem is called 
reflection - impulsivity. One of the tasksused to find to find out whether aparticular individual 
is reflective or impulsive is to ask himher to choose a picture or design that is similar to the 
standard picture or design. This method is known as Matching Familiar Figure Test. 

Here is an example of an iten1 taken from the Matching Familiar Figures Test. The child is 
psked to find out which of the followiiig six pictures on the bottom is exactly the same as the 
'standard' on the top. 

The learners who are faster and less accurate are called impulsive. and those who are slower 
and more accurate are called reflective. Researchers have shown that learners after the age of 
eleven are better able to answer with greater speed and more accuracy. The tendency to be 
retlectivelimpulsive is not fixed and therefore can be altered with training. 

c) Categorization styles 

The cognitive styles broadly called categorization styles refer to how an individuaLclassifies 
or arranges information, things or objects. They have been sub-divided into three types: 

i j  descriptive - analytic style 

t 
ii) categorical - inferential style 

I iii) relational - contextual style 

A descriptive - analytic cognitive style concentrates on a single detail cominon to all objects. 
A categorical - inferential style focuses on the class of objects, whereas a relational - 
contextual focuses on a coinmori theme or function. 

Each of these cognitive styles may have its.effect on -second language learning. Though the 
field-independentltleld-dependent cognitive style has been explored in detail in relation to 
second language learning, other cognitive styles need to be studied in detail in this context. It 
is felt that a difference in the cognitive style of a learner inay inake a significant difference in 
success in second language learning. It is also important to remember that since these differences 
are highly iiidividual they should be kept in iiind at the time of selecting teaching strategies 
arid developing any educational curriculum. 

Who are the Learners of 
Language? 
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Review of Research on the Role of Personality 

Several redearchers (e ,g  Pimsleur et. al. 1964, Smart et. al. 1970, Bartz (1 974) have emphasized 
the importance of personality in foreignlsecond language learning. Pimsleur et. al. (1964) 
compared average achievers and underachievers in high schools and noted that a successful 
learner was invariably fouod to have personality traits such as social conformity, extroversion, 
flexibility and tolerarance for ambiguity, Smarter. al. (1970) on the other hand, showed that 
higher achievers received significantly lower score oil social spontaneity scale than others, 
and were found to have intrciver~ive lendencit:~. Bartz (,1074) found that introversion, soberness 
and self-sufficiency were sl.rongly correlatetl with oral components of cornlllu~~icative 
compei.ence. He further dcn~ollstrated that studcllls with Lraits of imagination, placidness and 
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low anxiety tended to score higher on the written conlponents of comnlunicative conlpetence W ~ I O  are the Learners of 

test. Genessee and Hamayan (1 980) failed to find any positive relatio~~ship between personality Language? 

variables and achievement. Even Strong (1983) working on a group of kindergartellers in a 
California school did not find any relationship between a measure of extroversion and various 
measures of structure, vocabulary and pronunciation of I.hc target langaugc. 'Thus, it is evident 
that the question whether certain personality traits help language learning is still an open 
question. Skehen (1989) suggests that future research 111~1st firstly attend more vigorously to 
contextual factors such as the age of the extroverts learning a second language and the 
environment in which i t  is learnt. For instance, extroverts in  the younger age group may have 
differellt correlatioiishlp with language proficiency as compared to the older extroverts. 
Similarly, extroverts learning a second language in a torl~ial si tuatio~~ niay not have the same 
set of correlations with proficiency in the second language as the extroverts learning it in a 
naturalistic environment. Secondly, future research must also try to improve the detinition of 
the trait-contrast as used in language learning. For example, a co~lstruct like extroversion may 
have certain meaning as it is used in psychology, but it may have a restricted meaning in 
second language learning. Thirdly, the instrumziits used to measure personality traits need to 
he more systematic and reliable. 

How is Personality Measured? 

Personality traits in a person have been elicited by psychologists in a number of ways. Most 
conlmonly. a questionnaire consisting of several statements is given and the sull.ject is asked to 
agree or disagree with them on a 5-point scale, ranging from 'not at all' (scored '1') to 'very often' 
(scored '5'). The aggregate score 011 the stateillents is regarded and score for the trait measured. 
.Not all traits are assessed by agreement or disagreement to verbill statements. For example, in the 
technique called Thenlatic Apperception Test (TAT) the subject is presented with a liuinber of 
pictures usnally of people involved in somewhat i111111iguous situations, and is asked to write a story 
about each. These responses are malysed to find out thepersouality traits of the subject. 

' Check Yot~r Progress 
I 1 Votes : (11 Writc pour answers In the sp~icz glven below. 
I h) Cornp;ue your answers with thaw yven at Ihc end ot thc LUII~.  
I 

i 2, \Which of the personalily traits is I'onnd to have :nore in t lue~~ce on sccc~ndii'orcign 
; lang!iiige ~x~~f'iciency:' 

2.6.7 Attitude 

What is Attitude? 

Accordiiig to Allport (1 954 : 45), 'an attitude is a mental and neural state of readiness, organized 
through experience, exerting a directive or dynamic intluence upon the individual's response 
ro all objects and siluations with which it is related'. 111 operational terms au individual's 
attitude is according to Gardner (1985) 'an evaluative reaction to some refereni or attitude 
object, infered on the basis of the individual's beliefs or opinions about the referent (p.9)'. 

Review of Research on the Role of Attitudes 

The na t~ue  of attitude of a second language learner can vary tiom the attitude towards the 
teacher or the language itself or the group that speaks the language. It may also refer to more 
gener(i1 d~spositions such as ethnocentrism, authoritarianis~n or anomie. Attitudes towards 
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111~f l .~~f i~1:d  PImhhlg in Teaching learning the second language and the second language community have received more attention 
of Englislr than clther factors in second language research. Some researchers support the belief that 

measures of attitudes towards learning a second language and the second language community 
correlate significantly with achievement. For cxample, Laxnbert a~icl his associates at McGill 
University conducted a series of studies (Gardner & Lanlhert 1972) to investigate the role of 
attitude in second language learni~i~alld came to the coiiclusioii that 'a friendly outlook towards 
thc other group whose language is being learnt can differentially sensitize the learner to the 
audio-lingual features of the l;mguage, making hi111 morcperceptive to forms of pronunciation 
and accent than is the case for a learner without this open and friendly disposition'. (Gardner 
& Lari~bmt 1972 : 134) 

Spolsky (1969) argues strongly that 'one of the nloslinlportant attitudinal factors is the attitude 
of the learner to the language and to its speakers' (p. 274). In an investigation of 315 foreign 
students fro111 80 different countries living in the U.S.A., he found significant associatiori 
between the perception of sinlilarity between $If and English speakers and grades in English. 
Siillil~~rly, Oller, Hudso~i and Liu (1977) found achievement in the second language correlating 
highly significantly to evaluative reactions to the target language group. Burstall (1975) quotes 
several studies which show a positive correlation between attitudes and achievement. But she 
is skeptical about the caiisal relationship between the two. She quotes the NFER evaluation 
which shows that an early achievement in French affected later attitudes towards and 
achievement in French to a significantly greater extent than early attitudes towards French 
affected the subsequent development of attitude or achievement. The initial success or failure 
in language learning m;iy thus be a powerful deternlinant of linguistic attitudes. 

Research in secoiid language learning has also shown that success or failure in a second 
language is also related, though weakly, to general disposition of the l e a r ~ ~ e r s  such as 
ethnocentrism or authoritarianism. Gadner and Lambert (1972) believe that: 

'Learners who have strong ethnocentric or authoritarian attitude or who have 
learned to be prdudiced towards foreign peoples are unlikely to approach the 
lauguage learning task w ~ t h  an integrative outlook (p.16).' 

Authoritarianism refers to anti-deniocratic feelings and is generally ineasured through respect 
for authority, use of force, nationalism, etc. Agreement or disagreement with some of the 
followiiig statements nlay elicit the second languagc learners' authoritarianldemocratic 
disposit~on: 

1. Children should always obey their elders. 

2. EVQ-teasing or rape is a serious crime; the culprits should be hanged in public. 

3. If people would talk less and work more, everybody will be better off. 

4. What young people need is strict discipline and the will to work for the country. 

Ethnocentrism, o n  the other hand, refers to people who suspect foreign people 
andideas an? is generally illeas~ired through attitude towards the foreigners, preservation 
of nationality, respect for national symbols, etc. Agreement or disagreemen1 with the 
following statements can elicit second language learners' ethnocentric tendencies: 

1. Certai~i people who do ~ i o t  salute the national flag should he punished 

2. India is surrounded by enenlies on all sides; we should streiigthen our armed forces very 
fast. 

3. Epics greater than 'Ramayana' and 'Mahahharata' cannot be written. 

4. Indian women are chaster than women elsewhere in the world. 

Gardner and Lambert (1972) exanlined the influence of these diqositions in learning second 
languages in Maine, Louisiana, Connecticut and Philippines. It is only in the Connecticut 
study thit authoritarianism was found to have significant correlations with achievement 
variables other than listening comprehension. In Maine, the ethnocer~tric syndrome is not 
directly related to any of the French achievenient nieasures. In the Connecticut study, 
ethnocentrislll configurates only with achieven~ent variables of fiec spcech. Similarly, in the 
Louisiarla study ethiiocentrisnl configurates only with one component of listening 
compreliension. Khanna (1983) working with undergraduates found very significant 
correlatiqns between achieveiller~t i11 English and authoritarian and ethnocentric tendencies. ' h 
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Some Unresolved Issues 

Research on the relationship between attitudes towards the target language and achievement 
in it has raised several issues. It has been found that attitudes towards learning languages are 
lllore related to language achievement than attitude towards any other school subject. Further, 
some aspects of attitude are more highly related to language achievenlelt than others. Some 
research has shown girls to be better second language learners than boys. Attitudes have also . 
been found to he influenced by the students' upbringing. Attitudes towards the target language 
vary from one geographical area to another. Some research has shown that attitude towards 
learning a second language becomes less positive with age because learners become more 
mature and aware. It is also noticed that as learners grow older, the correlatioris between the 
attitudes towards the target language and achievement grow higher, though less positive. More 
research needs to be done on the effect of age and sex on evaluative reactioi~s towards the 
target language speakers. Research has shown that the learners who had more exposure to the 
target language also had more exposure to the target language speakers. It has also shown that 
the learners who had more exposure to the target language also had more favourable attitudes 
towards it. 

! Notes : :i Ll'r~rc your ;lo:in.crs i ~ i  ihc ap:ii~c ,civcn htlow. 
! 5 (~.orn?:rre yo!!r ~ I L I S W C ~ S  with il-iosc yivrn at  ihc cnij o t  the 1~11it 

I 13. la a!~rtuilc a n  illcliyid~~al ~ r : ~ i t  or I'amily trait'! 

I I 

I 
I '1 5.  Xii. :iltirl.!i!es s1;~lic or . ~ I I J ) ~ U C I  ill ch;~~!gc.  11. rhe 1;lttcr. .vvtl;~i. according t c ~  yon, c ;~n  1 
1 oli:rj~:rc a pcrso11.s ;itti~l~ti:"! 

Who are the L e u a m  d 
L = U q e 7  
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Teaching Activity 

4. In section 2.6.7 you have heen given statements that can he used to elicit aulhuritarian and 
ethnocentric attitudes of peoplc. Make a questionnaire using these statements and ask some 
~nforrnants to respo~ld to these statements on a five-point scale as helow: 

i) Children should always obey their dders. 

completely agree neither disagree co~npletety 
agree agree nor disagree 

disagree 

4 3 2 

If a persoil puts a tick (4) at 4 he IS an authorit~uidn, and i f  s h e  ticks (4) at 2, she will be 
called non-authoritarian or democratic. 

5. A researcher used the t'ollowing state~nents to e l~ci t  the ~ntormants' attitude towards 
learning Freuch: 

1. Learning French is really great. 

2. I elljoy learning French. 

3. French is a11 iillportant part of the school programme. - - 

6. Think of at least four stateinelits that you nlay like to use to elicit Indians' attitude towards 
learning English. 

iii) ................................................................................................................................... 
iv) ................................................................................................................................. 

7. A researcher used the tollowiiig statements ro elic~t attitude towards French Canadians 
whose language was heing learned hy a group o f  learners: 

'1 lalls. 1. 1 would like to know more French C a n  d' 

2 .  Some of our hest citizens arc of French Canadian descent. 

3. $rench Caiiadia~~s are a verv sociable. warm-hearted and creative ~ e o ~ l e .  
L 2 

8. Think of three statements that would elicit Indians' attitude towards English speaking 
Indian elite. 

i) 
I 

................................................................................................................................... 

ii ) ................................................................................................................................... 
iii) ................................................................................................................................ 

2.7 MOTIVATION 
- - 

2.7.1 What is Motivation? 
The tern1 motivation in the second language learning context is seen according to Gardner (1 985) as I 
'referring to the extent to which the iudividual works or strives to learn the language because of a 
desire to do so and the satisfaction experienced in this activity (p. 10)'. The desire to lean the language, 
or favo~uahle attillides towards learning the second language, do not reflect ~llotivation in and of 
themselves, The itidividual lnay wish to learn the seGnd langiage and may enjoy doing it, but, if this 1 
is not accompanied hy a striving to do so, then it is not motivation in the real sense. It is only when the 
desire to leiun the second language and favourahle attitude towards it are linked with the effort or 

I 
drive to achieve it. then we can sav that the learner is motivated. i 

2.3.2 Types of Motivation 

Gardner and Lamhert (1959. 1972) have done pioneering work to explore the nature of 
motivation specific to ldllguage study. They built on Mowra's  (1 950) concept of identification, 
which is the tendelicy ot the child to imitate the parent in first language development. They 38



considered the extent to which people esteem and want to identify with not only particular 
individuals but also foreign peoples. Gardner & Lambert suggested that those people who 
identify positively with the target language group would like to reseinble the target language 
group, understand their culture, and be able to participate in it. This pattern of motivation they. 
call an integrative orientation. Gardner bt Lambert (1972) co~ltrasted this orientation with 
instrumental orientaion which is characterized by utilitarian objectives such as obtaining 
adlnission i l l  a particular course, professional advancement, and so on. The learners' interest 
in the other group is confined to achieving personal advantages. 

11 order to elicit these motivational orientations, statements such as the following have been 
devised. 

Integrative motivation 

I am studying English because 

I .  It will help me to inlx with English people. 

2 It w ~ l l  Improve rily personality. 

7 It will help me to better understa~d English people. 

4. It will help me to read and understand and appreciate Eiiglish literature, music and films. 

Instrumental motivation 

I iun studying English because 

1. It will help me to get a good job. 

2 .  It will help me to becoine a hetter educated person. 

3. It will help me to get a degree. 

4 It will help me travel anywhere without any difficulty. 

2.7.3 Review of Research on Motivation 

Gardner and Laillbert (1975, 1972) showed that success in a foreignlsecond language learning 
is likely to he less if the underlying motivational orientation is instrumental rather than 
integrative. Burstall (1 975), however, pointed out, that this hypothesis was examined in the 
c,ourse of NFER evaluation of the teaching of French in prirnary schools and only a partial 
support to the view put forward by Gardner & Lamhert could be established. Although pupil's 
attitude and achievement proved to be closely associated, motivational orientation of individual 
pupils appeared to be neither e x c l u s i ~ l y  integrative nor instrumental. It is interesting tu note 
that in the Philippines study (reported in Gardner bt Lambert 1972) the authors' hypothesis 
was challenged. Their research showed that in settings where there was an urgency about 
mastering a second language for utilitarian ends: the instrumental orientation to second language 
learning is very et'tective. Wong (1982) in fact, did not find motivational orientations of Chinese 
students learning English correlate with their achievement. A (1988) study gave substantial 
evidence against the hypothesis that integrative motive was positively related to second language 
achievement. However, .Khanna, Verma, Agnihotri and Sinha (1990) did find significant 
correlations hetween the nlotivational orientations of ESOL learners in the U.K. and the 
t1:achers' ratings of their English skills. These studies clearly suggest that a student may learn 
a second language with an integrative motivation or with instr~!mental motivation or with 
hoth or.wit11 some other motivation. The relative importance of these orientations varies from 
cine part of the world to another, and is also dependelit on the learner's mental makeup and 
cultural background. 

Who are the Learners of 
Language? 

2.7.4 Is Motivation the Cause or Result of Success? 

Another question that has engaged the attention of second language researchers is whether 
it is tlie 111otivation that causes success or vice versa. Burstbll(1975) working with primary 
school children learning French came to the conclusion that it is the achievement which is 
primary and motivation the consequence. Hermann (1 980) too argued that it was the degree 
of success within the instruction which had produced the different illotivational 
orientations. Similar results have been reported by other researches. However, Gard~ier 
(1985) asserts that there is no evidence that differential success influences attitudes and 
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IRstmdondPlnnninginT- motivation. In the absence of any conclusive evidence about the direction and nature of 
or Englisl~ relationship between motivation and success, more in-depth research is needed which 

monitors levels over time in some detail rather than takes the 'snapshot' approach through 
test adnhinistration at the beginning and end of courses. 

2.8 LET US SUM UP 

In h i s  w i t  we have noted the great capacity for learning that human beings have. Most human 
hehaviow, especially social and cultural behaviour is theresult of learning: it is not instinctive and 
pre-detetmined. The learning of lan wage (a seemingly never-ending activity) is the best example 
of the &$mendous versatility and vitality of the human learning processes. 

We hava also seen that learning is a highly individualized process. Each person's unique learn~ng 
history has a strong influence on what and how s(he) learns from a given situation. The notion of 
r e a d i ~ s  for new learning m a specific area is relevant here. Acrihcal feature of readiness in this 
sense is chat it is the result of learning and so is constantly chang~ng and developing. This tends to 
reinforca the differences between individuals (in the same class for instance). An even more important 
consequence of changing readiness is that the same person may fbnct~on differently (as a learner) 
in different sltuabons and as time passes. Apupil's status as a 'good' or 'poor' learner is therefore 
not fixed and generally applicable. For each new occasion for learning the individual starts with a 
Eresh conlbination of knowledge. skill and attitude that can make the levels of involvement and 
success quite different from those of other occasions. This point carrles a very important lesson 
for us. We should not pre-judge a pupil's learning capacity on the basis of hislher past record 
(or what is more common, 'reputation' .) Apupil who has been weak in some subject area need 
not rern.din that way always. As new topics are taken up, the value of that pupil's readiness 
might change significantly a id  there could be a spurt of successful learning. The opposite 
might al$o happen sometimes. 

As we shall see through varlous uniks of thls course, the learning of language involves a wide 
variety af tasks and cogniuve operations. (This variety is much greater for language than for 
the typiaal subjects of the school and college curr~culum.) In designing and implementing a 
syllabus for teaching a language (English), wh~ch  is one of the main topics of this course, the 
profess~onal aim is always to adjust teaching inputs to the needs (or readiness) of the learners. 
We have seen here how difficult it is to pin down learners and arrive at a definite and stable 
descriptipn of their learning ability. There are learning-related differences across individuals 
and witNin the same individual. This might seem to be bad news as far as effective syllabus 
design goes. However, the main point emerging out of thls unit is that the capacity to learn 
languagas that human heing of all ages have is something truly remarkable, and this is put to 
good use even when thereis no teaching to support it. What we need to do IS make the 'situations' 
of syllabas and teaching-based learning more like the varied natural language learning situations 
which we know of. We have not come to any deftnlte answers to our 'who' questions. But we 
have a sehse of the capahil~ttes of learners of language in general, even while recognizing their 
individuality. 

2.9 KEY WORDS 
attitude : the attitude which speakers of different languages or language 

varieties have towards each other's languages or to their own 
language. Positive or negative feelings towards a language or a 
language group may affect a person's ability to learn a language. 

auditory : related to hearing. 

authoritfrianism : an ti-democratic tendencies. 

pnomic : in learning a new language people may emotionally begin to move 
away from their own language and culture, and at the same time 
may not be sure about their feelmgs towards the new langudge group. 
This leads to a feeling of insecurity. 

behaviourist theory : a theory of psychology which states that human behaviour should 
he studied in terms of physical processes only. It led to theories of 
learning which explained how an external event (a stimulus) caused 
a change in the individual (a response). This theory had a tremendous 
impact on language learning. 40



bilingual 

cognitive process 

cognitive style 

critical period 

. \ curriculum 

ethnocentric 

first language 

'input 

interlanguageltransi- 
tional competence1 
approximate system 

inductive language 
learning 

lateralization 

motivation 

m 

phonological 

phoneme 
I 

phonemic 

phonetic notation 
I 

target language 

i 

: a persori who knows and uses two or more languages. Who ~k Qc Learnen of 

L-8-6eP 
: any mental process which learners make use of in language learning, 

such as inferencing, generalization, monitoring, memorizing, etc. 

: the particular way in which a learner tries to learn something. In 
second or foreign language learning, different learners may prefer 
different solutions to learning prohlems. For example, some learners 
may want explanations for grammaticalrules, other may not require 
them. 

: the theory in child development that says that there is a period during 
which language can be acquired with greater ease than at any other 
time. 

: an educational programme which states : 

: a) the educational purpose of the programme (the end to be  
achieved) 

b) the context, teaching procedures which will he necessary to 
achieve this purpose (the means) 

c) evaluation procedures to see whether a programme has been 
successf~~l or not. 

: the desire to interact mainly with one's own language group. People 
with such tendencies are convinced about the superiority of their 
own culhlre and language. 

: generally a person's inother tongue or the language acquired fust. 

: (in language learning) language which a learner hears or receives 
, . and from which s(he) can learn. 

the type of language produced by secondlforeign language 
learners who are in the process of learning a language, 

: learners are not taught granmatical or other types of rules 
directly but are left to discover or induce rules from their experience 
of using the language. 

: the development of control over different functions in different parts 
of the brain. 

: the desire to learn a secondlforeign language, and the effort used in 
learning it. Two types of motivation are sometimes distinguished: 

: i) instrumental motivation: desire to learn a language because it 
would f ~ ~ l f i l  certain utilitarian goals, such as getting a job, 
passing an examination, etc. 

ii) integrative motivation: desire to learn a language in order to 
communicate with people of another culture who speak it; the 
desire is also there to identify closely with the target language 
group. 

: the establishment, description and arrangement of distinstive sound 
units of a language. 

: the smallest unit of sound in a language. 

: the study or description of the distinctive sound units (phonemes) 
of a language and their relationship to each other. 

: special symbols which express the sounds of an actual spoken 
utterance. A wanscription of such an utterance in phonetic symbols 
is said to he in phonetic notation or phonetic script. 

: the new language which a person is learning. 
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1nstrtlctinn;d Planrling in Te;dling 
of Englisll 2.10 ANSWERS TO CHECK YOUR PROGRESS 

1. Refer lo 2.3.1 for answer. 

2. Rbfer to 2.3.1 tor answer. 

3. Read 2.4 for answer. 

4. Read 2.4.2 for answer. 

5. Readiness refers to the receptivity of a learner (in terms of ability, attitude and interest) to 
lear~i a new item. 

6. Read 2.4.2 for answer. 

7. Generally girls are better llaiguage learners than boys because of 

- social insecurity which increases the pressure on them to use the more correct forllls 
(Trudgill, 1974: Agnil.lotri, 1979) 

- greater interaction with the host society (Satyanath, 1982) 

8. Cognitive style refers to an ind~vidual's typical way of organising hislher universe, and 
reflects hisher personality or preference. 

Intelligence, on the other hdnd. is conceived oP as the dhility to understand. to learn and 
th~nk  things out qu~ckly. especially compared to other people. 

The cognlbve styles l~sted by researchers are: 

1) Field ~ndependence - held depe~idence 
11) Reflection - impuls~vlly 
iii) Categorization slyles. 

9. Of the three coguitivc: styles listed. il appears that field independence - field dependence 
best correlates with language learning ability. 

10. Read 2.6.5 for answer. 

11. The maln perso~iallty tralts explored w ~ t h  regard to forelgnlsecond la~lguage research are 
: social conformity. extroversion, tlexib~lity. tolerance for ambiguity, self-sufficiency. 
imaginalion, anxlety, and so oil. 

12. All the aspects of  the personality mentioned in secion 2.6.7 have not been adequately 
researched wlth regard to learning the secondlforeign language. Different researchers have 
come up w ~ t h  diflerent results. 

13. 14 and 15. Write your own views. 

16. Authoritarianism refers to anti-democratic feeltngs. 

Ethnocentrism is concerned with insularity, preservation of nationality and a suspicious 
attitude towards foreigners. 
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UNIT 3 APPROACHES, METHODS AND 
TECHNIQUES IN ENGLISH 
LANGUAGE TEACHING (ELT) 

- 

sih.udture 

3.1 Introduction 

3.2 Objectives 

3.3 What is a Method? 

1.3.1 Components of a Method 
I 

3.4 A Brief Overview of Major Methodological Trends in English Language Teaching 

3.5 Role of the Teacher vis-a-vis Various Language Learning Methods and Techniques 

3.6 Let Us Suill Up 

3.7 Key Words 

3.8 Answers to Check Your Progress 

3.9 Suggested Reading 

3.1 INTRODUCTION 

Different theories about the nature of language and how languages are learnt (the approach) 
imply different ways of teaching language (the method), and different methods make use of 
differeolt kinds of classroom activity (techniques). (Longmans Dictionary of Applied Linguistics, 
1985). 

The objective of any language classrooin is to enable the learners to learn the target language 
and use it. This is done best when they are involved actively in the learning process. 

A teacher who has a rich repertoire of techniques to teach different skills and sub-skills is 
more likely to succeed in this objective than one who has a limited number of techniques at 
command. He/.she will need to function as an informed decision maker in order to judge the 
needs of histher learners and decide when to use which technique. By doing this the teacher 
will he ahle to not just use appropriate techniques hut also he able to provide variety, in order 
to sustain the interest of the learners. 

3.2 OBJECTIVES 

This uhit will enable you to: 

differentiate among approach, method and technique in the context of teaching and learning 
of languages; 

understand the role and rationale behind the various inethods used in English language 
teaching; 

fadliarise yourself with some major methodological trends in the history of ELT; 

develop ~nsight into therole of the teacher in using various methods and techniques effectively. 

3.3 WHAT IS A METHOD? 

The dilctionary defines a method as a way of doing things. Methods deal with the 'how' of 
teaching. Methodology indicates the sequence to be followed in a language tasuactivity and 
the rolle of the learners and the teacher in this sequence. A method can be said to include three 
CompQnents: 
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a) Approach 

b) Design 

C) Procedure 

Apprmches, Methods and Techniques 
in English Language Teaching (ELT) 

3.3.1 Components of a Method 

a) Approach 

The practices in language teaching are based on the theories concerning the nature of language 
and language learning. These theories together form the first component of a method. We shall 
look at these theories in this section. The two main views of lai~guage learning are as follows: 

The behaviourist view of language learning : Behaviourists believe that learning, both verbal 
and non-verbal, takes place through the process of habit formation. Learners are exposed to 
the language in their school/college, family and neighbourhood. They try to imitate the people 
around them. If the imitation is proper, they are rewarded, which illotivates them further for 
imitation, leading to reinforcement and habit formation. The behaviourists think that learners 
should he corrected as soon as they make mistakes in order to avoid fossilization. 

The congitivist view of language learning : Cogi~itivists agree with the behaviourists that 
learners need exposure to language, but they hold that learning does not take place solely by 
imitation and repetition. Human beings are born with a built-in device in their brains which 
helps thein in discovering the underlying patterns of the language they hear, forming their 
own hypotheses about the language and constructing new sentences. For them language-learning 
is exposure to the language, hypothesis formation: coilfirmation or re-formulation of the 
hypotheses. Cogi~itivists look at errors as part of the learning process. 

h) Design 

The second aspect of a method is Design. In this component the following are clearly spelt out. 

a) ob,jectives of the course; 

h) ' the syllabus model which the method incorporates; 

c) teaching and learning activities; 

d) roles of teachers and learners. 

c) Procedure 

The third and last component of a method focuses on what happens in the actual classroom 
situation. It includes practices and behaviour that operate during the production, practice and 
feedback phases of teaching. 

A technique refers to the design and procedure components of a method. It may be described as 
a inlplementational sub-process of a method. It specifies the teaching- learning activities as 
well as the roles of the teachers and learners in the language activities/tasks. 

Techniques that give the learner greater autonomy in language processing are now in vo@e in 
language classrooms. Some of these are: role play: and simulationt information - gap and opin- 
ion - gap activities, language games and puzzles. Techniques for developing the various 
language skills (reading, writing, listening, speaking) will be enunciatedin detail in the follow- 
ing blocks. 

3.4 A BRIEF OVERVIEW OF MAJOR METHODOLOGI- 
CAL TRENDS IN ENGLISH LANGUAGE TEACHING 

Sonle methods that have been in vogue through the history of the development of English 
language teaching are as follows: 
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Instructional Plaming in Teacldng 
of English Method 

Grammar translati011 
inethad  his method is 
now oatdated as opinion ia 
ELT has shifled from con- 
tent-hased teaching to 
skill-based teaching). 

Sm~ctutal oral situational 
method 

FeaturesIPedagogic 
principles 

It is a way of learning a lan- 
guage hy studying the rules of 
its grammar and then applying 
these rules to the translation of 
sentences and texts from mother 
tongue to target language and 
vice-versa. 

Vocabulary is taught through 
hilingual word lists. 

The method focuses priillarily 
on reading and writing skills 
with little attention to listening 
and speaking. 

The syllahus comprises prose, 
poetry. grammar and written 
work. 

T h e  texts consis t  of long 
ex t rac t s  from the-works of 
the great writers chosen for 
their iiitellectual contenl. The 
learner is therefore exposed 
only to literary language. 
Communication skills are 
i~eglected with little attention 
to ~ronunciation. 

Rationale or Language 
Learning Approach 

Behaviourist view of 
language learning. 

It was an outcome of the experi- Behaviourist approach to 
nlents carried out in the army language learning. 
camps during the World War 11. 

It involves systematic presenta- 
tion and practice of carefully 
selected iand graded grammati- 
cal structures of the target lan- 
guage in effective and rneanlng- 
f i l  situations. For example. oh- 
jects in the classroom such as a 
desk, the hlackhoard, pictures, 
calendar, windows etc. [nay be 
utilised to introduce vocabulary 
as well as grammahc, '1 1 struc- 
trues such i1S This is a(n) ....... . 
These :Ire ....... .That is a(n) ....... 
Those are ...... . These structural 
aild vocabulary items are rein- 
forced through oral dr~lls. 

The approach is hiised on the 
assumption that language learn- 
ing is a matter of habit forina- 
tion and thus involves a lot of 
rcpetitioil aid coi~scious drilling 
of language items. 

Language items are first taught 
orally. Reading and writing fol- 
low oral work. The spoken for111 
is give11 priority. 46



Communicative language 
teaching approach: (Can- 
not be called a method as 
it incorporates a variety of 
ways for l'acilitating the ac- 
quisition of language as a 
mea~ls of con~nlunication.) 

Language ite111s are graded ac- 
cording to their frequency, use- 
fl~lness and teachihility. A fixed 
nuinher of grami~latical struc- 
tures and words need to he mas- 
tered at each level. 

The communicative approach is 
based on a semantic syllabus like 
the notional-functional sjlllabus. 
The concept of a 'notion' is close 
to that of a 'theme; e.g. transport: 
food, entertainment, etc. which 
are chosen keeping the learners' 
background and age-group in 
mind. 

A 'function' may be defined as 
a 'specific comin~~nicative pur- 
pose'. e.g, seeking infor~nation, 
giving directions, requesting, 
describing, recounling etc. 

There is no 'one' communica- 
tive syllabus only. A com~nuni- 
cative approach targets at com- 
mul~icat ive  competence 
(Littlewood, 1984). Communi- 
cative competence may he de- 
fined as the ability to autooo- 
lllously use a language to com- 
municate effectively in authen- 
tic (real-life) commu11icative 
situations. 

The teaching based 011 the com- 
nlunicativc approach is eclectic 
i.e. it uses a variety of methods. 

Language is assuilled to be learnt 
through exposLue and use by the 
learners in iluthentic comniuni- 
cative situations. The teacher is 
a facilitator who orgauizes the 
language tasks in such a manna 
so that the learner has to process 
the language content on hislher 
own, in order to help himlher 
become an autonomous lan- 
guage user. Support for perform- 
ing language tasks may he pro- 
vided covertly through clues in 
the content. Demonstration by 
the teacher: peer, support, etc. 
help the learner. For example, 
the learners may first he shown 
the recording of an interview and 
then asked to work in pairs, as- 
sume the role of a falllous per- 
sonality, list down the kind of 
questions they would like to ask 
and then to simulate the iilter- 
view. 

Approaches, Methods and Techniques 
in English Language Teaching (ELT) 

, 

Cognitivist view of 
language learning. 
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Instructional Pl-ingin Teaching Developmen't of the humanistic paradigm in psychology has also influenced language learning 
nf English methodologies. Methods like the silent way, community languagelearning and suggtesto-paedia 

are based upon the principles of learner initiative and learning in a relaxed and happy environ- 
ment where the teacher functions as a counsellor and does not approve or disapprove of learners' 
performanca. Learner errors are dealt through self-monitoring and peer correction. 

~ 3.5 ROLE OF THE TEACHER VIS-A-VIS VARIOUS 
LANGUAGE LEARNING METHODS AND 
TECHNIQUES 

learning are only suggestions to the teach& who 
should be inlformed about the rationale behind - 

~ Various methods and techniques of language I 

them and choose or adapt them keeping in mind 
the level and needs of her learners. 

0 

A teacher, teaching English in a vernacular me- 
dium school, where exposure to English is lim- 
ited to the classroom may need to 
provide great lexical (vocabulary) and 
linguistic (s~~l tence patterns) support through 
vernacular examples, pictorial 

' 

I 
support, demonstration, word lists, etc. 1 
For e x ~ p l e b  in a beginner level classroom, while 
asking learners to descrihe a given 
picture, lexical support may be offered through 
an illusttated vocabulary list as given below : 

He, She, It 

are 

Linguistic support may be provided through a 
substit~ltion table 

-+ thin 

I Before asGng the learners to descrihe the picture given to them, the teacher may clarify the 
task by building up the description of another picture on the board, with the help of the given clues. 

Example 2 : To practice ad.jectives (related to space, size, colour) the child may be asked to 
collect diff~rent kinds of obiects (pebbles, marbles, leaves, etc.) in hidher environment and bring - 
them to cla$s. The teacher may put up an illustrated chart exemplifying various kinds of shapes, 
sizes, colours on the board to provide vocabulary support to the learners. 

This activity will engage the interest of the learners as it focuses on the child's natural urge to 
share his Gxperiences with others and is closely linked to hidher milieu. In the above 
examples though language tasks are conmunicative, structural support is also being provided. 
Thus these examples illustrate the structural-functional approach i.e., practice 
of a choseb stnicture (sentence pattern) in the context of a communicative content (here 
'Descri-bing' ). 

There are no final answers in pedagogy i.e., no one method/technique can be proclaimed to be the 
best. Questions arise, even about the most basic issues of teaching, to which solutions 
will depend on a host of factors such as the learners' language competence, the human 
and materid resources of the classroom, the needs and motivations of the learners to learn the 
language, etc. 

It is the teacher who has to intervene as an informed decision maker and this will become pos- 
sible only if we as classroom teachers/practitioners familiarise ourselves with not only 
the wide r a g e  of techniques ~ u ~ d  sfrategies but also the general language needs of the learners, 
and their existing level of laiiguage competence. 
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Check Your Progress 

Notes : a) Writc your answcrs in the space r.ivc11 I l c l o i ~ .  
h) ('crruparc. your answers with those givc~i  x i  tllc ci~:tl ~ , t t  tht. un i l  

Approaches, Methods and Toehniqnta 
in English w e a g e  T d q  (ELT) 

~ 
i 2 .  DO YOLI thlnk there is a 'hcst' n;ethoil far l ;~n,c~~:!y,:  te:rchi~!g',' (;:\ .c rr:;isi,:l~ ['or );our 
/ ill!s\vcr. 
I 

Activity 

1. Do you follow the lecture method of teaching? What according to you, are the advantages 
and disadvantages of the lecture method? Can a language teacher use this method for teach- 
ing language skills? 

Discussion 

A lecture involves a continuous formal exposition of a discourse on some topic by a single 
person for the benefit of many (Curzon, 1985). It was the most successful method of teaching 
when textbooks were in short supply. It is used successfully even today in teaching content- 
based subjects like sociology and history. It is most economical with regard to the use of time. 

However, a language is not a content-based subject. It is a skill-based subject. Skills can be  
mastered only through practice. For example, if one wants to learn driving, one cannot do so 
cnly by watching others drive. One has to drive oneself to learn this skill. Similarly, in order to 
learn a language one has to use (read, speak, listen, write) it oneself. 

When the teacher uses the lecture method, the learners do not get practice in the use of the 
language. Language skills can be acquired only by active processing of the language by the 
learners themselves. The lecture method may however be used for developing listenillg skills 
but this has to be done in systematic ways through theuse of tasks and exercises accompanying 
the lecture. 49



Indructiond Planning in Teaching 
or ~ h g ~ s h  3.6 LET US SUM UP 

Methods deal with the 'how' of teaching and are based upon one or more approaches to lan- 
guage learning. The behavio~uists look upoii language learning as a process of imitation and 
habit formation. The attempt here is to organise the language learning environment in such a 
way that 'errors' are reduced or avoided. This may be attempted through controlled presenta- 
tion and practice of lauguage items (structural patterns, vocabulary). 

The cognitlvists. on the other hand. look upon language learning as a process of hypothesis 
formation and hypothesis testing by language learners during the course of exposure to the 
language. Methods following this approach do not e~nphas~se  so much on coiitrol and 'accu- 
racy' of language production but on autonomous and actlve processing of language content by 
the learners. Learner errors are seen as very much a part o f  the learning process. 

Methods knd techniques, properly viewed, are suggestions to the teacher. There is no 'best' 
method. The teacher must be aware of the rationale behind the various techniq~~es and methods 
so that [s)he can f~inction as an informed decision maker and utilize the various methodologies 
optimally to facilitate a~~tonomous use of the laiiguage by the learners. 

KEY WORDS 

method 

approacli (to language : 
learning and teaching) 

technique 

grammar translation : 
method 

structural-oral- 
situational method 

communicative language : 
teaching approach 

method n ~ a y  be defined as a way of doing things. Methods deal 
with the 'how' of teachlug. The methodology of language teach- 
ing indicates the sequeilce to be followed in a laiiguage task/ 
actlvity and the role of the learners and the techer in it. 

A theory about ihe nattue of language and the process of 
language learning suggests methods ant1 techniques which can 
lead to effective language learning. Such a theory may be termed 
as an 'approach' to langudge learning. 

it refers to the design and procedural components of a method. It 
may be described as an implementational sub-process of a 
method. It specifies the teaching-learning practices as well as 
the roles of the teachers and learners. 

it is a way of l e a r ~ ~ i ~ i g  a language by studying the rules of its 
graillmer and then applying these rules to the translation of sen- 
tences and texts froin mother tongue to target language and vice- 
versa. 

it involves systematic presentation and practice of carefully 
selected and grade gram~natical structures of the target language 
in effective and meaningful situations. The language items are 
reinforced through oral practice. 

the conimunicative approach is based o n  a semantic syllabus 
like the notional - f~lnctional syllabus. It attempts lo organise 
the language classroom so that the learners have to 'use' the tar- 
get lai~guage on their own in authentic communicative situations. 

3.8 ANSWERS TO CHECK YOUR PROGRESS 
1. An approach is a theory of the nature of language and the process of language learning that 

suggests an effective framework or method of language learning. The implementational 
sub-processes to be followed in the classroom may he called 'techniques' of language 
learning. 

For example, the structiual-oral-sit~~atio~~al [S-0-S) ~llelliod is based upon the behavjourist 
view of language learning. The language learning environment is organised in such a way 
that it reinforces correct the learning of language patterns by exposing learners to care- 
fully graded and selected language structures in nleaningful situations. Correct language 
habits are to be orally drilled. 

50 
50



Oral drills and use of substitution tables are two techniques which form the core for theApproaches, Methods andTeehaiques 
implementation of the S-0-S method. in English Language T d n g  (ELT) 

2. There is no best or standard method for language teaching. This is so because language 
learning situations differ widely with respect to the learners' existing language compe- 
tence; the material and human resources of the classrooin (i.e., availability of paper, pic- 
tures. blackboard, etc.) and the language learning needs of the learners. 

Thus the teacher has to step in as an informed decision inaker and selects and adapts 
methods and techniques that will effectively cater to the language needs of hisher learn- 
ers. 

3.9 SUGGESTED READING 

Nagaraj, Geet (1 995) : Approaches and Methods ofTenching English, Orient Longman, Delhi. 
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UNIT 4 DAEY LESSON PLANS: STRATEGIES 
FOR CLASSROOM TRANSACTION 

Structure 

4.1 Introduction 

4.2 Objectives 

4.3 Essential Components of a Lesson Plan 

4.4 Lesson Objectives 

4.5 Introducing a Lesson 

4.6 Presentation of Content 

4.7 Feedback 

4.8 Post Lesson Reflections 

4.9 Lesson Formats 

4.10 Let Us Suin Up 

4.11 Key Words 

4.12 Answers to Check Your Progress 

4.1 3 Suggested Readings 

4.1 INTRODUCTION 

"Succe$sful teachers are effective planners. Therefore, novice and experienced teachers alike 
must plan and plan well" 

Planning of instruction requires 2 lot of thought and attention, Alesson plan reflects the thinking 
and thq decisions of a teacher for effective teaching. A comprehensive plan encapsulates the 
instructional objectives, thecontent outline in the sequence to hepresentd, the learning activities, 
resourcks and materials and evaluation strategies necessary to achieve the hest possible results 
in a classroom. Thus, as the name indicates, a daily lesson plan is a plan to transact a lesson in 
a class, although it is not always possible to stick rigidly to it. 

The individual teacher dealing with her paqicular class of pupils is, as we know, working 
within an already prepared framework. This frameworkrepresenteflby the syllabus and materials, 
is general and common to all classes of a given level. It is easy to see that designers and 
produckrs of the conlinon c~~rriculum (especially the c o m e  book) do not have access to all this 
detailed information ahout every class in every school; and even if they did, they would not be 
able to include it in a conlmon curriculum in any meaningf~~l way. Thus the prescribed scheme I 

4 
found in the syllahus and materials amounts only to a loose and incomplete framework. The I 
teacher has to fill in the 'spaces' and fulfil the intentions of the curriculumplanners. She has to 1 

develop this scheme (words on paper) into teaching-learning activities that call for attention 
and effort (cognitive operations) on the part of real learners. These activities that make up 
lessons provide learning experiences. These lessons spread over a term or year constitute the 
mdjor pilrt of the actual instruction in given subjects that pupil receive in school. They are the 
building blocks of school hased instruction. The simplest way of descrihing the school teacher's 
job or $?ofession is to refer to the teaching of 'lessons in the classroom'. Of course the teacher 
does other things too; many things that happpen outside the classroom are also the concern of 
the teacher : homework is the best example. But nearly all these outside - the class activities I 

are linked to some specific aspect of lessoils in class. 

The pre-designed syllabus materials framework as we have seen is general. Lessons occur in 
particular classrooms and so have to be specific. This means making what happens during the 
lesson ilppropriate for the particular group of pupils involved. A 'teacher' giving private 
(individual) tuition to a pupil tries to match her tutoring to the needs of this learner. She does 
this partly by adjusting the complexity of presentation, the nature of explanations and illustrations, 52



the speed or pace of the discussion, the extent of repetitions and review. The classroom teacher DD~Y Lesson Plans : Strategies for 

faces a similar challenge, but in relation to say, 40 pupils. While paying individual and Classroom Transaction 

'personalized' attention to each one of them is clearly inlpossible, the teacher has to try and 
reach as many differel~t types of learners as possible - Lhe eager and the seemingly disinterested, 
the capable and the weak, those who try hard (even struggle) and those who give up easily, 
those who cooperate and those who disrupt, and so on. Handling such diversity with sensitivity 
and imagination is the central challenge facing the teacher. We shall see later in this unit how 
planning helps in this context. . 

The size and diversity of a typical class has another important inlplication. This is that lessons 
take place in a social context. A class i s  not made up of 40 isolated individuals sitting at their 
desks and dealing only with the teacher. The pupils forill social group: interaction among them 
is inevitdble as they are together for many hours a day. We could treat this as a nuisance; 
alternatively we could treat it as a valuable resource that can be built upon. We would then see 
lessons as something learners and teachers work together lo create. and not essentially something 
that pupils sit back and 'receive' like the strangers wlio happen to go into the same public 
lechlre hall or theatre at the same time. Interaction between members of this learning group is 
inevitable. We could view this as something undesirable that happens 'when the teacher's back 
is turned'. Alternatively, we could treat this as a resource. and make the participat~on and 
interaction among pupils as a valuable resource that can be made a part of lessons. 

What this means essentially is that different pupils could be doing somewhat different things. 
and some part (at least) of what they say and do contributes to the public lessons - and does 
not remain only apersonal learning experience. When individuals interact and collaborate they 
have different roles and so have to use language for different purposes. This means producing a 
wide range of texts. The 'language' available during a lesson thus does not have to be restricted 
to what is in the book or what the teacher says. When we discuss language lessons in the next 
section, we will see that these (potential) inputs from learners themselves can be of great value 
for language learning. 

4.2 OBJECTIVES 

After you have read this lesson, you will be able to: 

explain the need of making daily lesson plans; 

nanle the three important components of a lesson plan; 

discuss the relevance and significance of the different sections of a lesson plan; 

draft a lesson plan keeping in mind the different sections to be included. 

ESSENTIAL COMPONENTS OF A LESSON PLAN 

We have seen how the teacher needs to develop the base inaterialin the syllabus and course 
book into the processes of lessons. To some extent the nature of the 'subject matter' iiilluences 
the stmclure of (suitable) classroom lessons. Here we find that language has certain special 
qualities. For most school subjects the course book provides, in a fairly detailed manner: the 
items of content (information, definitions, rules, theories) that are to be 'taught'. This involves 
presenting, explaining, demonstrating, etc. by the teacher so that this contint is transmitted 
effectively to pupils and it becomes a part of their knowledge. For language (which we treat as 
a sk~ll subject rather than a content subject), the value of such conlent (knowledge) in itself is 
rather limited. 

The main objective of the teaching-learning of a living language - like English - is to help 
Ihe learners to become able to use it to communicate with others, by sending and receiving 
meuiingful messages. Forinal knowledge 'about' the language is useful, but this cannot be the 
primary concern of language lessons. This is imporla111 for teachers of English. But surely the 
pupil in Standard VIII or IX does not need to 'know' all this technical information. Similarly, 
gaining knowledge and understanding of the ideas (content) found in passages, stories, poems, 
that the course book contains is not a major aim in itself. Learning this content is prinlarily a 
means to the larger goal of becoming skilled in the use of English. 

There is a 'problem' that arises here which we must face. We have seen that neither 'information' 
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Instl.u~6~~ll;d Pl;umin~inTe;dling about tha English language as a systelll nor the 'ideas' in passages, poems. etc. form the central 
of E ~ ~ g l i ~ h  core or backbone of the language ci~rriculum. What does it consist of then? This is where we 

have to restate: indeed reaffirm one general principle emerging from our awareness about the 
nature of language, namely that language is learnt most successfully by experiencing its use. 
This does NOT meall that pupils have to talk and write (produce complex texts) most of the 
time. What it means is that during lessoi~s they should get a fair measure of exposure to and 
experience o f  language in use - similar to what the child acquiring a language 'naturally' 
seems to, gel very easily inosl of the time. 

The stories, passages, poeins, ... in the courseinaterials are texts of various types. How does the 
teacher help pupils to engage with texts in such a nlanner that they experience how meaning is 
expressed or conveyed through the language they contain? The samples of language available 
even in a Standard VII or VIII level course books will include a wide range of selections. 
Among them may be texts carrying descriptions of deeply felt personal experience, accounts of 
einotionilly powerful interactions among persons (characters), expressions (in vmse or prose) 
of joy anld zest, or of sadness and weariness, parts of speeches or documents that have inspired 
and moved people, descriptions or explanations of 'techilical' items that are clear and interesting 
even to p e  layman, pieces with hiddell meanings that emerge only after much readinglre- 
reading ind reflection .... 

The ohiective of language teaching (when we have brought learners together in a classroom) is 
not to 'transmit' the teacher's superior understanding and appreciation of such texts to pupils; 
it is rather, to help the111 experience or 'see for themselves' the meanings. Further, we would 
also want them to see how meaning is related to aspects of language form or structure as 
deinonstxated in the texts. What is interesting about such texts is that they can (with some 
seriousness and sincerity) be approached from many perspectives. Awholerange of 'questions' 
can be raised directly or illdirectly about a text: Who created it? Who is the senderlauthor? Who 
is it addiessed to? Why was it created? When? In what context/circumstances? Could the same 
'message' have been conveyed in some other way(s)? What response might it have generated 
originally'! Will other 'receivers' react in the saine hay?  The point here is NOT that dozens of 
such trivial comprehe~lsion questions nlust be asked in relation to every 'passage'. These are 
not 'comprehension' questioi~s as such; they are rather, ways of approaching and responding to 
texts. F& our discussion, these questionslapproaches represent the principle that many tasks or 
activitieb can be takeii up in class, that would carry discussion far beyond the specific and 
limited aim of finding the meaning of the passage. 

We should take note here of the special position that the language teacher is in. The teacher of 
a content subject who has to deal with a chapter with sonle such niatter, cannot afford to go 
into the open-ended questions suggested above, even if pupils are willing. This is because the 
objective of instn~ction there is for pupils to get or learn the ideas in the passages. Similarly, in 
a linguistics class, such selected texts serve as data for studying the rules of the language. 
However (and here is the important principle), in a language lesson such activities that take off 
from a given text - re-reading and reflection, dranlatizationlrole-play, rendering as picture1 
cartoon,; composing continuations (story completion is one example), imagining different 
endingslcontinuations: etc. - can be of value.They can provide many (perhaps not all) pupils 
with op~ortunities to engage and interact with texts following their own interests, attitudes and 
styles. There are no single 'right answers' to be produced or arrived at by all. Through such 
explorations pupils might get a 'feel' for how 'language works' to express meanings in a variety 
of settidgs. The discu.;sion and collaboration involved in such activities will also provide 
pupils with opport~unities to use language purposefully to negotiate meaning. 

The general principle for language instmction that emerges from this discussion is that the 
languagle lesson should provide for a variety of open-ended tasks demanding attention and 
effort and some lneasure of interaction on the part of all the pupils. Presentation and explanation 
of 'condent' by the teacher (to which pupils 'listen') should be only one of the strands in the 
processks of instruction in the classroom, but not the dominant one. Possible, it is after this type 
of effort on the part of pupils, that explanation-analysis by the teacher (good old fashioned 
pedagogy !) becomes really u s e f ~ ~ l .  Language lessons as we think of them now, have learner 
activity as a major and significant feature, and not merely something to be taken up (time 
permitting) after the usual presenting-explaining hy the teacher has been done. 
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Ffowever. 'learner activity' is not an end itself. Simply reducing 'teacher talk' will not 
i~utomatically lead to language learning. Good language lessons do not simply happen; they 
have to be prepared and planned w ~ t h  great care. It is not only the 'what' and 'how' of presentation 
lhat has to be planned, but also 'when' and 'how' pupils are to be involved, and how what 
they dotproduce can he built upon to create relevant learning experiences. We turn to some 
pract~col suggestions relating to planning classroon~ lessons with this perspective in the next 
section. 

There is no one prescribed format for a lesson plan, but there are three important components 
in any lesson plan. They are : 

a) The lesson objectives. 

t i  The teaching methods, materials, media aids, learlliiig taskstactivities and their organisation. 

c) Evaluative procedures. 

Gagne aid Br~ggs refer to these components as 'culchor points' In the des~gn of instruclio~l and 
comments that coilstant reference to these components helps a teacher 'to keep the lesson on 
target'. The same elements can be expressed in forms of questions, e.g. 

a) Where all1 I going? (Objective) 

h) How will I get there? (Steps by means of which the objective is achieved.) 

c) How will I know when I have arrived (The use of appropriate evaluative procedures). 

If a teacher keeps these anchor points and corresponding questions in mind, s h e  is able to 
develop a course of action that serves as a guide but from which appropriate deviations can be 
made, if necessary. 

We have noted over and over again that theindividual teacher is working within the framework 
represented hy the syllabus and course materials. In a typical school the 'academic calendar' 
for the year (agreed upon at a general staff meeting) will indicate the number of hourslperiods 
fcIr each suhject over a term, and during each teaching phase before unit tests, monthly tests, 
terminal exan~iriatioiis and so on. The broad sequencing arid time allocation for major syllabus 
topics or units is also done at the beginning of the year. 

l'he teacher's work towards planning and preparation for day-to-day instruction begins when 
the focus ilarrows down to 'what' will be done in a series of lessons linked to a unit (spread 
over about a week, say). The 'what' question here covers hoth topicslcontent and insuuctional 
activity. However elaborate the course book, it will not (and cannot) iildicate in detail the 
transactions involved when forty pupils and the teacher work together to 'cover' the given unit. 
Working these out in the form of a detailed 'plan' for each lesson and related homework/ 
assignments is the responsibility of the teacher. It is true that many teachers - especially 
experienced ones - do not write out detailed plans for every lesson. We might note here, that 
not having a neatly 'written' plan (which is clear to others) does not mean that there was no -, 
planning at all. Experinced teachers can rely inore on what they know intuitively and on their 
store of experience. They are less likely to be caught off-guard if sonlething unexpected happens 
in class, and are less vulnerable to getting stuck on one or two minor points and neglecting 

Y more inlporta~it matter. Planning is of importance for all teachers, especially for those at the 
heginiiiilg of their career. 

Planning as we treat it here should not be seen as a detailed list of things to do in strict order. Jn 
some mirli~llal sense, such programming of items in sequence with time allocations is of course 
useful; but plans nlust not become hurdens. (Imagine a father (or mother) insisting on following 
a carefully worked out 180 minute plarl for a family visit to the zoo, when the children are 
normal youngsters of primary school age.) The important principle underlying planning, 
especially of languagelessons, is that most of what pupils 'do' and 'experience' during a lesson 
should be purposeful. The different phases of teaching-learning activity making up the lesson 
hecome p~uposcful when they contribute in some way to the aims and objectives of the lesson 
and unit. Another way of saying this is that the objectives (learning targets) of a unit call for 
certain types of learningexperiences. The lessons related to this unit should provide them, and 
this is the task of the teacher. 

IOU Plans : Strategies for 
Classroom TraosacCion 
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Instructional Planning in Teaching 
of Englisl~ 

The term 'learning experinces' refers to what individual pupils mighl be perceiving, thinking, 
feeling, intending to do. attempting to do, while a lesson is in progress (and while doing 
homework, assignments, etc.). Such experiences undoubtedly are personal and private. No one 
else (like the teacher) can directly control them or order (demand) what they 'should' be. 
However, it is possible and reasonable to argue that certain types of teaching-learning activities 
would probably generate certain types of learning experiences. 

The course book (materials) represents one strand or layer of activities. Some of the activities 
commoilly indicated in course books arc: silent reading of short texls, re-reading of texts with 
specific purpoSes in mind, formulating responses to texts (explaining, predicting, relating to 
life), expressing then1 in speech or writing, working on language exercises, conlposing shorter 
or longer texts (written or spoken). Anlong the activities that thc teacher can add or develop 
from the materials are : listening to teacher's presentations-explanations, reading aloud, taking 
down notes (from teacher talk or blackboard work), engaging in a discussion with the teacher 
(all students can be involved e\~eii if only a few actually speak), working on taskslproblems or 
d i s c u s s i ~ ~ ~ s o m e  issue in pairs or groups. 

It is very obvious that the above list is only a sample and many more activities arc possible. 
This abundance oi.possibilities for classroom 'operations' should remind us lhat when teacher 
talk becomes the predominant mode of activity in a lesson Illany other possible and desirable 
things are not happening. Siinilarly if twenty minutes or more are devoted to writing answers 
or conlpositions (silently and individually) other possibilities are being set aside. It is the need 
to choose fro111 this large set of possibilities that makes planning and preparation for lessuns 
virtually unavoidable. Planning by the teacher does not necessarily mean major deviations 
from the scheme given in the course book. Modern Gourse hooks are well organized and contain 
a wide variety of activities. (After all syllabus designers and materials writers have expertise, 
library resources and lime in plenty !) The argulient we are considering here is not that the 
course book is unsuitable, hut that it is comlllon and general and hence incomplete. 

Given the wide variatioii in pupil characteristics and classroom situations across schools, some 
units will not match or suit sonle groops of learners. This is where the teacher has to make 
conscious choices aiid decisions, based on her intimate knowledge about her class - abilities, 
style, discipline, interest, and above all, their learniiy history, i.e. what they have and have not 
already learnt or been exposed to in earlier classes or in other subjects. Planning done with such 
infoririation in mind will lead to aplan/sclieme for a lesson (or set of two or three) that is tailor- 
made for each patticular class. Other teachers also dealing with the very same unit and topic, 
will develop diffaent plans. Thus thc essential part of planning is the selection by the teacher 
of activities (leufling cxperie.nces) "most suited to my pupils now" from thelarge inventor,v of 
'generally' good itenis available. 

One aspect of planning for lessons is the list~ng of a series of thi ngs that the teacher will do and 
the pupils will do along with the time estimates. This would fu~lctio~l like a detailedprogramme 
schedule. A second aspect of planning is linked to the einphasis we now place on pupil 
involvement and participation. As we noted in secion 4.1, sonle of what pupils do or produce 
can contribute to thc less011 proper. How does this happen? One example can be found in thc 
way composition Classes ;ue conducted sonletinles. A broad theme or topics is taken up for 
preliminary discussion. Opinions and syggestions from pupiis are invited and put up on the 
board with only mi~limal correction or editing. With this pool of ideas as a base, the focus and 
structure of the piece (paragraph, report: story, ... ) is agreed upon and the actual writing begins. 
Now let us look more closely at what happens. Instead of the teacher simply 'giving' a topic 
ilnd outline of points/hints (such complete writing exercises 2ue found in course books), their 
ideas and suggestions are niade a part of the preparation forwriting. hi idea that one pupil has 
is made available to others. Individual pupils thus contribute to the 'inputs' received by others 
as a part of the lesson -helping the teacher in effect. The point to be noted in relation to 
planning here is [hat such a process of participation is open-ended aiid unpredictable. A class 
may find the propos~ed theme very exciting and virtually flood the teacher with their ideas; or 
they might be quite bored alld unresponsive. In the former case the teacher will have to manage 
the discussion skillf~~lly and move to the next phase at an appropriate time. This has to be done 
sensitively. After int'iting pupils to offer their ideas it is unfair and discouraging to cut short the 
discussion suddealy, after only il few have spoken. The teacher needs Lo anticipate what happens 
and be prepared. This is what lies at the heart of planning. 56



! I 'beck Your I'rogress 
1 

I 
i I Yot rs  : ;i) Wriic. yolir alissvcrs ill tlic space given bc!:lw. 
i 

i !i) ('c~mp:irc yo:lr answers w i ~ h  thosc givi.11 at Ihc ~ 1 i i 1  ~i the unit. 

i Cir~~il~Iele llic hlli.!wing sentences: 

I ivi  1,cso11 i;l;~!rs arc helprill hcc:iuse i ..................................................................... . 1 I 
.... __--___.-_____l_-L 

4.4 LESSON OBJECTIVES 

The lesson objectives are framed keeping in mind the particular children and their level. These 
objectives which list the learning intent both in broad and specific terms may be formulated 
either in non-behavioural or behavioural terms. The behavioural objective explicitly states the 
observable abilities (the behavioural change) the reacher desires the learners to acquire. For 
example; if you, a language teacher have a prose text on wildlife conservation to teach in Class 
VIII. your instructional objectives may he as follows: 

- - 

At the end of the lesson, the s tude~~t s  will he ahle to: 

en~unierate the traditions/customs that contributed to wildlife conservation; 

conipare and contrast protection of forests in pre-British and British period; 

distinguish characteristics of private hunting reserves of British period and protected 
national parks and areas of independent India; 

arrive at the meaning of certain phrases like closed season, hunting preserves using 
contextual clues. 

Daily Lesson Plans : Strategies for 
Classroom Transaction 

tiame the following instructional objectives for a poetry lesson: 

At the end of the lesson, the lear~iers will he ahle to : 

explain the three poetic qualities of Rhythm, Rhyme and alliteration with reference to 
the poem. 'The West Wind' by John Masefield. 

1 give examples of alliteration from the poem. 
1 1 

Instructional objectives lilfil a three-fold function. They guide the teacher in selecting and 
o-ganising learning activities that facilitate effective learniug. The objectives also provide a 
:ramework for post-teaching evaluation. They also make the learners aware of the skills and 
knowledge that they are supposed to master. 

- 

I Check Your I'rogress 

Notes : a! Write your answers in the space give11 helow. 
! 

13) C'o~upare your iuiswers with those give11 at the c~ id  of thb unit. 

1 1  I!istruc~~onal nhlccrives ;Ire considcrecl an cssenkll part ot a lesson plan because 
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Instrudit~nd Planning in Teaching 
nf English 

I 
ii) I1 ia ihlvisithlc to ~o111~11uiiic;ltc ~ h c  i n s ~ r ~ ~ ~ t i o ~ l a l  ohjeclives Lo the leiuners hccause j 

............................................................................................................................... 1 

I 111) B c I ~ ~ J  ~ O L I ~ ~ L I  obje~ I I ~ C ~  expect 11ic Idarncrs to tlcmonstraLc 

I ............................................................................................................................... 
! 

.............................................................................................................................. i 
- .  
3.  Stiltc ~ l i i ~ l i ' o i '   hi: IO110a~i1ig ~nstr~iction;~l ohjcc~~ves are ohservahlc iuiU mcasurahlc 1 

! 
Tlie ~Luilc~~t will be ilblc lo: 1 

I i)  Co~npreticilJ the 111eaning ot the poem. , 
I 

4.5 INTRODUCING A LESSON 

Learning cannot take place, unless a learner is ~notivated and has interest in what is going on in 
the class. At the heginning of thelesson, it is therefore imperative to attract students' attention 
and interest. Althbugh it would depend on the level of the students and the topic to be taught, 
you can consider Fome of the following techniques. 

a) Ry relating the days lesson to what has already heen taught before, thc tcacher 
establishes a link hetween the past less011 and what is to happen today. A teacher may 
hegin with a recap~tulation of what was done in the previous class and then explaili how 
the day's lesson takes oTf from what has already heen done. 

h) An overview,of the lesson can be a summiuy of the content, or by making the learners 
aware how thit. new knowledge call he llsed by them in daily life (e.g. writing a letter of 
complaint in case a faulty itel11 hds been sold to  you) or by posing aproblem the sol~ltion to 
which is to he gathered from the day's lesson. 

c )  Ausubel's concept of advance organisers is also closely related to arousing student interest. 
Advance orgmsers can he genedisations, definitions, or analysis which act as a conceptual 
hridge betwean the new and old ~nformation. The students also get to know what to look 
for in the forthconling lesson. 

d) Sollletimes a teacher may use the instructional objectives ot a lesson as alneans to motivate 
the students. By conmunicating what the students are supposed to do at the end of the 
lesson. the teakher builds '1 'kind of expectarlcy' froin the day's lesson. 

.... As Moore comments, "Motivating students is not always an easy task Let your topic and 
known student interest provide clues for creating lesson motivators ..... Provide a tickler .... Pose 
a perplexiiig prohl~ln. Share a story. These are all possihilites for setting the stage for teaching". 

.- 

I I 1. State whether True or Iinlse. 

I 1 1 )  Inrroducuona to lessons shol~ld he s ~ m ~ l i ~ r .  [TF)  i 
I 

iii) A a~nlinari ol'tlle content 10 he taugl~~ can he used as an inuoduc!ion I 

lo ltle day's ICSSOII. ( T F )  I 
I 

iv) Advancc orgal~isers hclp students to relnc~~lher and ;1y1;1y ol i l  
inl'or.~na~ion to clay's (ncw) Icsson. (TiFj 
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Daily Lesson Plm : Strategies for 
4.6 PRESENTATION OF CONTENT ~~assroorn Transaction 

Usually a well planned lesson includes not just the content but also the strategy that would be 
used for the presentation. These days, many of the English readers developed on the 
comnlunicative approach, indicate the activities that need to be undertaken at particular point 
crf time and whether the activity involves individual worklpair work or group work. Also with 
a renewed emphasis on i::tegration of skills, a language teacher now has indications in the text 
hook itself in organising a variety of tasks which synthesize both content and comillunication 
skills. 

As alesson plan usually indicates the steps you as a teacher w o ~ ~ l d  like to follow while teaching 
a particular lesson, the questions that you intend to ask to check the comprehension of the 
content presented, the blackboard work you would like to incluck in the class, are all included 
in the sequence that you intend to have. 

(Before you start writing your lesson plans, yon should revise the lessons on teaching Reading, 
Writing. Listening. Speaking, Grammar, Prose and Poetry - so that you recapitulate how as a 
teacher you have to act more as a facilitator to learning rather than a transmitter of information. 
You must relnenlher that your students .are to acquire the language skills through active 
participation and that the tasks and activities that you sdect and organise for them should help 
them to master the different skills. 

This sectiol~ of the lesson plan is significant because it Indicates how you want to go about 
teaching the lesson. You must remember that a variety ot techniques and reinforcement of the 
skills are essential for effective acquisition and assimilation of new content. 

Check Your PI-ogress 

Notes : a) Writc your answers in the space glvcn below. 
h) Con~pare your answers with those civen at d ~ e  cut1 0 1 '  the unit. 

5 .  Choohc any lusson of your choice from ;HI Enpllhh Textbook prcscrihcd for schools in 
your r eg io~~ .  Mention the lesson you have chohcn. 

6 .  Choose any text - prose. poetry. composit~on. Melition thc 1ecso11 you would like 10 

work ou.  

...................................................................................................................................... 

7. List thc questions that you would llkc to pose your students. i 
I 
I 

8. Is there any scope of pair work or group work in the lesson of.yom choice? If yes, writt. 
i n  dclidl how you would go ahout orgiu~ising it. [If not. think of a writing task or oral 
ac(ivity wliicl~ c;ln he refated to the theme ol the lesson). 
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4.7 FEEDBACK 

So fLr you, the teacher. were involved in presentation, exposition and explanation through oral 
questioning, discussions and il1ustrations.You also had to reillforce and consolidate the newly 
acquired knowledge or skills through practicelusein llew sit~~ations. But your lesson would be 
incomplete without tletcrn~ining how well the studeuts have mastered the intended learning 
outcomes of the lesson. This call he done hy you hy provitling opportunities for the learner to 
de~nonstrate what has heell leanled. Such denlonstration o f  abilities inay take a written, oral, 
creative o r  practical fonn and can also he reinforced and consolidated through home assignments. 

This stage is importaut as the teacher tries to fiud out not o11ly how well hislher 1e:arners have 
acquired Ilhe new skill hut also if s h e  has heen able to d o  what sI11e wai~tetl to do. 

4.8 PQST LESSON REFLECTIONS 

Douald Cru~ckshank (1 987) suggests that those teachers who consider their teaching carefully 
and thoaghtfully hecome hetter planuers and s~~ccessful teacher,\. According to Cruickshank. 
careful reflect~ous on past experiences result in teacher growth nnd lead to more eftective planning 
and teaching. 

Through such refleclive teachiug thc teacher nlight record any interesting points that came up, 
ally changes slhe had to make in lessou plaii i11 the class, or slhe might exaniine student 
satisfaction with the lessoil or examine whether all students were actively involved in the 
lesson or if the group activity did oot go 011 very well what could have heen the possible causes. 

Such analysis would uudouhtedly help in improviug classroo111 pracbce. in short, hoth planning 
and reviewing lessons are liecessary and usehl tor teaching. 

4.9 LESSON FORMATS 

We have alqeady mentioned that therc is no one set lesson format which you can use for all 
lessons. What you have to keep track of are the three componci~ls or anchor points. However, in 
this sectiou wc irlclude for you two forniats which you nlay like to usc wheu you start planning 
vollr less011s. 

1,esson Plan Format 1 
1. Less011 Topic 
2. Objectives 
3. Introduction 
4. Procedures or steps 
5. Colrtent Outline: 

a) Key Questions 
h) Possihle Aliswers 
c) Su~ll~llary 
(Suh-stage 5 to he repeated till the end of the lesson) 

6. Recapituliltion and Conclusion 

1 10. Application I 

7. Assigiiment 
- 

Lesson Plan Format 2 
1. Sub.ject 2. Date 
3. Class 4. Time 
5. Leshon Plan Nuniher 
6. Objectives 
7. Audio visual aids 

Content 
8. lutroduct~on 
9. Presentatioi~ 

Method 
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In Forniat 2 the teacher indicates in theMethod column how slhe intends to teach the expressed 
content of the lesson. Instead of writing ask questio~is - the teacher has to write down the 
y uestion that shehe proposes to ask. The method column may further state how organisational 
[eatures are to he  implemented (individual worklgroup work or free activity), how the blackboard 
is to he used, how illustrative material is to he used, details of assignnlent evaluative techoiques 
a1d so on. 

You may also find the following Tdble on con~parison of teacher-centred and student-centred 
inethodologies helpful to choose your approach. 

Table 5.1 : Comparison of Teacher-Centered and Student-Centred Methodologies 

Amount of 
Method Teacher Control Intent and Unique Featurcrs 

Teacher-Centered Instructional 
Approaches 

Lecture High Telling technique. Teacher presents information 
without student interaction. 

Lecture-Recitation High to 
nloderate 

Telling technique. Teacher presents infor~llation and 
follows up with questionlanswer sessions. 

Moderate 

Modeling 

Interaction technique. Teacher uses question-driven 
dialogues to draw out information from students. 

Vernonsrration High to 
moderate 

High 
moderate 

Showing technique. Individual stands before class, 
shows something, and talks ahout it. 

Student-Centered Instructional 
Approaches 

Low to 
moderate 

Panel Low 

Debate Low 

Role Playing Low 

Cooperative Learning Low 

Discovery Low to 
moderate 

.Inquiry Low 

Sinzulations/Gatnes ' Low 

Individunlized Insrrr~ction Low to 

Showing technique. Teacher or individual behaves1 
acts in way desired of students, and students learn by 
copying actions of model. 

Interactioi~ technique. Whole-class or small-group 
interact on topic. 

Telling technique. Group of students present andlor 
discuss intbrmauon. 

Telling technique. Competitive discussion of topic 
between teams of students. 

Doing technique. Acting out of roles or situations. 

Doing technique. Students work together in iluxed- 
ability group on task(s). 

Doing technique. S t u d e n ~ s  I'ollow established 
procedure for solving problenls through direct 
experiences. 

Doing technique. Students establish own procedure 
for solving problems through direct experiences. 

Doing technique. Involvement in an artificial but 
representative situation or event. 

Tellingldoing technique. Students engage in learning 
designed to fit their needs and abilities. 

Independent S t u e  I Tellingldoing technique. Lkarn~ng carried out with 
little guidance. 

fioul.ce : Secondary Instructional Methods, Kenneth D. Moore, 1094, Brown and 
BenchMark.) 

Lemon P1mm a Strategies fer 
fi3assroom Tkansaction I 
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Procedure : 1. After the oral reading, ask students to explain when and how the 
author introduced the main character. 

I~atlucticmaJ t l a m i n ~  in Tehiw! 
of Enghsl~ 

2 .  Discuss the promptness with which authors introduce the main 
character, setting, and plot in short stories. Record responses on the 
chalkboard using the hell-shaped curve to portray the elements of 
short stories. 

We also include a few specimen lessons which you may find useful. 

Lesson Plan No.1 

Topic : The elements of story writing 
Objectives : Given a picture stin~ulus, students w~l l  be able to write a short fiction 

story that contains the needed elements for a short story. 
Introduction : Read aloud a short fiction story that will be of interest to the class. 
(set induction) (.lrrr/zping Mouse, a short myth, demonstrates the elements in an interesting 

hut condensed form.) 

Content : The elements of a short story 

1. Short story beginning. 
A. Descrihes the setting. 
B. Introduces the maill character. 

C. Introduces the plot (prohlem or goal the main character 
attempts to solve or achieve). 

11. Middle story elements 
A. First roadblock (character's attempt to reach goal). 
B. Second roadblock. 
C. Clinrax of story (character reaches goal). 

111. Story ending 
A. Make conclusions. 
B. Wrap up any loose ends. 

I 3. At this point, ask students to suillnlarize the elements needed in a 
short story's heg~nning. (They should be able to identify; introduction 
of the n~ain character, description of the story setting, and introduction 
of  the story plot.) It is important to convey to students that the order 
in which the elements are intr0duced.i~ not important; but rather, 
that the inclusion of these elements is a crucial feature of the short 
story. 

4. Nexl, ask students to recall the first roadblock (or difficulty the main 
character had in attempting to reach the intended goal). Record 
responses on hell curve and stress that the nliddle of a story includes 
the majority of the story - including the story's climax. 

5. As sludents recall the roadblocks presented in the short book, 
continue to record these on the hell-shaped curve to demonstrate the 
rising tension presented in the story. 

6 .  Ask students to describe how the main character finally confronted 
and solved the problenl presented 111 the ~ntroduction of the story. 
Explain that t h ~ s  element IS called the climax of the story. The climax 
should be placed at the top of the bdl-shaped curve to isolate it as 
the peak of the story. 

7. Ask students to sulnnlarize the elements that constitute the middle 
parts of a short story. (The bell-shaped curve on the chalkboard should 
reveal that the middle story elements are coillposed of roadblocks in 
the nlain character's attempt to reach a goal. and the climax or the 
reach~ng of that goal.) 

8. Finally, ask students to talk about the hrevity the author uses to end the 
story qi~~ckly once the main character has reached his or her goal. 
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Closurc : Ask students to make an outline of the elements of a short story using the 
information preseiited oil the hell-shaped ciuve. 

Evaluation : Consider sn~deiit's answers to questio~is during class discussions. Check 
students' short-story outlines as work is being completed. 

. i 
Assignmeot : Let each student choose a picture fro111 a magazine and instruct them to 

use the outlines as a guide iu wntlng a short story ahout the picture 
selected. 

- - 

(Source : Sec.ondc~ry Instrrutional Metlzod.~, Kenneth D. Moore, 1994. Brown and 
Benchmark) 

Lesson Phn No. 2 
Class : VIII A Subject : English 

Topic : Composition 
1.  Specific Objectives 

a) to help students write correct expressive English. 
h )  to ellcourage them to have different and original ways of looking at a suhject. 
c )  ro show them how to organise their thoughts into a compact whole. 

2. Introduction 
"A Visit to the Bazar on a Hot and Rainy Day". Discuss atmosphere. Now I shall read 
out two extracts 011 it. Take note of anything that attracts your fculcy. 

3. l'resentstion 
i Extracts fro111 Gerald Durrell and Priestley with expression. drawing their attention 

to words that help huild up the atmosphere. 
h )  D~scussio~i ot extracts in terms of almosphere. 
C) Coml~osition - framework is hu~l t  up with the help of the class. The following is a 

probable outline. 
Outline 

1. An overall appearance of Janpath - Plac3'r~~enr \ 

- Ramshackle pieces of corrugated steel. 
- Haphazardly put together. 
- An anachroriism at the portals of dignilied Connaught Place. 
- Modern, sophisticated tall buildings all around. 

- 2 .  The Srene 
Bright splashes of colour. 
Y o u o ~  college girls - their airs. 
Matrons. leisurely walk. 
H~urying. scumyiug passers-by in contrast 

3. Hawkers and beggars 
Slzrill. piercing cries. 
- children tugging at your chimni. 
- pictiiresque beggars with grotesque sores. 
- eccentric hippies condescendiiig to ask you to huy a fake watch. 

4 .  The Sl~ops 
- Exciting wares, irresistible placards saying "SALE". 
- Clever salesman, baiting uilsuspectiilg fish. 

I - Dazzling light: strong odour of perfume. 

I - I~ivitiiig ice-cream, nlod discothoques. 

5 .  Aft~losphere 
I 

- Pictures 
- Movements 
- Inc~dent, events 
- NO IS^ 
- Life - as ~t goes by. 

I (Source : Racslzing ($ Englislz : A Modern Approcrc-11, Dr. K .  Bose.) 
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Imtructiond Plrcnniog in Tending Activity 
of English 

1. You have taught a lesson that you had planned. At the end of the class when you start 
asking recapitulation questions, you find that many students had not understood some 
portionslteaching points. What would you do? 

2. Would you as a teacher like to analyse your lesson after you have taught one? Givereasons 
for your answer. 

4.10 LET US SUM UP 

A lesson plan should provide a structure to a lesson, but one must be flexible. 

The instructional objectives are framed according to the level and abilities of the students. 

Plan interesting ways of introducing your lesson 

Break your lessons into clear steps or stages. Match teaching strategies to lesson objectives. 
Include different kictivities to hold student interest. 

Provide opportunities for practice and reinforcement. 

Review the lesson for feedhack on student learning (achievement of objectives) and your 
own teaching. 

4.11 KEY WORDS 

lesson plan : 8 proposed course of action that serves as a guide for teaching a 
lesson. 

objectives : the specific learning intent of the day's lesson. 

introducing a lesson : an activity at the beginning of the lesson to attract student 
attention and interest. 

presentation of content : a sequential listing of activities (selected to achieve the 
instructional objectives). 

feedback : an activity or technique to determinehow well the students have 
mastered the intended outcomes of the lesson. 

post lesson reflection : analysis of and reflection on one's classroom teaching. 

4.12 ANSWERS TO CHECK YOUR PROGRESS 

1. i) A daily lesson plan is a proposed course of action to teach a day's lesson. 

ii) The level, interest and abilities of the student. 

iii) The lesson objectives, the teaching methods and feedback. 

iv) It prov~des the opportunity to plan the activities carefullylprepares a teacher to face a 
C ~ ~ S S .  

2. i) On them depend the activities to be chosen and the procedure for evaluation of the 
students. 

ii) The students know what they are expected to master at the end of the lesson. 

iii) The ahilities/skills that are specified for mastery. 

3. (ii) and (iv) 

4. I )  False 

ii) False 
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i l i )  True 

iv) True 

5 .  0pe11-ellrled. 

6. Open-ended. 

7. Open-ended. 

8. Open-ended. 

4.13 SUGGESTED READINGS 

Kemp. el. aI. ( 1  994): Desl~nlng Efective Instr~rctron, Maclnillan College Puhlishi~lg Company. 

Moorc. el. al. ( I  993): Seconclar)) Instrrrcttonnl Methori.~, Brown and BenchMark. 

A Guide lo Tedchillg Practice. 
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BLOCK 2   LISTENING COMPREHENSION
AND SPEAKING

Block Introduction

The main focus of this Block is to discuss the various aspects of listening comprehension 
and speaking in teaching-learning situations. The first Unit is an attempt to equip you as a 
teacher with skills required to impart necessary listening skills to your learners. The unit 
also highlights the process of undertaking phases activity in this context.

The third Unit i.e 'Developing Speaking/Oral Skills' focuses mainly on the importance of 
spoken and oral skills. here your role as a teacher is also brought into light especially for 
sustaining and enlivening oral skills.

The second Unit introduces the reasons for teaching listening while highlighting the 
different kinds of listening material and activities that can be used with the learners. The 
unit also discuss how listening skills can be integrates with speaking, reading and writing.

While understanding the nature and need speaking activities for the learner, the fourth 
Unit, 'Speaking Activities', attempts to focus on the need to forge the link between the 
curricular to the real life needs of the learners, incorporating real life situations so that the 
learners can systematically and efficiently acquire a repertoire of oral skills, your role as a 
teacher, once again is highlighted and emphasised as being centre, stage.

The last two Units namely 'Testing Listening Ability and Listening Comprehension and 
'Testing Speaking Skills' deal mainly with student assessment and evaluation in these two 
areas. There is a discussion on the variety of items that can be used different levels for 
testing listening comprehension and speaking skills. The task of teachers here is to specify 
the skills they aim to test, check the conditions in which the test is taken (as this affects the 
difficulty level of the test) and also help to keep track or even vary the criteria of 
assessment of different tasks.
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UNIT 5 TEACHING LISTENING - I 

Structure 

Introduction 
Objectives 
Different Kinds of Listening MaterialIPassages 
5.3.1 Using Authentic Materials 
5.3.2 Using Recorded Listening Materials 
5.3.3 Using Live Listening Materials 

'The Listening TaskIActivity 
.::. 

5.4.1 Extens~ve Listening 
5.4.2 Intensive Listening 

The Three Phases of a Listening Class 
5.5.1 The Pre-listening Phase - 

5.5.2 The While-listening Phase 
5.5.3 The Post-listening Phase 

Sample Listening Lesson 
5.6.1 The Pre-listening Activity 
5.6.2 The While-listening Activity 
5.6.3 The Post-listening Activity 
5.6.4 Comments on the Lesson 

Let Us Sum Up 
Key Words 

5.9 Answers to Check Your Progress 
5.10 Suggested Readings 

5.1 INTRODUCTION 

The aim of teaching listening comprehension is to help learners of English develop skills to 
cope with listening to speech in real life. Listening is an important though difficult skill which 
is often overlooked in the formal teaching of English as a second language. It needs to be 
developed consciously and systematically. Learners of English at the secondary stage have 
to comprehend speech in a variety of situations, such as the following: 

listening to a talk or lecture 

participating in a meeting, seminar, debate or discussion 

participating in a conversation 

listening to announcements at school and at public places outside school 

taking part in a lesson 

participating in a telephone conversation 

listening to recorded/broadcast music, news, sports commentaries, wheather fore- 
casts, etc. 

watching a ti lm, play or TV programme 

being interviewed 

being tested orally in a subject of study. 

5.2 OBJECTIVES 

. This unit will enable you to : 

identify the various situations where the learner needs to practise and develop 
listening skills; 
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Liqtenin~ Comprchenslon and identify and differentiate between the three kinds of listening materials for teaching 
Speaking listening comprehension; 

familiarise yourself with a sample listening lesson; 

a understand the chief features of an effective listening lesson. 

5.3 DIFFERENT KINDS OF LISTENING MATERIAL1 

PASSAGES 

There are three main kinds of listening materials that you can use for the listening lesson. 
They are: 

authentic listening materials 

recorded listening materials 

live listening materials 

Each of the above has its own advantages and disadvantages. Let us examine and find out. 

5.3.1 Using Authentic Materials 

Authentic materials consist of speech recorded in real situations and thus provide learners 
with real-life listening tasks. The language they hear is real and not rehearsed or artificial. 

But learners may find the language difficult to understand. It may be too fast, rambling, 
repetitive or unclear. It cannot be readily graded and thus may be unsuitable to the learner's 
level. 

One of the ways to overcome this problem is to give the learners notes and undertake some 
pre-listening task. 

Examples of authentic materials can be recordings of announcements in the examination hall., 
on the school sports field, e.g., a sports commetltry, radio recordings, an-~ouncements mader 
at the railway station, bus stop and at the airports. 

Real life dialogues and discussion can also be used authentic materials. 

5.3.2 Using Recorded Listening Materials 

Recorded materials are listening inputs which have been specially scripted for teaching 
purposes. For example, the Class 1X CBSE Course A English Textbook Inleruct has 
recordings of listening inputs which can be used by the teacher to heip develop listening skillis 
in the Learner. In addition, many learning material developed for second language Learnel's 
have accompanying audio casettes and worksheets. Besides this, the teacher can develop her/ 
hi, own listening materials in tape. 

In using recorded materials there are the following advantages: 

1. Learners can get exposure to a variety of voice and a range of accents making it more 
realistic. 

2 .  It gives them a chance to hear several people participating in discussions or conversations. 

3. The teacher or student can stop the tape, repeat and replay the cassette as often (s)he 
likes. 

4. it also gives the learners the option to practise and develop listening skills on their own. 

As visual clues are absent in recorded material, it forces the learner to concentrate on tclne 
of voice, type of vocabulary and thus the focus becomes the actual speech/conversation. This 
gives intensive aural practice to the learner. 
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Teaching Lirtening-I 5.3.3 Using Live Listening Materials 

One of the major advantages of using live listening materials is that it is much easier to 
control the level of difficulty and formality since here, the teacher hersklf may be speaking 
the piece. The teacher can convey the materials meant for listening practice in her own words 
and can simplify or slow down the listening text to suit her students' level. She can make 
her own speech natural by using skeletal notes and not a fully scripted listening passage. 
Some teachers find this difficult to do. They feel over anxious and are unsure about their 
language competence. But they must remember that they are not supposed to provide a 
perfect model of the language to their students. In a listening lesson, the principal aim is to 
strengthen the ability of the learner to understand the spoken message and not to model one's 
speech on the teacher. 

('heck \'<jut Progress i 
Notes : ; a i  Writ? your answers in the space given bulotv. 

k Compare your anstvers tvith those given at the end of :hc un i t  

2 .  i.i>i :li: !lames of tliree I<irids of listeniiig lnaterials ih~!i can bc ~ ~ s e d  b n ~ c a c h t ~ . .  
t$h,~l i11.6 I!):: i ~ ~ l ~ i l l - i t i l g ~ ~  iuid disadvantages of each of the tiit.ce kinds of Iisrci~ing 
!l~:!t~ri:l: .>,? 

I U:tmc. Ad\ vntsges Disadvantages I 
/ -- _ -_ - _ - _ _- _ _ _ - -_ __- - _ - --l_j 

I I 

I 

I I?)  
I 

- --- - 

5.4 THE LISTENING TASWACTIVITY 

The listening task can be of two kinds - extensive and intensive. Let us examine these two 
kinds of tasks and find out their differences. 

5.4.1 Extensive Listening 

During extensive listening the learner listens to an interesting story, radio programme or 
anecdote. The listening material may be lengthy. The learner listens for pleasure and is not 
expected to complete a worksheet or a task. Extensive listenifig may take place inside or 
outside the school. 

5.4.2 Intensive Listening 

Durlng intensive listening, the learner listens very carefully. For example, while listening to 
directions the listener listens with full concentration. Such listening material is short and has 
a special task or worksheet designed on it. There is some amount of challenge so that the 
learner feels motivated to complete the task. It is through the completion of this task that the 
learner gets practice in specific listening skills. The intensive listening practice takes place 
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Listening Comprel~envion and in class and should be so designed that it is practical, easy to administer, and can be 
Speaking completed within the time limit of a lesson. 

The listening tasks are effective if the learners have a well designed, interesting and 
careflully graded activity to complete. Some of these tasks can be to express agreement or 
disagreement, take notes, make a picture or diagram according to instructions or answer 
questions. 

The task which is set on a worksheet prepares the learner for the kind of information to 
expect and how to react to it. It helps in contextualising and aids comprehension. Very often 
the listening task is based on filling in diagrams, grids, maps and tables. It is important to 
bear in mind that these grids etc. are simple and do not become overelaborate. 

The listening material should not be densely packed and go beyond the understanding of the 
learner. The learner must be able to complete it within a given time. Very lengthy intensive 
listening practice can de-motivate and frustrate the learner. The task that the learner is 
expected to do should be simple like making short, intermittent responses by marking, 
drawing, ticking off or writing one or more words. The task should not require the learner 
to write or read too much information. 

Most learners enjoy working on listening tasks as they are responding actively, provided the 
listening task is based on interesting themes and the exercise is carefully designed and 
executed. By the middle school stage, the learners have a wider range of topics and interests 
and tlius the teacher can choose from a variety of listening tasks. 

There are three phases of a listening class. But a very important phase of the lesson is tht! 
preparation that goes before it. 

The teacher has to plan a great deal on the physical aspects of the l i s t e n 6  class. The size 
of the class, the arrangement of the furniture, the availability and quality of cassettes and 
recorder have to be taken care of in advance. The listening material may be excellent, the 
worksheets well-graded and contextualised but if the physical arrangements have not been 
planned for in advance, the listening lesson may end in failure. 

Let us discuss the three stages of listening with the help of an example. 

Read the listening task given below. 

5.5.1 The Pre-listening Phase 

Asking for directions 

Idtroduction 

Today we are going to find out how to ask for directions - and how to follow them. Later on you 
will have to give directions too. When you go to a new place you have to ask for directions. 

Objectives 

At the end of the lesson, you will be able to: 

a ask for directions, 

0 follow directions, and 

0 give directions clearly 

At times people are helpful. Sometimes you may askaperson whocannot guide you. Lets see what 
happens when Muthu reachesMithapur Railwaystation. He has come to play a cricket match ;and 
the teams are staying at the Youth I-lostel B-10. on Senapati Marg. 

Before listening tothe tape lookat the map given in the worksheet and study itcarefully. See where 
8 Muthu has to go. 
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Text 

Muthu 

Stranger 

Muthu 

Policeman 

Muthu 

Policeman 

Muthu 

Policeman 

Muthu: 

: Excuse me - can you tell me where the Youth Hostel is? 

I'm sorry I don't know - I'm also new here. Why don't you go and ask 
the policeman near the gate? 

: Thank you. That's a good idea. (Walks up to the policeman) Excuse me. 
Can you tell me where the Youth Hostel is? 

Which Youth Hostel? 

The one on Senapati Marg. 

That's quite close. Are you going to walk? 

: No, I'll have to take an authorickshaw as I have a lot of luggage. 

: The autostand is just outside the gate. Take the street exactly opposite. 
That's Main Street. Don't take the first turning left. Go on till you reach 
the Clock Tower at the corner. l'htln turn left. After you turn left, take 
the second turning right. That's Senapati Marg. The Youth Hostel is the 
tenth house on that road. It has a large blue and white sign outside. 

Thank you so much. You have been most helpful. 

Now answer the question of the worksheet. Switch of the tape now. 

WORKSHEET 

Asking for Directions 

1 .  As you listen to the tape mark the route that Muthu took. 

Senapati Marg  

Entry Sen Dairy 

B Block 

6 E n. 
2: 1 Cf) 

D 
3 
Y 

o;T 3 2 

Entry 
+ +  

Auto Stand Main Street 

A Block 1 
D Block 

Clock 

C Block 
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Lirtr~ing Comprcbearion and Put a tick ( J ) against the correct answer. 

2. Muthu has come to Mithapur to 

A. visit his friends. 

B. I play a cricket match. 

C. for an interview. 

3. Muthu asks the policeman for directions because 

A. he is standing near the gate. 

B. policemen are always helpful. 

C. he lives in Mithapur, so he should know where the youth hostel is. 0 
4. Th& policeman asks Muthu "which Youth Hostel". This shows that 

A. there is more than one Youth Hostel in Mithapur. 0 
B. he does not know where it is. 0 
C. he does not want to help. 0 

5 .  Muthu should recognise the Youth Hostel easily because 

A. it is on Senapati Marg. 

B, he has been there before. 

C. it has a big sign outside. El 
6.  Muthu decides to take autorickshaw because he 

A. is tired. 

B. does not know the way. 

C. has a lot of luggage. 

7. Muthu hurts his hand while playing cricket. He asks the manager the way to the hospital. 
As the manager of the Youth Hostel, give Muthu directions to go from the Hostel to the 
Hospital. 

Start like this: 

When you get out of the Hostel turn left. 

Follo* up Activity 

Practice saying some of these sentences. 

1. Excuse me! Can you tell me where the Youth Hostel is? (Where the library is?/Where the 
office is?/ Where the Accounts Department is?) 

1 .  For the correct way to speak, listen to the tape again. 

2. That's very close/near/far. 

3. I hm sorry I don't know. 

(Source : English Audio Lessons Work Book, Secondary Level, National Open School, New 
Delhi.)~ 

In this phase the teacher sets up the activity which gives the learner a purpose for listening. 
A quick look at the listerling exercise helps the learner to understand the context and what 
(s)he has to listen for. The pre-listening activity is a very short phase. At times the learner 
may be asked to predict what they will hear. For example, for the worksheet given above the 
students may be asked a few preliminary questions, e.g., what would they do if they go to 
a new place and have to find out a particular place; if they know how to use a road map to 
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find a place, etc. The students can also be asked to familiarise themselves with' the road map 
as given in the worksheet and to read through the questions. 

5.5.2 The While-listening Phase 

During this phase the learner completes the task based on the listening material. The diagram/ 
mapltable helps the student as it gives an idea about the listening passage. It also gives the 
learners the necessary support as it gives them clues whether the answer is to be given in one 
word or phrase form and not full sentences. It helps them to concentrate on the listening 
activity rather than worry about grammar or reading. The learners should be encouraged to 
gather as much information as they can from the passage while-listening. If they fill in the 
information later, it would turn into a memory task and not a listening one. The focus of the 
task is on the message of the listening text. 

The while-listening tasks can be graded carefully by the teacher. Gradually, the learners can 
be asked to jot down more detailed information. 

For example, in the worksheet given above, the learners should complete questions 1-6 while 
they listen to the text, you, as the teacher, must play the listening text two times to allow the 
students to complete the while-listening tasks. 

5.5.3 The Post-listening Phase 

This activity occurs after the learners have completed their listening activity. It is in this 
phase, that the answers to the listening tasks are discussed. If many students get an item 
wrong, the relevant portion on the tape can be played back once more and the cause of 
confusion discussed. 

In addition the information or completed chart which has been filled can be used for 
integrating with other skills. For example the learners can be asked to use the completed map 
to give directions to another student for reaching a particular place (see of the worksheet 
given above). Thus speaking skills can be integrated with listening. Similarly writing skills 
may be integrated by asking learners to write an account of their trip, for the school 
magazine. 

- - --- -- - .- 

I Clirck 'r our Progress 
I ; Xntcr : .I) \I.rire yollr answers In the space glien below. 

1 b) Cotrlpare ycur answers w ~ t h  those given at the en3 of the unit. 

1 5 .  Wh: 1s ~t vcr! i~nportant to set a task for the llstelllng act1vitj.9 

I 4 Wt~.r ,  ore some of the physical f'eaturss of the listening class that a teacher must 
i 

j p rep i re  for :n advance'? 

............................................................................................................. 1 5 .  \Vhrl are some of the features o f a  good listening task? 
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i.lrrmtng Comprchensloa and i--- 7 
. Whet are the throe stages of the listen~ng lcsson? What learner activity takes place 

in each of than? , I Stage in 1,istening Learner Activity I 

c 1 I 
- ,  

7. ~ o h ,  can you integrate llstentng with other skills? 

I 5.6 SAMPLE LISTENING LESSON 

In this section we discuss a listening lesson with the help of a tape script and worksheets 
designed for CBSE Course A Class IX students. 

b 

This particular lesson is about kidnapping where details about a persons looks are very 
crucial. As a pre-listening task, therefore, the students are taken through a task where they 
try to describe people by looking at some pictures given. This equips them with some 
necessary adjectives and helps them to discriminate the meanings of certain words. 

Let us read the sample listening task very carefully. 

5.6.1 The Pre-listening Activity 

The Kidnapping of Preeti Duggal 

1 .  We notice lots of details about people and their appearance. But when we need to 
describe them accurately and vividly (as in a kidnapping), it becomes more difficult. 

Look carefully at these pictures. Draw a table like the one below, and fill in appropriate 
words from the box below it. Then add other words that you think describe the four people. 
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Teaching Listening-1 

Face 

Hair 

D r ~ s s  

Build 

angular close-cropped well-tailored casual stocky 
elegant unshaven ill-fitting formal lanky 
bearded sloppy medium petite hefty 
balding slim plaited thick round 
open friendly sharp-featured wavy long 
receding overweight 

2. When we meet people, we notice their face more than anything else. The box below 
contains words which describe the features of a face. List them under the appropriate 
headings, then add more words of your own. 

-- 

twinkling shifty neat 
pear-shaped large wavy 
protruding gapped upturned 
fair thin pale 
long round untidy 
broken oval . square 

D A 

discoloured short 
close-cropped Roman 
thick pointed . 

swarthy staring 
tidy close-set 

B 

'! DO THIS EXERCISE IN YOUR NOTE-BOOK 
I 

C 

I 

I 3. Pairwork, then class review, when you complete the table on the blackboard. 

Shape of face 

Encourage students to add further words. 

f 

I I I I I I 

Complexion 

face 

hair 

dress 

Eyes 

I 
build 

A 

unshaven 
round 

balding 

sloppy 
casual 

Hair 

stocky 
overweight 
hefty 

B 

angular 
friendly 

thick 

elegant 

Nose 

silm petite 

C 

bearded 
open 

wavy 
plaited 
long 

ill-fitting 

Lips 

D 

sharp-featured 

close-cropped 
receding 

formal 
well-tailored 

lanky 

Teeth 

medium 
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Listening Com~rehenslon and 4. Pairwork, then class review, when you complete the table on the board. 
Speaking - 

Encourage students to add further words. 

5.6.2 The While-listening Activity 

Shapk of face 

Peer 
shaped 
round 
oval 
square 

You are now going to listen to an interview between the Police Inspector-in-charge of the 
case, and Preeti Duggal, in which the Inspector is asking Preeti for a description of one of 
the kidhappers. As you listen, note down important words giving information about kidnapper 
in your note book under these headings: 

Hair 

wavy 
untidy 
close 
pointed, 
neat 

Preeti Duggal's Kidnapper 

Complexion 

pale 
swarthy 
fair 
staring 
close-set 

Build 
Height 
Clothes 
Shape of face 
Complexion 
Eyes 
Hair 
Nose 
Lips 
Teeth 
Special features 

Eyes 

twinkling 
shifty 
large . 
cropped 
tidy 
short 
long 

Nose 

protruding 
upturned 
Roman 

1 
Tapel script 1 
Inspelctor : Hello Preeti, I'm Inspector Tukararn. I'm in charge of your case. The 

kidnapping attcrnpt must have been a terrible experience for you. 

Lips 

thin 
thick 

Preeti : Oh.. yes ... a real nightmare. People like that should be put behind bars for 
a long, long time. 

Teeth 

gapped 
dis- 
cloured 
broken 

Inspector : I agree with you. And if you'll help me, we'll catch them and do just that. 
I believe there were two men, but you only saw one of them. Is that right? 

Preeti : Yes, I only saw the one who tried to grab me. The other man was in the car. 

Inspbctor : Now, then, if you're feeling better, perhaps you can help me build up a 
description of the man who tried to grab you. Let's start with his general size. 
HOW tall would you say he was? 

Preelti : About as tall as you. No, shorter - about 68 cms. 

Inspector : Shall we say 2.10m - 2.20m, then? And what sort of build was he? What was 
the general shape of his body? 

Preeti : He certainly wasn't thin. I would call him stocky, yes stocky. And he had a 
fat stomach, too. 

InsIbector : Good, very good. Now Preeti, what about his clothes? What was he wearing'? 
Can you remember? 

Preeti : I think ... yes, I remember. He was wearing a striped shi rt.... 

Inspector : A T-shirt? 

Prqeti : No, not a T-shirt - it had a collar.,It was blue and white striped. 
14 - 
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Inspector : Do you remember the colour of his trousers? 

Preeti : Not really. I just know they were dark - probably black or navy blue. 

Inspector : Now, his face, Preeti. 1 want you to concentrate really hard. Tell me about 
his hair. 

Preeti : Straight, and getting thin at the sides. Above his eyes he had thick bushy 
eyebrows, too. 

Inspector : That's very helpful, Preeti. What about the general shape of his face? 

Preeti : Round, I would say, and he had dark, staring eyes. 

Inspector : Glasses? Did he wear spectacles? 

Preeti : Yes, with a plastic frame, Oh .. and they kept slipping down his nose - He 
had a sharp, pointed nose. It was bent a bit to oneside - his nose, I mean. 

Inspector : What else can you remember about him, Preeti? What about his teeth and 
lips, for example? 

Preeti : All I can remember about his teeth is that he had one missing, one of his 
upper teeth - on his right, I think .. yes, on the right. Oh yes, and he had a 
scar on his upper lip, where the tooth was missing. And his face was sort of 
bumpy, especially around his eyes. 

Inspector : Was he clean-shaven? 

Preeti : Oh, I see. He didn't have a beard, but he did have a moustache. 

Inspector : I: there anything else you can remember about him, that will help us catch 
him? 

Preeti : No, I don't think so.. Yes, there was one thing. He had a mark of some sort 
on his right arm - a tattoo, I think you call it. The tattoo was in the shape 
of a snake. That's all I can remember. 

Teaching List:ming-I 

Inspector : Thank you very much, Preeti. You've been very helpful. With such a good 
description, I'm sure we'll catch him. 

In the post-listening activity discuss the answers of the while-listening activity as given 
below. 

5.6.3 The Post-listening Activity 
Answers 

Build : stocky, fat stomach 

Height : 2.10 - 2.20m 

Clothes : blue and white striped shirt, with collar, black or navy blue trousers 

Shape of face : round 

Complexion : bumpy, especially round eyes; clean-shaven 

Eyes : dark and staring; thick, bushy eyebrows: spectacles, with plastic frame 

Hair : straight, thinning at sides 

Nose : sharp and pointed; bent to one side 

Lips : scar on upper lip 

Teeth : one missing (upper right) 

Special features : tattoo on right arm, in shape of snake 

After discussing these answers we can take up some other activities which requires 
integration of skills like the one given below. 

Work in pairs. One of you (A) is Manav Sharma, a student from another school, who 
witnessed the attempted kidnapping of Preeti DuggaI. The other (B) is Police Inspector 
Tukaram. Inspector Tukaram has to interview Manav Sharma to find out about the kidnapping 
but Manav Sharma only saw the second kidnapper - the one in the car. 81



Listening 
Speaking 

Comprehension and Manav Sharma (student A) - You think you can describe the second kidnapper. Choose 
one of the faces below. Do not tell student B (Inspector Tukaram) which one you have 
chosen. Then answer Inspector Tukaram's questions. 

Inspector Tukaram (student B) - Some useful expressions for you: 

- Can you describe his ... ? 
- HOW old was he? 
- What kind of a .... did he have? 
- What about his .... ? 
- Did he have a ..... ? 
- What kind of a .... ? 

2 

- What other special ..... struck you? 

When you have both finished the interview, Inspector Tukaram should look at the pictures 
and try to work out which is the second kidnapper. When both of you agree, decide which 
features were most important in identifying the man. 

Source : Interact, English Course A, Class IX, Features Book, CBSE. 

5.6.4 Comments on the Lesson 

The listening material is recorded. It provides a suitable and realistic range of voices and 
accents. It is not a reading text spoken aloud but a sample of heard speech. The information 
is not densely structured. There are deliberate insertions of redundancies, repetitions, 
clarifications and pauses woven into the speech so that learners get adequate time to do the. 
listening task. The listening passage is motivating, relevant and interesting to the learner's 
situation and needs. 

The task that the learner is required to do simple enough to be grasped at a glance. Writing 
is kspt to a minimum but at the same time the task becomes challenging as the learner has 
to keep track of names, directions and places. 

16 
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5.7 LET US SUM UP 

In this unit, we have looked at the different aspects of listening comprehension. This will help 
us, as teachers, to impart the necessary listening skills to our learners. We can use recorded 
listening materials or live listening materials in our teaching practice. We can then decide 
whether the listening task we set up for our learners is intensive or extensive. Whatever our 
decision, we need to guide our students through the listening activity in a phased manner. 
First the student has to be prepared for the exercise - this is termed the pre-listening phase, 
the second step is the while-listening phase in which the learner con~pletes the task set clp as 
part of the listening activity. The final post-listening phase helps consolidate the learner's 
comprehension. 

5.8 KEY WORDS 

extensive listening listening for pleasure, no set task. 

intensive listening listening with concentration for specific information needed 
for a task. 

authentic listening listening recordings of natural conversations. 

recorded listening listening recording of rehearsed, semi-scripted or scripted 
speech. 

live listening listening speech which is spontaneous/semi-scripted and 
often read out by the teacher herself. 

pre-listening the stage in a listening session when the listening task is 
introduced. 

while-listening the stage in a listening session when the learner attempts 
the listening task. 

post-listening the stage in a listening session when the learner completes 
the task; clarifies and revises the listening task or does 
other activities which emerge fiom the listening task. 

5.9 ANSWERS TO CHECK YOUR PROGRESS 

1. We need to teach listening comprehension in the middle school because our learners 
need to develop their listening skills to become competent users of the language. 

2. Advantages Disadvantages 

a) Authentic real life listening. cannot be graded. 

challenging for too difficult for 
advanced learners. certain level - 

perhaps middle 
school. 

it is not artificial English. speech can be too 
ramb1ing. 

b) Recorded learner can stop, technical problems. 
replay it many times. 

learner can use it quality of cassette 
independently. recorder. 

more than one voice, physical problem of 
accent. setting up. 

learner's concentration 
on listening. 17 
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Lhbning Comprchcnsion and c) 1,ilve . Speaking 
teacher can grade 
according to learner's 
level. 

teacher can slow down 
or accelerate pace. 

cannot be repeated. 

some teachers may 
be unduly concerned 
about the quality 
of their speech. 

the heard speech is 
spontaneous and natural. 

it is closer to real life. 

learners can see the person 
they are listening to (visual 
clues are helpful). 

3. The task prepares the learner for the listening material. It aids comprehension and 
gives the learner useful clues and support in completing the task. It helps in 
co~textualising the material and facilitates comprehension. 

4. The teacher must prepare in advance for the physical aspects of the lesson. Check the 
qudlity of audio cassette, recorder, size of room. Pre-set the audio cassette and 
arrhge the students in such a way the audio cassette is audible to all. 

5 .  The listening material should be interesting, graded, contextualised and not densely 
structured. 

The listening activity should be well-planned and carefully staged. 

6. Stages of Listening Learner Activity 

Pre-listening Prepares the learner to achieve the most from 
thq listening task. 

Wlhile-listening Challenges and guides learners to handle the 
information and message. 

~dst-listening Feedback given by peedteacher. Follow-up work 
oq language of passage. 

7. Sthdy the activity closely and relate it to an activity which focusses on speaking, 
reading or writing. The activity should stem from the listening activity and seem a 
natural carollary to it. 

5.10 SUGGESTED READINGS 

Anderson, A. and Lynch, T. (1988) : Listgning, Oxford University Press, Oxford. 

Rixon, 3. (1986) : Developing Listening Skills, Essential Language Teaching Series, Macmillan. 

Ur, P. (1984) : Teaching Listening Comprehension, Cambridge University Press, Cambridge. 
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UNIT 6 TEACHING LISTENING-I1 
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6.5.6 Jigsaw Listening 

6.6 Characteristics of a Good Listening Lesson 
6.6.1 Listening Material 
6.6.2 Role of the Teacher 
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6.7.2 Listening as Stimulus 

6.8 How to Design Your Own Listening Activities? 

6.9 Let Us Sum Up 

6.10 Key Words 

6.1 1 Answers to Check Your Progress 

6.12 Suggested Readings 

INTRODUCTION 

Before we proceed to examine a variety of lisfening activities suitable for learners at the 
middle school level, it is important to understand the two major reasons for teaching listening. 

The first reason is called listening for perception. In this the learner is given practice in 
identifying the different sounds, sound combinations, stress and intonation patterns of 
spokens English. 

The second is called listening for comprehension. In this the learner is given practice in 
developing listening for understanding by using listening materials and conducting listening 
activities which take into account the real-life needs of the learner. 

6.2 OBJECTIVES 

This unit will enable you to : 

understand the two main reasons for teaching listening; 

familiarise yourself with the different kinds of listening materials and activities for 
classroom teaching; 

understand the procedures for conducting a listening class effectively; 

understand the features of an effective listening lesson; 

integrate listening activities with other skills such as speaking, reading and writing; 

understand how to design your own listening activities effectively. 85
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Saeakine 6.3 LISTENING FOR PERCEPTION 

Listening for perception is practised more at the primary/middle school I'evel where learners 
are introdwed to the language. The focus of the listening activity i.s aural perception. 
Comptehension is ef  secondary importance. The listening exercises do nor' use visuals so that 
the learners concentrate on the sound of words or intonation patterns. The learner has to rely 
on hisher ear to ripeat these sounds. The methodology involves repetitior 1 of short, discrete 
items. The teacher demonstrates the sounds which she wishes to teach !while learners are 
encouraged to imitate and identify them using drill and choral repetition. 

1. Another effective way is to use worksheets to give the students more practice. e.g. the 
teacher wants the students to differentiate the two sounds /p/ and /b/ o r  Is/ and IS/.  She 
makes the necessary worksheet with the relevant words and ask the students to 
underline what they hear. e.g. 

/p: and /b/ IS/ and IS/ 
pin bin sun shun 

Pun bun soot shoot 
P?" ban ' sin shin 
pit bit seer sheer 

(The teacher should underline her own worksheet so that she knows which words she has 
called out). 

Listening for perception can also be taught at the sentence level e.g. the worksheets can have 
two or three sentences and the student tick marks the sentence shehe hears. 

1. 1 want to get the house painted in light green. 

I want to get the house painted in light cream. 

2. Have you locked the car ? 

Have you knocked the car? 

3. Bring the glass here (a teacher to a student) 

Brit& the ciass here (a teacher to student) 

The teacher map co-rpct the stlldents where necessary. 

Listening for comprehension is more relevatlt to the teaching of listening at the middle and 
s~rondary school level. In this, the listening material is based on a particular context and the 
learner isgiven practice in specific areas of listening, which are related to hidher needs. The 
I ~ ~ r n e r  is most often expected to make short, quick responses as part of the listening exercise. 
Leaners ususlly find these activities challenging, as effective listening activities have an 
element of game  laying or problem-solving built into them. For example learners may listen 
to a tape script giving details of a kidnapper while they play the role of an inspector or 
detective, jotting down details of physical description, place of kidnapping, etc. (as given in 
the sample lesson of the last lesson). 

6.5 FAMILIARISATION WITH DIFFERENT KINDS OF 
LISTENING ACTIVITIES 

!I: this section we will introdure yo11 to some of the different kinds of listening activities. 

There are listening comprehension activities where a learner may be required to listen and 
not make an overt response or make a minimum non-verbal response. For example, the 
teacher Qay tell a story giving practice to learners in extensive listening where they listen to 
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large chunks of spoken language. Alternatively she may use a set of pictures which illustrate 
different parts of the story, asking learners to put them in a sequential order. This would be 
a non-verbal response. 

Another kind of listening activity which is done most often in classes is listening to a text 
and reading it at the same time. But this kind of exercise does not really develop the learner's 
skills of listening comprehension. The text that is being heard or read aloud is not the kind 
of heard speech that the learner will be faced with in listening situations. Besides, it does not 
develop the learner's reliance on the ear because they have the written text in front of them. 
It may happen that the written word hampers the learners from understanding accurately what 
(s)he may hea; in a real listening situation. For example, the learner may read aloud or hear 
the words spoken from a written text all right fail to recognise these words when heard 
as part of a spoken discourse. The sound of these words changes when spbken as part of 
natural colloquial speech. 

Now we shall examine specific activities for listening comprehension that we mentioned at 
the beginning of this section. 

6.5.1 Dictation 

One of the most common listening exercises which has been practised continually in schools 
is dictation. One of the positive features of dictation is that it involves the learner, who 
becomes actively involved with the language. 

Dictation can become a meaningful and interesting language activity provided the teacher 
plans carefully. In Once Upon A Time, John Morgan, M. Rinvolucri (1983) suggests an 
interesting activity. The teacher dictates a number of words very quickly, e.g., 

village 

emigrate 

marriage 

absence 

pregnant 

shame 

attack 

destruction 

birth 

deep well 

suicide 

Students are unable to catch all the words. They are then asked to pool in the words they have 
written. The complete list is then used to write down a story. 

Pair work can be used effectively while using dictation. Students A and B are given copies 
of gapped exercises. 

The students know that each group has half of the text. A dictates and B writes, then B 
dictates and A writes until the story is complete. So, not only are the students listening, but 
also writing. You may like to refer to Dictation by Paul Davis and Mario Rinvolucri (1988) 
for interesting ideas for using dictation innovatively. 

6.5.2 Listening and Following a Route 

In this activity a route map is used and exercises designed to link the spoken description wirh 
the map. This activity can be improvised quite easily by the teacher. The route she wishe-. 
the learner to mark can be traced on her copy of the map. She can then give the learner 

Teaching Listening-ll 
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Listening Comprehension and instr~ctisrls, adding comments and a brief description. A map of a place they would like to 
Speaking visit as part of a class trip can be given. In this way a real life context is introduced and the 

activity becomes more interesting. 

6.5.3 Listening to a Telephone Call and Writing the Message 

Learners at the middle school are often required to make telephone calls for formal and 
informal purposes. Listening forms a key element in telephone skills, In this activity the 
learner is introduced to a situation where Smita has to give an important message to her friend 
Manvi. It is the mother, Mrs. Verma, who receives the message. The learner has to jot down 
the message nothing important details of the school trip. In case you wish to use the word 
'itinerary' in the Listening Worksheet, you may wish to deal witli it in the pre-listening stage 
or you may use the word in the listening passage in such a way that its meaning becomes 
clear. If you find the word too difficult for your learners to grasp, you may not use it at all, 
and use the term 'Tour Programme' instead. These are decisions you will have to take, 
keeping in mlnd your learner's level and experience. 

Listening P~ssage 

Listening to a Telephone Call and Writing Down the Message. 

Sm ita Hello ..... Is that 677506? 

Mrs. Verma Yes, who's speaking please? 

Srnit* Good evening Aunty ... this ir 'Smita here. May I speak 
to Manvi ? 

Mrs. Veirma She's gone' out for a walk. Anything important ? 

Smita Yes Aunty, It's very important. You see, Manvi was 
absent today and our Trip-in-Charge was asking for 
her. 

Mrs. Vema But, I did send the cheque for the trip - I remember 
signing it yesterday. 

Smita No Aunty - it not the cheque - we're all supposed 
to hand in a consent slip. 

Mrs. Vema Really! How careless of Manvi to have forgotten! 

Smita Aunty please ask Manvi to get it tomorrow - its the last 
day. We leave the day after. 

Mrs. Verma What about the itinerary? 

Smita Well - we leave the day after, that is on 19th July. Its 
a Monday. Then - on Tuesday we reach Shimla. We 
have three days at Shimla for travelling and sightseeing. 
We return on the 23rd evening - that's Friday night. 

Nrs Verma 

Smita 

Mr?. Vema 

Smita I 

That sounds exciting. Smita, has your teacher given 
you a list of things to take along? 

Yes Aunty. Manvi's got one too. But she's added a 
few things. You see now we're staying in tents - so we 
all need to cany a sleeping bag. 

Yes, just a minute - I'll note down the things. What 
else ? 

Well - we need to carry a torch and - I forgot - it's 
rained in Shimla. So she said we must cany raincoats. 

Mrs. Verma A raincoat - Okay - I've got that. Anything else ? 

Smita Yes - an extra pair of shoes too - Yes, Aunty I think 
that's all she told us. 

Mrs. 'Yema Thank you Smita, you've been a real help. 

........ ........................................................................................................................................... 
22 I 
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Name of Caller 

Person called 

Number called 

Message 

'Worksheet' 

............................................................ 

............................................................ 
Details of Itinerary 

Day & Date of Dep. ............................................ ........................................ 
Duration of Trip ............................................ days ........................................ 
Day & Date of Return ............................................. ........................................ 
Things to cany , 1. 

2. 

3. 

65.4 Listening to a Sports Commentary and Completing a Chart 

Another interesting context for a listening lesson is provided through listening to a sports 
colmmentary. The learner listens to the commentary for specific information. In this the 
learner uses background sounds for clues, for example, playing of the band for the march 
past, applause and cheering of the winner's name, and so on. 

At times, you may find it useful to use the same listening material for another class by 
designing a new worksheet based on the listening passage. For example, the chart can now 
focus on details of individual sportsperson's description, record, etc. 

6.5.,5 ' Listening to Instructions and Marking a Ground Plan 

In this activity the learners have to mark a ground plan for the school fete. It is more 
appropriate for learners at this level to mark diagrams, maps, ground plans and flow charts 
rather than pictures, which are more suitable to learners at the primary level. 

The context in this particular activity is a familiar and relevant one - that of the school fete. 
One of the advantages of using a ground plan is that it is easy to trace and thus can be 
reproduced without spending money or photocopying. Learners are given copies of the 
ground plan. 

Ail example is given below. 
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Lintanin8 Com~rehension and The students are expected to mark out the different stalls as they listen to the teacher calling 
Speaking out the names of the different stalls e.g. in stall number one we will have the Lucky Dip; Ring 

the Duck is in stall number 2; the Food stalls one from 17 to 20 etc. In the !ower classes the 
names can be called out in sequence and the students given enough time to write down. In 
the higher classes they can be called out in random order and it is not necessary to call out 
the names of all 20 stalls. An interesting and real life context can be provided with the 
Principal giving important information regarding change of stalls over the intercom. e.g. 
Because of lack of space, we are moving the Lucky Dip stall from stall no: 1 to stall no. 10, 
stall no: 1 will now be the flower shop etc., where the student has to listen very carefully to 
process the information. 

A similar exercise can be devised with the help of a house plan with accompanying text. An 
example is given below: 

Back 
entrance 

As we enter from the porch we enter the drawing room (Mark the drawing room). The garden 
runs full length along the outer wall (Mark the garden). Mark Anil's room which can be only 
be entered from the lobby, etc. 

- 
Porch 

The number of rooms or the complexities of details would naturally depend on the level of 
the students. 

a: 

c Lobby 

The same ground plan can be used for another listening activity by changing the listening 
material. For example, the listening material can be based on the setting up of cheering 
squads for the Annual School Sports Day. 

=c 

6.5.6 Jigsaw Listening 

Kitchen 

Anofther kind of listening activity is called jigsaw listening. In this the teacher divides the 
class into groups. Each group listens to a part of the story on the audio cassette. In the next 
stage learners send one or two members from their group to other groups. They will be asked 
several questions and will have to respond and give information. The various groups thus 
collect the missing sequences of the story. Now, in their original groups they speculate on 
the last part or the ending of the story. Usually, a mystery story is most suitable for jigsaw 
listehing. Each group then reports to the class their version of the story what their point of 
view or conjecture is. Other groups are free to react, question and comment. Finally, the 
teacher plays the final part of the recording, which resolves the mystery. 

Thaugh this is an extremely challenging and interesting activity yet it has some problem areas 
in its implementation. First of all, the teacher has to make multiple recordings so that the 
groups can listen to the recording simultaneously. If she has only one recorder then only one 
group can listen to the recording at a time, in which case, she has to think of techniques of 
how to occupy the other groups who are awaiting their turn to listen or for others to finish. 

This can also be difficult to manage in terms of noise, availability of recorder, etc. One of 
the solutions, though not an ideal one, is to let the learners listen to the first part of the story. 
Then they are set a task which involves predicting what is going to happen, or who the 
murderer is (in a murder mystery). Each group presents its case giving reasons for their 
'thqory'. They are questioned by other groups. Finally, the teacher plays the final part of the 
casette. 90
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6.6 CHARACTEBRISTICS OF A GOOD LISTENING 

LESSON 

Teaching Listening-11 

By now you have become familiar with a variety of listening materials and activities. What 
are the major characteristics of an effective listening lesson ? Let us first look at the listening 
material or listening passage. 

6.6.1 Listening Material 

The listening material or passage for listening comprehension may either be presented live 
or in recording. The material should have a realistic context which should be interesting and 
challenging for the learner. The passage should not be a written text spoken aloud but be 
modelled on heard speech. While scripting the listening material it is important to keep in 
mind that it is graded in terms of lexis and structural difficulty. The material should not be 
densely structured but have repet~tions built in as they are a part of spoken discourse. This 
provides valuable time to the learner to complete the task during the while-listening stage. 
It is important to pace the material at the correct speed, neither too fast and nor unnaturally 
slow. 

I 
On the whole, the material should facilitate understanding rather than block it. Listening 
activities are aimed at giving practice to learners in areas which pose problems for them. 
Therefore, it is important that the learner feels successful in doing the activity. If the listening 
passa1;e or material is too long it will not be able to sustain the learner's interest and 
concentration. Ultimately it demotivates and fatigues the learner not only for that particular 
lesson but for the ones to follow. Finally, there should be a realistic range of the accents used 
in the listening material. 

6.6.2 Role of the Teacher 

Once you have designed the listening material and worksheet, it is important to plan 
meticulously for the different stages of the listening lesson. Before the listening sessioh 
begins, check the following: 

check the quality of tapelrecording 

iirrange for the recorder in advance 

pre-position the tape 

plan the seating arrangements so that oral presentation of the listening material is 
audible to all 

plan on reading aloud (if the material is a monologue), in case of power failure. 

In the Pre-listening Stage 

ensure all planned physical arrangements, e.g., closing doors, windows, etc. 

introduce the lessonlsubject briefly 

deal with vocabulary if any, which might interfere with the success of the listening 
activity 

e ensure that all the learners have the worksheet 

define the task very clearly - clarify any proble~rls relating to the task. 

In the While-listening Stage 

ensure that learners are doing the task 

ensure that there is no disturbance made by the students or yourself. 

In the Post-listening Stage 

ask students to exchange infonnation in pairslgroups 

replay cassette if students have missed any information 

elkit answers briskly and complete worksheet on blackboard. 25 
>- 
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I .  'Try out in your class at least two activities listed ~ inder  6.3 and \vritc. a report taking 
into account the steps you took at the pre-listening, while-listening and post- 
:listening stages. 

---- 
Listening ConprcLen.on and [ cheek your P~~~~~~~ -1 

6.7 INTEGRATING LISTENING WITH SPEAKING, 

Speaking 

I READING AND WRITING 

Notes : a)  W-rite your answers in the space glven below 

b) Compare your answers with those glven at the end o f t h e  unit. 
I 

Listening activities can be intzgrated with the skills of speaking, reading and writing. As in 
real lib, we listen and respond either through speaking, writing or reading. 

Let us examine how the listening activities delineated earlier (6.3) can be integrated with 
other skills. 

You @ill find that the integration can be done in two ways. 

1. The listening passage can serve an input to another activity. 

2. The listening activity can be used as a stimulus. 

6.7.1 Listening as Input 

The listening passage can be used as an input. For example, in listening and following a 
route, the activity described in 6.3.1, the listening material can be used as a model for giving 
directions. The language forms used in giving directions and the specific vocabulary used can 
be ewpbasised in the post-listening stage, and the learners may then be asked to simulate a 
telephone conversation in which they give directions to a friend on how to reach a particular 
spot ar one's houras, etc. You may like to use the location of the school as a context and thus 
organise the class in pairs wherein one plays the role of a prospective visitor who is being 
given directions on how to reach the school for its annual day celebration. In this way 
listening can be integrated with speaking. Similarly listening to a telephone call and writing 
the message can be used to focus the learner's attention on the use of modals and the use 
of appropriate form6 of language in different contexts. For example, the telephone conversation 
woulQ have been worded differently if Smita had spoken directly to Manvi. Learners may be 
asked tQ role play the dialogue. 

you may like to extend this activity and relate it to the writing of an itinerary or planning 
a claqs trip. Thus it could entail reading brochures and other tourist information. In this way 
the telephone ssnvsl~ption can be used as a stimulus for another activity. 

Listebing to the sports commentary and filling in the chart can be integrated with writing. 
26 
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Learners can use the completed chart as an input and write a newspaper report on their Sports 
Day or they may write a more detailed one for the school magazine. It can also be an aural 
report which can be read aloud for the next day's school assembly. 

Learners can also study and analyse the characteristics of a good commentary, and then, in 
groups build up a commentary of another incidedevent. 

Listening to instructions and marking a ground plan can be integrated with an interesting role 
play. Students of classes VI, V11, VIII, may want to be grouped together because seniors bully 
them, or some classes may want to exchange stalls, request for more than one stall depending 
on the choice of their game or event. Thus the members of the groups can be given roles of 
class teacher, class captain, co-curricular activities captain, and class XI representative and 
SO on. 

Jigsaw listening is integrated with speaking. You may design activities of an extrapolative 
kind in which the learners go beyond the text and do a writing task. For example, they may 
write a diary entry imagining themselves to be one of the characters. They may be asked to 
write their version of the ending or to dramatise it. 

6.7.2 Listening as Stimulus 

The listening material can be used as a stimulus, to set the learner thinking along particular 
lines or put them in a particular mood. 

For example, the learners can listen to a passage which declares the Prefect Body for an 
academic session. The Prefects can make short speeches on what they plan to do as office 
bearers. 

The listening'passage can be used as a stimulus for learners to discuss a set of criteria which 
each group should prioritize and present. They may then move on to writing out a manifesto 
and making slogans and posters for the election. Similarly one can tape short viewpoints of 
different people in the school on topics of common concern e.g. corporal punishment, 
sports facilities, co-education, etc. and use the listening material as a springboard for livily 
discussions. The reporting sessions can be followed by a. written report which can be 
submitted to the relevant authorities. 
- ------- - - -- - .. -- - - - - - -- - 

I -7 
I Check Year I>rogreso 
I \ 
1 Notes : a) Write your a,is\vers in the-space ghen ~ C / O M .  

b)  Cornpare your answers with those given at the orld of the unit. 
I 
/ 2. After you have completed the two tasks i!: your ciass (Check Ynur i'rogrcss I); thirik 
i o f  and ciescribe least t ~ i o  activities (other ti~an those iii thc ui i i l )  v~hich integrate therllr 
I with tile other skills. i 
I 
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Listening Comprehension and 
~ p e a ~ l n g  6.8 HOW TO DESIGN YOUR OWN LISTENING 

ACTIVITIES? 

You will find it interesting rhal!enging and rewarding to design your own listening activities. 
The first stage is to identify the learner's need for a particular kind of listening skill in a 
specific situation. For example, there may be an inter-school quiz taking place in the near 
future. This would entail the learner's making cails for confirming names of participants, etc. 
Then you can design listening passages on the situation itself. If you are taking students on 
a school trip to e historical place, it may be relevant to design a listening activity on a tour 
gulde'5 chmmentary. Later, f ~ r  the actual trip, you could design a worksheet on which 
learners can jot information rnch as the following: date of construction, the reason for 
building, person ullo bullt it, and so on. 

At times, you may find liste~ing passages whose subject matter is related or suited to your 
learners' needs, or the topics that you are covering in your main course. This means that you 
need not go into the problems of recording your own listening material. You may use this 
readly available material. 

The next stage is an important one, in case you are developing your own listening material. 
You now have to decide on content, length, number of speakers and type of delivery involved 
in the listening material. 

The listsning material can now be written in the form of notes or can be semi-scripted. A 
thorough rehearsal of the script should be done, preferably, taking the help of one's 
colleagues. The listening material can then be recorded. 

Now, you can move on to the next stage which is designing the listening activity. Frame very 
carefully the listening worksheet that you expect learners to complete. Check how effective 
it is by trying it on your friends. Also make sure to write the lesson notes for the listening 
class. Next try it out on several classes. Refine and alter the material and ~ctivity as and when 
necessary. Finally, label. catalogue and store Listening material/activity so that other teachers 
may also use it. 

6.9 LET US SUM UP 

In this unit we have introdiiced you to: 

the two main reasons f ~ r  teaching listening 

the different kinds of listening materials and activities 

the characteristics of a good listening lesson 

the integration of listening skills with speaking, reading and writing 

how to design your own listening activities. 

6.10 KEY WORDS 

listening for perception : listening for sounds or intonation patterns. 

li;teniog for comprehension : listening for understanding the message. 

listening as input : the listening material or completed worksheet can be 
used for another activity. 

listening as stimulus : the subject of the listening material can be used to 
motivate learners to think on a particular line. 
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6.11 ANSWERS TO CHECK YOUR PROGRESS Teaching Listening-ll 

1. Among the different activities listed, you can elaborate on: 

i) Dictation and (ii) Listening to instructions and marking a ground plan. 

2. Open-ended. 

, 6.12 SUGGESTED READINGS 

Davis P. and Rinvolucri, M. (1988) : Dictation, Cambridge University Press, Cambridge. 

Maley, A, and Duff, A. (1978) : Variations on a Theme, Cambridge University Press, 
Cambridge. 

Morgan, J. & Rinvolucri, M. (1983) : Once Upon a Time, Cambridge University Press, 
Cambridge. 

Raterop, B.J. and Revell, R. (1987) : Telephoning in English, Cambridge University Press, 
Cambridge. 

Ur, Penny (1984) : Teaching Listening Comprehension, Cambridge University. Press, 
Carnbridges. 
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UNIT 7 DEVELOPING SPEAKING/ORAL 

SKILLS 

Structure 

7.1 Introduction 

7.2 Objectives 

7.3 Learner Needs 

7.4 Accepted Techniques in Teaching Conversational/Oral Skills 

7.4 I The Conversation Class 
7.4.2 The Topic Based Discussion Class 
7.4 3 Task Centred Fluency Practice 

7.5 Distinguishing Between the Different Features of Writing and Speaking 

7.6 The Importance of Group Work in Developing Oral Skills 

7.7 Characteristics of an Effective Oral Skills Lesson 

7.7.1 The Simplicity of the Task 
7.7.2 Preparation 
.7.7.3 Tangible Output or Result 
7.7.4 Language Practice 
7.7.5 Interaction 
7.7.6 Interest Level 
7.7.7 Organisation 

7.8 Role of the Teacher 

7 8.1 Presentation 
7.8.2 Process 
7.8.3 Ending 
7.8.4 Feedback 
7.8.5 How to Correct Speech Errors 

7.9 Let Us Sum Up 

7.10 Key Words 

7.1 1 Answers to Check Your Progress 

7.12 Suggested Readings 

- 4 
7.1 INTRODUCTION - i 

Oral skills have two major components. First, there are motor perceptive skills. These iue 
the means of perceiving, recalling and articulating in the correct order the sounds and 
structure of a language. Generally, these are devel~ped at the primary level where learners 
are put through various look and say exercises, or pattern practice. Usually, there is no 
oontext provided and learners develop these skills through repetition and choral drill. Martin 
Bygate (1987) likens this stage to 'manipulating the controls of a car on a deserted piece: of 
toad far from the flow of normal traffic .. it is like learning to drive without ever going out 
on the road'. 

Concentration on the development of motor perceptive skills led to problems. The learner was 
not able 'to transfer his knowledge from a language - learning situation to a language - using 
situation' (Wilkins). 

This is what makes the second component of oral skills namely the 'interaction skills' 
important. By using this the learner will be able to transfer hisher knowledge from a 
language leaving situation to a language use situation. Interaction skills involve knowing 
what to say, how to say this and how to establish and maintain contact with the other person. 
Examples of interaction skills are being able to ask someone the time, describe your flat to 
a broker, use the telephone to obtain information about train timetables, etc. 
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I 
In recent years there has been a growing emphasis on the teaching and learning of 
conversation/oral skills. With the spread of English there is a greater demand for the learner 
to communicate in the target language rather than acquire a knowledge of correct structure. 

For this reason, the controlled exercises used in the language class by teachers, giving 
practice in structures, have now given way to dynamic and meaningful oral practice. 

1 7.2 OBJECTIVES 

This unit will enable you to: 

understand the two major aspects of the teaching of oral skills; 

identify and distinguish between the needs of learners; 

familiarise yourself with some accepted techniques in teaching oral skills; 
I 

. understand and differentiate between writing and speaking activities; 

I 
understand, analyse and evaluate the importance of group work in developing oral 
skills; 

enumerate and identify the characteristics of an effective speaking class; 

study and analyse the different stages of a speaking lesson; 

examinh the role of the teacher in the oral skills class; 

i provide remedial instruction in respect of speech error. 

7.3 LEARNER NEEDS 

Above all, the learner needs to be able to speak intelligibly, using appropriate word stress. 
Some of the important functions (s)he must be able to perform with the language are: 

greeting friends, superiors, strangers 

making telephone calls, asking for information 
U expressing reactions to T.V. programmes, films, plays 

seeking and giving information in class and out of class 

asking questions while playing a game, in class, in a debate 

discussing ideas 

participating in debates and discussions 

conversing with friends, strangers, teachers 

responding to questions 

advising friends, juniors, and younger members in the family 

clarifying meaning or intention 

giving a report of an event. 

) There could be any number of such functions of language. 

Developing Speaking/ 
Oral Skills 

- - 

7.4 ACCEPTED TECHNIQUES IN TEACHING 

CONVERSATIONAL/ORAL SKILLS 

In recent years, more emphasis has been given to oral skills than in the past. The following 
are the major techniques of teaching oral skills: 

i 
7.4.1 The Conversation Class 

One of the accepted ways of teaching speech is to hold a 'conversation class'. The teacher 
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Listening Comprthen@ion and sits with a group of learners and asks them questions about their home, family, work, etc. It 
spa king is a question and answer session and is not always very productive of learning as it lacks an 

interesting and clearly defined topic. 

7.4.2 The Topic Based Discussion Class 

Another kind of fluency-based activity was the topic-based discussion. The teacher planned 
discussions on interesting topics. This was an improvement on the conversation class because 
the discussion was now structured and clear. But it lacked a purpose. Learners were not likely 
to feel motivated to speak on a topic merely to practise their English. This highlights a crucial 
fact of learning that learners need a reason to speak more than a topic to speak about. 

Another disadvantage in the topic-based discussion was that it was carried out with the whole 
class. This could be a group of 30-50 students. In a forty-minute period, it is not difficult 
to calculate the talking time which each student would get. Most often, the discussion would 
be rnonopolised by the brighter students while the rest of the class lost interest. 

7.4.3 Task Centred Fluency Practice 

With the increasing importance being given to Communicative Language Teaching, task 
centred fluency practice is being used more and more. In this, a group is given a task ta~ 
perform through verbal interaction. It may be in the form of a group activity or role play. 
The group has to perform a task which has a tangible output either in the form of giving a 
group report, a speech or a presentation. This gives the group a concrete task to work with1 
and clear guidelines regarding its scope. It also provides a basis for feedback. 

:. . ' 
";t?rcs : :I! v". r!:!; !:?LIT a1swel.j in tile space given below. 

i-,i t'c>m!lnr.i >ocr answers with t!icrse given at the en2 of the  nit, 

. r  . 
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7.5 DISTINGUISHING BETWEEN THE DIFFERENT 

FEATURES OF WRITING AND SPEAKING - 
In order to teach conversation/oral skills effectively, it is important to understand the , 
differences between speech and writing. I 

The language of speech is not 'spoken' writing. In oral communication we ought not to 
'speak like a book'. In speech the kind of vocabulary, the structure of the sentence and its 98



complexity vary greatly from what would be required as writing. Nor do we necessarily speak Developing Spr&rrg/ 

in grammatically correct sentences. Moreover, normal speech usually contains a good deal of Orri $h:ls 

information that is redundant (i.e. it contains more information than the listener actually needs 
to understand.) In writing, such redundancy is not desirable. 

While speaking, the speaker has to plan, organise the message and also control the language. 
Repetition and changes in vocabulary and message take place. In understanding oral 
production, on the other hand, the learner has to process the stream of speech which might 
be difficult in terms of complexity or pace of speaking. While reading, the reader is in a 
position to re-read what (s)he has not understood. 

Another major difference between speech and writing is that the speech situation requires the 
presence of a listener. The speaker talks to a listener who generally provides some feedback 

I on agreement or understanding. It is important for the speaker to make sure that communication 
is taking place, for if not, the message will have to be adapted and adjusted. 

1 In written communication too, a certain amount of reciprocity is needed. The writer has to 
anticipate the reader's needs and background information and write in such a way that there 
are no problems in comprehension. Similarly, the reader has to strive to understand the 

I 
writer's intentions. But (s)he has no way of signalling understanding to the writer. The only 

t feedback (s)he provides is whether (s)he will continue to read or not. 

The reciprocity of the act of speech necessitates that in order to maintain the flow of speech 
the speaker must take notice of the listener, to allow him or her the chance to speak. It 

I 
requires the speaker to take turns at speech, and also to adjust, adapt, vary the degree of 
formality employed according to one's need. 

7.6 THE IMPORTANCE OF GROUP WORK IN 

DEVELOPING ORAL SKILLS 

I Group work has been found especially conducive in the development of oral skills. Research 
has shown that in a 40 minute class with a strength of 40 students per class a learner gets 
less than a minute to participate in the speaking activity. Group work provides a framework 
whereby a learner can have maximum participation. In a teacher-oriented class, the amount 
of language practice each learner gets, is much less than in a class where learners work in 

'p groups. 

Group work gives an opportunity to learners to speak in small groups, at times with their 
friends, and this reduces the hesitation and embarassment which a shy learner may feel. 
Besides helping learners to get rid of their inhibitions. it also builds up a sense of closeness, 
owing to the physical proximity and tight structure of groups. Learners feel more motivated. 
have a sense of belonging, which spurs them on in a particular direction. It helps in 
establishing a sense of personal rapport. Communication is better when the physical distance 
between individuals is reduced. In case there are visuals or any other materials to be used they 
should be accessible and easy to share within the group. 

Students can also interact as a group with other groups. This can build an atmosphere of 
healthy rivalry. The time limit or inter-group competition spurs each group to move ahead. 

The teacher is also freed from being at the centre stage and moves freely around the room, 
giving advice and support when needed. In most schools, teachers need to assess the learner's 
performance. It also gives them the opportunity to note mistakes for follow-up remedial work 
and help the slower learner. 

Another important feature of group work is that it provides an opportunity for peer teaching. 
Students are more likely to learn from each other than from the teacher. Mistakes get 
corrected in a healthy and cooperative atmosphere. 

The important features of interaction skills such as turn-taking, adjusting one's speech to 
33 
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Comprehension and what the ~ t h e r  person knows and wants to hear also get practised. One of the problems of 
group wofk is that students may get overexcited, get out of control and the classes may get 
too noisy. Teachers also find that the purpose of teaching oral skills is defeated if learners 
lapse into their mother tongue. At times, some learners fail to get 'involved' despite the best 
efforts of the teacher. In classes that are very large, the teacher may find herself unable to 
supervise efficiently. 
....... ..... - 

j ~ i ~ c v k  Yuiir Progress -I 
1 hotcs r ;i) ii'rit;;. b.otir ainztvers in the space give11 I-,t.low. 

b) Co~np:lrii year answers with those given at the end of the unit. 

, '\ i . ? .  Cikqcribe at lens: tl!rci' diffcreaces between speaking and ;vritir~g. 1 
................................................................................................................................... I 

I 
................................................................................................................................ 

.................................................................................................................................. 
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1 4 Ili?.~ ?,o ysu ilSc gro:ip work in your classes? Discuss the organisation in ternls of 
:t.!e ~ t . , ~ ~ t J t ~ l  L... ji: groan, arrzngcnient of furniture and movc~nerlt of students. I 

u 
7.7 CHARACTERISTICS OF AN EFFECTIVE ORAL 

SKILLS LESSON 

Let us examine the features which constitute a good skills lesson and see whether the 
problems associated with group work can be overcome by thoughtful and efficient organisation. 

Some of the important aspects to keep in mind while planning and working on an oral skills 
lesson are: 

7.7.1 The Simplicity of the Task ' 

The task gives a sense of purpose and direction. It should be interesting and not too complex 
for the learner. It should be within the reach of most of the class. If the teacher needs to 
intepene to spell out or explain the task repeatedly then learners would be wasting much of' 
the discussion time in just listening. 

7.7.2 Preparation 

The task should be easy to prepare. It should not be too complex in terms of typing, 
duplicating, recording, etc. Teachers may not be able to hold oral skills classes regularly if 
tha task entails too many hours or preparatory work. 
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7.7.3 Tangible Output or Result 

A task must generate thought and its end result must be in the form of a tangible output. The 
learners may be required to write down the result, give a short talk, make a presentation or 
report and so on. The tangible output or result helps learners to focus on what has to be done. 
It provides a clear signal to the teacher, group and others that the task is complete. In 
addition, it provides a basis for feedback. It is on the basis of the result and the discussions 
prior to it that the teacher gives feedback to the class, as a group or individually, as the case 
may be. 

7.7.4 Language Practice 

The task should be such that it provides for optimum language practice by the learners. If 
the task is too complex and most of the time is spent in trying to understand it with no speech 
taking place, then the task is not an efficient one. 

7.7.5 Interaction 

While planning the task, care must be taken to see that the taak chosen is interactive. Tasks 
which are open-ended, i.e., which involve the learners in brainstorming ideas, giving them 
the opportunity to use their own imaginative and intellectual resources are better than tasks 
which are 'closed-ended', i.e. which are limited by having one correct answer alone. 

7.7.6 Interest Level 

Much of the success of an activity depends on how interesting the task is. If the task is 
'interesting' the learner motivation is bound to be high and their performance good. 

If the task is too complex or difficult, learners will get discouraged quickly. If the task is too 
easy, learners get bored. There has to be a combination of challenge and the probability of 

.& success; the task must be difficult enough to demand an effort on the part of the group 
medbers, but easy enough for it to feel that success is within their grasp. 

The subject matter of the oral skills activity should be interesting. It must be within the range 
6 of experience of the learners and at the same time not too familiar. However, it may also be 

argued that the more imaginative or exotic the discussion material is, the more interesting it 
will seem to the learners. 

7.7.7 Organisation 

As discussed earlier, group work is most useful in developing oral skills where learners 
engage in completing tasks which generate interaction. 

Most often, group work fails because of lack of proper organisation. The teacher can ask 
learners to form groups of four by turning around and facing those behind. A few students 
can be shifted to ensure that groups are heterogeneous of homogeneous. At times, it is a good 
idea to let the groups be semi-permanent for a set of activities as frequent changes especially 
in the younger learners may lead to restlessness and indiscipline. 

7.8 ROLE OF THE TEACHER 

The teacher has an important role in the teaching of oral skills. Although she is not as usual 
in front of the class, yet the entire activity can fail if the teacher is not clear about her role 
at the different stages of the activity. 

7.8.1 Presentation 

Developing Speaking1 
Oral Skills 

The presentation of the task should be made at the very beginning of the class. If it is done 35 
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Listening Comprehension and after the groups have been formed, or the materials have been given, it is likely that the 
Speaking 

leamers become too involved, distracted or excited with other things and thus fail to 
concentrate on what is to be done. 

The instr~ctions should be crisp, clear and thorough. In case the learners do not understand 
what is to be done, a 'trial run' can be conducted especially if the activity is a short one. 

The teacher needs to plan out meticulously the various aspects of the process, i.e., the way 
the discussion is held. At times the group needs to elect a secretary to jot down points. The 
learners may be required to brainstorm or to jot down their own ideas individually before 
sharing them with the group. The task has to be planned so that each member of the group 
gets a chance to contribute. At times the learner may be asked to use certain language forms 
or structulres while participating in the discussion. 

While the students are discussing, the teacher can clarify ideas, when necessary. She can join 
a group qnd contribute to the content if she finds their interest waning. The teacher should 
also monitor if all leamers are getting a chance to participate in the discussion. The use of 
the native language should be discouraged. 

At the same time the teacher notes down common errors which the learners are making so 
that they can be dealt with in the feedback session later. She may find that peer-correction 
is taking place and will have to make her own decision about when and how to correct the 
errors. 

7.8.3 Ending 

Some groups may finish earlier than the others. The teacher can ask them to move on to the 
next stage. For example, if the tangible output is to present an oral report, the speaker can 4 
rehearse the oral report in front of his group. Some groups may take too long to complete 
the task. If the teacher has been careful in specifying the time limit at the beginning, then 
with a fkw reminders in between, winding up the activity will not be a problem. 

4 

Often, the learners as well as the teacher may feel that the activity is over once the learners 
have completed the task. But the task was only a means of achieving its underlying aim, 
namely language practice. The activity that the leamers have gone through and completed has 
to be assessed, appreciated, admired and evaluated from the language point of view. This is 
an integral part of the activity and it can be organised in a number of ways. Learners may 
be asked to give an oral report, make a display or read aloud. This is done in the whole class 
mode and rounded off by the teacher with suitable comments. 

The teacher d s o  needs to give a feedback on the.process. Important aspects such as 
discussion skills are also commented upon. Students can also join in providing comments on 
each other's performance. 

Lastly, the teacher gives feedback on the language used in completing the task. She has 
already noted the language errors made while learners were interacting and on the basis of 
that information she plans her future reinforcement or remedial lessons. 
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Check YOII~ Progress 

Notes : a) Write your answers in the space given below. 

b) Compare your answers with those given at the end of the unit. 

5 .  You have the following oral activities in mind 

a) You have asked your students to get some photographs from their album. 
Divide the class in groups of four. Make sets of four photographs (preferebly 
brought by comeone other than a group member) and ask students to describe 
the people/things!scene in the photographs. 

) b) You have photocopied and end up the different steps of instructions for a few 
j 

i 
recipes/ a craft item. Divide your class in groups of four ank ask each group 
to discuss and put the instructions pack in the proper sequence. Ask a member 

i to report on how they figured out the sequence. 
I 

........................................................................................................................... 

c) You want your students to have a panel discussion in their groups on why 
homework should be abolished. l'he panelist in each group are the school 
principal (who also begins and moderate the discussion). the Maths teacher 
(who favours giving homework regularly) two student from different classes 
(who do not want any homework) and a school counsellor (who advocates a 
schedule of homework to prevent over burdening!overcrowding of sub.jects on 
certain days). 

Discuss the three activities in terms of the critcrea mentioned in 7.7. 

7.8.5 How to Correct Speech Errors 

One of the important roles of a teacher is to correct errors surfacing during oral communication 
activities. As such there are no hard and fast rules about when to correct students - but many 
teachers are of the opinion that students should not be interrupted unless there is a total 
breakdown of communication for the error made. Oral activities should not be interrupted for 
correction of grammatical forms/vocabulary during paidgroup work for fluency based 
activities. However, an accepted strategy is for the teacher to use the correct forms/words by 
way of confirmation of meaning when shehe goes round the class and talks to different 
groups without seeming to correct them. Attentive students usually pick up the corrected 
version. You must understand that the frequent repetition of the correct use of an item will 
lead to the formation of correct language habit and the continuous corrections as such inhibits 
the learners. 

Developing Speaking 
Oral Skills 
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I-isteoinf~ Comprebension and If, however, many students make similar mistakes, it is better to take up a whole class 
Speaking feedback session after having discussed the task which was set for that particular period. If 

the mistake is of pronunciation or of stress and intonation they can be taken up in short 
focussed choral activities. Mistakes in grammatical forms, choice of in appropriate words 
may call for a detailed practice session in the next class. While as teachers, we must draw 
a line at wholly unacceptable utterances, the degree of error we are prepared to tolerate is 
bound to alter in accordance with the abilities of individual learners. Defective but effective 
communication may be a reasonable aim. We must be aware that the learning of a language 
is slow and cumulative and cannot be mastered in one go. 

Check Your Progress 

Notes : a) Write your atlswers in the space given below. 

b) Compare your answers with those given at the end of the unit. 

6 .  While going ro~~r ld  the c l a ~ s  during a group discussion you notice that many of your 
Class VTTT students are rimking too many mistakes in the use of pronouns, specially 
rcflexive pronouns. When and how will you correct such errors? 

7.9 LET US SUM UP 

In this unit, we attempted to make you aware of the need to formally include Spoken English 
in the language curriculum. We also distinguished between the features of spoken and written 
English. We emphasized the importance of group work in teaching the spoken skills and 
suggested some of the features of an effective oral skills lesson. Finally we described the role 
of the teacher in sustaining and enlivening an oral skills class. We hope you found this unit 
useful. 

7.10 KEY W'ORDS 11 
fluency : being able to use a language spontaneously and 

confidently, without lots of pauses and hesitations. 

motor perceptive skills : the skills of perceiving and producing the sounds and 
structure of a language. 

interactlion skills : the skills related to deciding what to say, when to say 
it and how to say it. 

reciprocity of speech : the need to adapt speech according to the listener's 
responses. 

feed badk : information given about the result of someone's ac- 
tions to the person responsible. 

7.11 ANSWERS TO CHECK YOUR PROGRESS 

1 .  The two components are motor perception skills and the second is interaction skills. 
W i l e  both are important for effective communication, the emphasis these days is more 
on conversation/oral skills. As communication in the target language is more helpful 
than learning correct structures without being able to use them appropriately. 
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2. Open ended. 

3. Lack of repetitionlredundancy in writing. Speech involves a lot of hesitation/regression 
which is not acceptable in writing. Writing has to be accurate and precise which need not 
be the case in a spoken activity. 

4. Group work is best is used for brain storming/fluency based activities. If furniture is light 
and moveable/portable - groups may be made to sit in small circles. Otherwise groups 
may be organised by just turning the chairs and making four students face each other 
across the table. There should be a minimum loss of time in movements. 

5. Open ended. 

6.  After the main activity is over in a whole class feedback session - the students attention 
should be drawn to the mistakes they had made. Discuss the kind of mistakes.made, ask 
students to identify errordgive correct answers if possible, explain the reasons thereof, 
and depending on the kind of mistakes made, have small practice sessions. 

7.12 SUGGESTED READINGS 

Bygate, M. (1987) : Speaking, Oxford University Press, Oxford. 

Maley, A. and Duff, A. (1978) : Drama Techniques in Language Lenrning, Cambridge 
University Press, Cambridge. 

Maley, A. and Duff, A. (1978) : Variations on a Theme, Cambridge University Press, 
Cam bridge. 

Maley, A. Duff, A. and Grellet, F. (1980) : The Mind's Eye, Cambridge University Press, 
Cambridge. 

Ur, Penny (1981) : Discussions that Worked   ask-centred Fluency Practice, Cambridge 
University Press, Cambridge. 
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UNIT 8 SPEAKING ACTIVITIES 
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8.1 Introduction 

8.2 Objectives 

8.3 Learner Needs 

8.4 Samples of Speaking Activities 

8.5 Using Stories 
8.5.1 Theme Pictures 
8.51.2 Skeleton Stories 
8.5.3 Using Sound Sequences 
8.5.4 Dictation 
8.5.5 Picture Composition 
8.3.6 Telling Anecdotes 

8.6 Participating in a Discussion 

8.7 Class Debate 

8.8 Role Playing 

8.9 Radio Show 

8.10 Building up a Resource File on Speaking Activities 

8.1 1 Time Management 

8.12 Integrating Speaking with Other Skills 

8.13 Lqt Us Sum Up 

8.14 Key Words 

8.15 Answers to Check Your Progress 

8.16 Suggested Readings 

INTRODUCTION 

In recent years, great emphasis has been placed on the development of oral skills in second 
language teaching in India. Materials writers and recent textbooks have focussed on the 
inclusion of interesting and varied activities which require a learner to respond orally. While 
relating the curriculum to the real life needs of learners, efforts are made by teachers, school 
authorities and educational system to build into the curriculum various real life situations 
which will systematically and efficiently help learners to acquire a repertoire of oral skills. 

The need for learners to be actively involved in the classroom processes and not remain 
passive receptacles is nowhere more important than in a speaking activity. Researchers in 
English language teaching state that in an average English period, the teacher is speaking 
for 213 bf the time. Needless to say, the learners, with hardly any opportunities for speaking, 
may leave school feeling nervous and under-confident about their oral skills. 

Changes ip the CBSE Course A, Classes 1X and X syllabus have given weightage to 
conversatlon skills. In Class IX, 20% of the continuous assessment marks are allocated to 
conversation skills. There is a corresponding need to include the teaching of conversation 
skills at the primary and middle school level also. 

8.2 OBJECTIVES 

This unit will enable you to : 

fhmiliarise yourself with the learner's needs for speaking skills; 

understand the nature and details of some major speaking activities; 
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understand the role of the teacher in different kinds of oral skills development Speaking Activitcs 

activities; 

understand the significance of using stories in building oral skills; 

explore a variety of activities which use story-telling such as theme stories, skeleton 
stories, etc.; 

understand the setting up, conduct and follow-up of activities such as discussion, 
debate, role play and radio show; 

identify real life situations, both in school and out of school, which can be exploited 
by the teacher and used for oral skills activity; 

understand the significance of time management in speaking activities; 

understand ways of integrating speaking with other skills. 

8.3 LEARNER NEEDS 

The specific speaking skills that a learner needs have already been described in Unit 7. 

It suffices here to say that learners need to get practice in making short utterances such as 
a sentence or a few sentences. Teachers can use these utterances to reinforce grammatical 
structure. 

Oral skills, however, concentrate on the learner needs to make longer utterances. Learners 
need to interact appropriately and competently at different levels and with different people 
in a variety of situations. 

8.4 SAMPLES OF SPEAKING ACTIVITIES 

In this unit you'll study samples of different speaking activities. 

These are : 
using stories 
participating in a discussion 
participating in a class debate 

I participating in a role play 
preparing a radio show. 

Each of these activities will be dealt with at two levels viz; 

the description of the activity; and 
teacher's role 

- - -  

8.5 USING STORIES 

Story telling is 'the most ancient and compelling of human activities' (John Morgan and 
Mario Rinvolucri, 1983). Story telling has a special role to play developing oral skills. It 
is an infinitely more interesting and involving activity than monotonous oral drill and bland 
role play. 

8.5.1 Theme Pictures 

The teacher chooses story and narrates it to the class. She then spreads the pictures on a 
table at the end of the room. Students are then asked to pick pictures that they associate with 
the story. Each student tells his or her partner or group the reasons far choosing a particular 
picture. 
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Teacher's Role 

The teacher needs to collect a lot of pictures from magazines and journals. The pictures 
should be selected carefully. An adequate number of pictures which are related to the story 
and several others which are unrelated can be compiled. 

This activity is interesting and useful. It brings out the fact that each student listens to the 
skeleton story and then creates his or her version. The personalisation of the story motivates 
the learners to participate enthusiastically in this activity. 

8.5.2 Skeleton Stories 

The learners can be given the skeleton form of the stories. The facts given should be clear 
and simple. Once the learners have heard the story they are asked to give their version of 
it. The stbry chosen must be one that can be interpreted in more ways than one. 

An alternative is to tell an incomplete story. Students sit in groups of four and after the 
story-telling session, each gives his or her version of the ending. An example is given 
below. 

A strangelunknown visitor 

One of my mother's friends wanted to go for a short holiday - didn't want to leave her 
house empty and locked - requested my mother to stay for a few days - mother agreed - 
Saturday evening - mother watching T.V. - knocking on the door - mother opens - find a 
gentleman outside - he wants to see his daughter - mother explains - refuses mother's 
requests to come in - friend returns - mother tells her of her father's visit - friend refuses 
to believe - says her father ........................ 

(Adapted from Mary Underwood (1976); What a Story, OUP.). 

8.5.3 Using Sound Sequences 

In this activity, the teacher plays a recorded sound sequence on an audio cassette. Sounds 
Intriguing, a book by Alan Maley and Alan Duff (1975) has a most stimulating array of 
sound sequences. The students listen carefully. In groups of four or five, each student tells 
the group his or her interpretation of the story. The group finally selects the most interesting 
story and sends one story-teller from the group to tell the story to the whole class. An 
example from Sounds Intriguing by Alan Maley is given below. 

Sound script 
Cries - snapping - rustling - shouting - steps in water - barking - shot - silence - low whisper 
- silence. 

Possible liinse of questioning 
- What is the first sound you hear? 

- Is the incident happening inside or outside. 

- What kind of place is it. 

- How many people are involved. 

- How many types of animals are there. 

- Is all the action happening in the same place. 

- What is the explanation of the sudden loud noise towards the end of the sequence. 

- What kind of an event is going on. 

In groups of four try to work out a concerning explanation of the incident. 
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When all the groups have finished, discuss the exercise. 

Teacher's Role 

The teacher has to make arrangements so that the recording is heard by all. She may like 
to work on some vocabulary connected with the sounds they would be hearing, without 
taking away the interest of the task. Vocabulary training as an enabling exercise can be done 
prior to the listening period to make the students' story-telling more effective. . 

Students find this an engaging exercise and are most willing to work out a skit, a dialogue 
based on their group's story. 

This activity integrates efficiently with a writing activity. 

8.5.4 Dictation 

The practice of dictation can be made purposeful by integrating it with an oral activity. In 
'Once Up0n.a Time' Morgan and Rinvolucri (1983) have given the following example : 

A set of words such as the following are dictated to the class. 

schoolmaster hypnotise 

bachelor seven roses 

mother throw away 

death improvement 

funeral success 

obsession button hole 

psychiatrist faded 

Once the words are dictated, the group appoints one person as the secretary. The words are 
written on the board. Each group constructs a story from the list, following the order given. 
Students are then asked to tell their story to the entire class. 

Teacher's Role 

In case the teacher feels that the class cannot carryout this activity efficiently, then a more 
'definitive' version may be given by the teacher. The words can be expanded into short 
phrases so that it gives more support to learners. 

e.g., A man, 38, schoolmaster, self contained 

mother dies, 

very fond of mother, --- 

, While compiling the list of words for dictation the words chosen should be rich in content 
, so that students are stimulated to think. 

/ 8.5.5 Picture Composition 

Speaking Aetivites 

'The teacher draws an incomplete picture on the board. Students are divided into groups. 
Each group is given a turn to add to the picture. Once all the groups have taken turns at 
drawing, each group tells their version of the story to the whole class. 

Teacher's Role 

The teacher can make the first drawing if none of students volunteer. The picture space has 
to be large so that the different groups can contribute. The drawing should not become too 
crowded. This activity encourages learners who may not be very good at speaking to make 
their contribution to the group. It fosters feeling of confidence which can be nurtured by 
the teacher. 109
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8.6 PARTICIPATING IN A DISCUSSION 

Most textbooks incorporate activities which necessitate student interaction whether in pairs, 
groups or the class as a whole. 

At times units are especially designed, to have separate sections for each skill. 

Discussion can precede or follow reading texts. In the first case, discussion can prepare 
students for the reading task. In the second, the reading text can enable learners to delve 
into the theme and thus participate more effectively in the discussions that follow. The 
reading text can give a fillip to the imagination of students and also give the less confident 
learners support in terms of content. 

Teacher's Role 

The teacher's role, while the discussion is on, is of an observer, a manager and a facilitator. 
If the speaking activity focusses on the use of specific language stnlctures, then the teacher 
can direct the attention of learners in advance to these structures. They may be listed in the 

6. text. Once the discussion begins, however, the teacher could allow it to develop, rather than 
arbitrarily call the attention of learners to grammatical details. 

The teacher can move about unobtrusively observing and monitoring the groups. Common 
errors in grammar and usage can be noted for remedial work to be done later on. At times 
the dominating student can be tactfully advised so that each student in a group gets a turn. 
The teacher can, if need be, join a group. 

The discussion must lead to a clear task. Very often, discussions tend to wilt and collapse, 
if ihey are not planned out meticulously. The activity must have a sense of completion. 
Nothing is more demotivating for learners than to be left to drag on a discussion 
interminably, without a clear purpose and goal. 

I 

[ The activity or discussion can be rounded off by inviting one member from each group to 
report on the group's discussion. If sufficient time is not available, then some groups may 
be asked to put up posters with a summary of their group's ideas. An oral activity which 
is well planned, organised, executed efficiently, timed correctly, with a feedback and follow 
up session gives the learners a sense of achievement. This in turn, will motivate them to 
participate wholeheartedly in the oral activities in future. 

8.7 CLASS DEBATE 

Most often students' oral skills are assessed in inter-class, inter-school debates. It would be 
useful to first organise these debates at the class level. 

Teachers can take up relevant topics for debates which are linked to the student's life at 
school and home. As students move into middle school and their knowledge of the words 
increases, learners can debate on wider issues. 

Short reading texts, letters to the editor, a newspaper cartoon and all kinds of verbal and 
visual stimulus can be used to start off the student's thinking processes. 

Teacher's Role 

The teacher can involve the learners in not only participating in the debate, but also at the 
organisational level. 

Once the debate is organised, the teacher can include the learners in the panel of judges who 
will assess the debaters. The criteria of judging a debate can be spelt out, or elicited from 
the students at the very beginning. The participants can prepare for the debate keeping the 
criteria in mind. Thus weightage for content, ideas, delivery of speech, intonation and 
pronunciation can be collaboratively finalised. 

Once the debate is over, the teacher can declare the results, Later, useful feedback can be 
given. 

Speaking Activites 
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Notes : a) Write your answers in the space given below. 

b) Compare your answers with those given at the end of the unit. 

6 .  I loit xrould you organlse a good class debate? 

8.8 ROLE PLAYING 

The teacher allots a role card to each student. The card has some points which a student can 
take up in the course of the activity. It is important to ensure that learners have understood 
very cleady what they are supposed to do. 

Initially, a short demonstration in which the teacher and a few students work out some 
role play can be useful. 

The infomation in the role cards is in incomplete sentences or phrases. These are take off 
points for students to use while participating in the role play. Students are not strictly bound 
to the role card. 

While selecting role play tasks, relationship to the learners' experience is important. But it 
is equallp challenging to have a role play based on a strange and unfamiliar situation. 

Teacher's Role 

The teadher's role is in clarifying what a role play entails. Some materials have role play 
built in along with the themes. But the teacher can select suitable role play from other texts 
keeping the difficulty level and interest of her learners in mind. 

While the role play is proceeding, the teacher observes and monitors the activity. If she has 
designed the role cards herself, then she can take decisions whether the role play cards or 
the activity needs to be modified in some way. 

8.9 RADIO SHOW 

This activity can be planned by tapping various resources for example, television advertise- 
ments and radio. One of the most useful resources is the Times FM. It provides a good 
model for learners. Of course, the focus being different, the Radio Show prepared by the 
learners will have less recorded music. 

Very often students may use incidents taking place at school as subjects for reporting for 
example, school projects, class pro-jects, school events, inter-school events, sport news, 
interviews of teachers and students. 

The radio show also enables students who are less confident in contributing to the radio 
show by coordinating the music or by playing instruments. 

Teacher's Role 

The teacher can introduce the radio show by playing an already recorded sample of a radio 
show (see Class IX Course A CBSE). The radio show need not follow a rigid or set pattern. 

46 Students are divided into groups. Each student in a group is given an equal chance to 
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participate. The recording can have short excerpts of music, preferably played by the 
students. 

Listening sessions can be held in which students listen to the radio shows recorded by 
different groups. Before the listening session, students can be asked to comment and give 
suggestions. Comments on overall performance, presenters and students voice, expression, 
sense of humour, interest level, clarity of speech can be elicited from the students. 

An interesting variation can be asking students to discuss in groups of five or six. What kind 
of a programme they would like to put up on Teacher's Day I lnter House Competition etc. 
give a time limit which each group has, ask groups at random to present their items in front 
of the class. 

(You can also set the items that they have to include - like a skit, a joke, a small report on 
something that happened in school. The students decide on who does what and takes 
responsibility for the item. The skit can be done by the whole group). 

8.10 BUILDING UP A RESOURCE FILE ON SPEAKING 
ACTIVITIES 

Once a teacher has gained insight into the rationale behind organising speaking activities 
and the tremendous potential in using oral activities to develop learner's skills in the target 
language, it is not a difficult step to build up one's own resource file on speaking activities. 

These activities can be built up by using the following as a stimulus: 

school events, e.g., a fete - allotment of' stalls 

interviews for selection as Prefects and Editorial Board Members 

school trips 

current topics of interest at the national and international level 

8 newspaper clippings1 reports1 letters to the editor1 cartoons1 school trips can be 
planned having a language focus in advance. For example, the train journey can be 
used to recite and compose poems on trains bringing out the rhythm of the train's 
movement. Visuals such as a cut tree can become the focus of a small group 
discussion and lead students through discussion to compose a poem, voicing their 
interpretation of what had happened. 

Newspaper cuttings can be pasted on a sheet of paper. The steps for the activity can be 
written out systematically. The activity can then be tried out. Subsequently, necessary 
changes can be made: The activity is then filed in a Resource File under the correct 
heading. These activities should be easily accessible and can become a resource to be shared 
by the teachers of the English Department. 

- - 

Check Your Progress 

Write your answers in the space given helow. 

b) Compare your answers with those given at the end of the unit. 

7 .  Describe how you will organise a role play sessiorl as a speech activity with your 
students. 

Speaking Activites 
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j ................................................................................................................................... 
I 

i 
j 

8.1 1 TIME MANAGEMENT 

In organising oral activities one of the major constraints is the break up of an activity into 
various phates. 

In the first phase the teacher sets up the activity. The oral activity may stem from a reading 
text or listening input. The activity should be clearly defined by the teacher. 

It is of prime importance that the teacher calculate realistically the time to be allotted for 
discussion, role play or any other oral activity. 

The time allotted should be specified clearly to all groups. If a group has finished early, the 
teacher can plan in advance what they should do next. 

The pace of the lesson should be active and brisk. The teacher has to be alert, watchful and 
take decisioqs quickly. 

8.12 INTEGRATING SPEAKING WITH OTHER SKILLS 

Speaking activities can themselves arise from reading texts or listening inputs. Once the 
speaking activity is over, the teacher may find it very useful to integrate the activity with 
a writing task. The group report can be given to the students as an assignment in the form 
of a speech to be made in a suitable context. 

For example students read a small text on problems of wild life conservation in India. They 
then discklss in groups of four how poachers and affluent tourists pose a threat to wild life 
in protected afeas/wild life reserves. They then write down the points they have discussed 
in two columns under the headings : 

a) Poachers 
b) tourists. 

Next they go around the class and compare their points with other groups. In a whole class 
discussion the teacher writes down the important points of agreement on the blackboard. 

(Source : Spectrum : Reader 8; Sultan Chand and Sons, 1997, New Delhi.) 

Very often writing assignments are given in isolation without much preparatory work done 
in class. Speaking activities give impetus and enable learners to write competently on a 
theme they have collaboratively explored in class. 

r 7 

/ Check Your Progrcss 
I , Notes : a) Write your answers in the space given below 

b) Compare )our answers with those given at the end of the unit. 
I I 9. How will you design speaking activities for your class ? 1 
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10. liow will you 1nan:lgc time in a speakilig activity'? 

............................................................... 

................................................................................................................................... 

................................................................................................................................... 

................................................................................................................................... 

11. 1 ., ., will you integrate other skills with a speaking activity? Describe with the help 
rln example. 

................................................................................................................................... 

................................................................................................................................... 

................................................................................................................................. 

................................................................................................................................... 

8.13 LET US SUM UP 

This unit has brought into light the different kinds of speaking activities and the role of 
teachers in involving the learners in these activities. You as a teacher, can play an important 
part in organising these activities so that the learners get practice and can actively involve 
themselves in the classroom processes. The activities mainly discussed are stories, discus- 
sions, debates role play, radio shows. At the same time there is a need to integrate speaking 
with other skills such as reading texts or listening inputs. Time management in this is 
important because each activity has to be broken up into various phases with appropriate 
time allotment. 

8.14 KEY WORDS 

cue cards : cards given to learners in a role play game to tell them which 
role they are to play, and what they are to do (Cue cards are 
sometimes called role -cards). 

incomplete story : telling a story without completing it, inviting and stimulating 
students to give their own version of the ending. 

radio show : a radio show is a programme which is recorded or presented 
live consisting of contributions made by a group of students - 
a presenter, items on topics of interest, excerpts of music, 
advertisements. 

resource file : a file consisting of newspaper .cuttings, cartoons, role cards 
compiled by the teacher for use in class. 

skeleton story : giving the main events of the story in telegraphic language to 
be used by students for building a detailed story. 

sound sequence : a set of recorded sounds, arranged in a sequence to be used as .. 
a stimulus for students to build a story on. 

theme pictures : listening to a story, selecting pictures, matching it to the story 
and giving reasons for the choice. 

8.15 ANSWERS TO CHECK YOUR PROGRESS 

Speaking Activites 

1. Story telling is an activity which children can relate to most naturally and effec- 
tively. It can be used in various ways to build up oral skills for e.g., by telling an 
incomplete story where students can be asked to provide the ending. 
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Listening Comprehension and 2. Theme pictiues are a set of pictures, some of which are related, and some not related 
Speaking to the story told by the teacher. Each student gives hislher reason(s) for the choice 

of pictures. 

3. A skeleton story consists of a set of bare facts, in the form of phrases or very short 
sentences, the students use these as clues to tell their version of the story. 

4. A sdund sequence consists of a recording of sounds arranged in a sequences. 
Students listen to the sound and give their own interpretation of what is happening 
in the form of a story. When students try to explain what each sound means to them, 
they are compelled to speak. 

Sound sequence can be integrated with speaking because students interpret it to tell 
their own story. It can later be integrated with writing a dialogue, skit, description 
or story. 

5 .  The practice of dictation can be made purposeful by integrating it with an oral 
activity. 

6 .  Class debates can become a rewarding experience if the topic is chosen carefully. 
The students may themselves suggest a topic that they wish to discuss and make all 
arrangements with the guidance of the teacher. The class debate has to be organised 
carefully. 

7. Open-ended. 

8. A rqsource file is a file compiled by the teacher in which cartoons, newspaper 
articles, slogans, posters are systematically arranged. Each of these is mounted on 
a sheet of paper and the steps of the oral skills activity are written systematically. 
These activities are used by the practising teacher and shared by other members of 
the English department. 

9. You can design your own speaking activities by being alert and compiling cartoons, 
newspaper cuttings and building activities on them. 

10. Time Management is of crucial importance in Speaking Activities. At times the 
disc~ssions may continue too long, or may be stopped abruptly if the teacher has not 
been realistic in her estimate of the time needed for the discussion. Groups need to 
be made aware of the time allocated for each phase of the activity. If the discussion 
takas too much time, other important aspects such as feedback and follow up by the 
teacher will get neglected. 

11. Speaking activities are closely linked to listening. Reading and Writing can also be 
integrated with speaking activities. A debate topic may lend itself to further reading. 
Writing is an activity which students shy away from in most cases. The speaking 
activity supports learners by giving content and focus to the writing exercise. 
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9.1 INTRODUCTION 

Assessment of the learners at the end of any teaching programme has a two-fold purpose. 
The students receive a feedback on their learning as well as gaps in learning. The teachers 
get an opportunity to monitor student progress. It therefore goes without saying that any 
programme of teaching learners listening skills will be followed by evaluation of the skills 
taught. e.g., 

listening for specific information 

obtaining the gist of what is being.said 

following directions 

following instructions 

inferring situations, speakers, contexts and even discriminating sounds and words. 

In this unit, you will be introduced to a variety of items usually used for testing listening 
comprehension. These items can be easily divided into two categories - based on their 
purpose - a) listening for perception (identifying different.sounds/sound combinations), 
b) listening for comprehension (understanding verbal messages, sense of the context, etc.). 

In a classroom situation, you as the teacher, can use either recorded voice or you can 
administer tl-e test yourself. However, if you use a (tape) recorded voice in primary classes, 
the young learners may find it very difficult to follow the text as they cannot see the 
speaker. Moreover, if the quality of recording is poor or if the tape recorder is not of a very 
good quality, aural perception is affected. You may therefore find it easier, in primary and 
middle school classes, to read out the test yourself. In the secondary and senior secondary 
classes, you can use a judicious mix of both recorded and spoken material. 

9.2 OBJECTIVES 

After reading this lesson you will be able to : 

understand the purpose of different kinds of tests for listening comprehension; 

compare and contrast the merits and demerits of these different kinds of tests; 

devise your own tests for assessing the learners' listening abilities. 117



Listening Comprehension and 
Speaking 9.3 AURAL TESTS OF PERCEPTION 

The tests which have been discussed in this section require limited response and are more 
suitable for beginners or learners from primary classes. These items test the recognition of 
sounds and words. Let us work at a number of items. 

I.  Your studeds get a sheet of paper on which a series of words are written. 

1. a) pin b) Pen c) Pan 
2. a) plane b) train c) tram 
3. a) ox b) box c) fox 

You read OLL one word. The student underlines it. 

This kind of an item is the opposite of a dictation test, but the learner needs time to read 
the items. 

To frame such items you need words which are similar sounding - but with one difference. 
You can therefore use books of phonetic drills to get such minimal pairs. 

A similar item with more difficult words can be used at the middle school level. e.g. 

I. a) Conversation b) Compassion 
c) Connection d) Conservation 

11. A variation of this item is the use of simple line drawings as the cue. The learners get 
a sheet of a paper where they have a number of simple drawings and a small box in 
a corner. 

For each picture the students hear threelfour words. 

1. a) pin b) pen c) Pan 

2. a) ox b) box c) fox, etc. 

Ill. A similar item can be framed at the sentence level. The learners get a sheet of paper 
with pairs of sentences written on it. They mark with a tick (4) the sentence they hear. 
e.g. 

1 .  a) Can you see the ship over there? ( ) 

b) Can you see the sheep over there? ( ) 

2. a) Knock the door. ( ) 

b) Lock the door. ( ), etc. 
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In your own sheet, you must already mark those sentences which you want to read out. It's 
better to read out each sentence twice. 

You must be careful to choose short and simple sentences for beginners. 

Cl~ecli  Your Progress 

IVotes : a )  Wrlte !our aris\\ers in the space given be!ow. 

b) Compare >our iinswe1.s with those giben at the end of the unlt. 

I .  Indicatc (with a tick) whether the statements are correct or incorrect. 

:i) 'Iests of !isionins percepri(jn assess students' ability to hear correct sounds. 
(Correct.;lncorrect) 

bj  Tcaclicrs should never repeat the wordsisentences they read out for testing 
listening ahility. (>Correct/Incorrect) 

L)  11) t 2 5 i ~  of 'i~lr'11 perccpt~on, student5 write long answers. (Correctilncorrect) 

c f )  Bcg~nners arc best asesscd through I13tenlny perception tests (Currect~ 
Incorrect) 

2. LVrite down tlle instructions for a test item in which you wan: your learners to 
discriininatc a sound (phunemej of the English ianguage. 

3 Si~ggcst f m r  nlinimal pairs lbr bepinning learners. 

(A ~~iiniinnl pair of words contrasts two sounds of the language e.g. in the 
Ihllo\ving minimal pairs '&' and !A /  are being contrasted. 

1 ; 1 

cap 

sack 

match 

hat 

CUP 

suck 

mucl? 

hut 

.................................................................................................................................... 

................................................................................................................................... 

1. Write two pairs of sentences in  which only one word is different. (as in item 111). 

.................................................................................................................................... 

.................................................................................................................................... 

.................................................................................................................................... 

9.4 VISUAL MATERIALS FOR TESTING LISTENING 

Listening comprehension tests are concerned with communication - understanding specific 
details, sequence of happenings, etc. 

Testing Listening Ability and 
Listening Comprehension 

In this section, we will discuss the use of pictures to test listening comprehension. 
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Comprehension and I. In the first type of item, the learners have a set of pictures marked A,B,C, etc. They 
listen to descriptions and write the name(s) of what's being described. 

Student Woi-ksheet 

You will listen to the description of some sea animals. Write the name of these animals 
which match the description. 

Spoken Test 

Lugworm : It looks like a long worm 

Octopus : It has a soft body with eight long, strong arms around its mouth. It looks very 
strange and frightening. 

Starfish : Stdrfish are mostly all arms and no body. That usually have five arms but some 
kinds have as many as fifty. 

Sea urchin : It is a round animal. Its body is covered with rows of Iong pointed spines. 

(Source : Workbook 3, Spectrum Interactive Series, Book 3.) 

You can frame these kind of items k i n g  description,of people, places, objects. So keep 
collecting pictures. If you can make simple drawings, draw them. 

11. In this item, the students have a series of pictures marked A,B,C etc. They have to 
identify the picture which is being described. 

Spoken Text 

The students hear: 

I .  Both car doors are open. 

2. It's daylight but both headlamps are on. 

3. The man who's repairing the car is lying underneath it. 

4. Although the girl sees the man working hard, she doesn't help him. 

Student Worksheet 
You wiIl listen to four sentences, at the end of which you will select (by circling the 
alphabet) the appropriate picture being described. 
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(Notice how the students are able to marrow down the choice available to them as follows.) 

1. B C D E  ( Only A shows one door open) 

2. B D E  ( Only C shows the headlamps off) 

3. B D ( Only E shows the man standing up) 

4. D ( Only B shows the girl helping the man) 

(Source : Heaton (1998) : Writing English Li~nguage Tests.) 

LII. In this kind of an item a learner gets a nuhber of pictures which are not numbered. 
You start telling the story and the students arrange the pictures and numtier them. 
(Here the pictures are in the correct sequence for you to reconstrl~ct the story). 

(Source: Spectrum Inferactive English Workbook NO:~.) 5 5 
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Comprehension and IV. A series of statements, some true some false, are spokenlread out about a picture. The 
students have the picture which is being talked about. They write TrueIFalse against 
the number of the statement. 

Spoken Text 

I. The room is-very untidy. 
2. There are glasses all over the room - on the table, on the shelves, under the chairs 

and on the floor. 
3.  There is a guitar in a corner of the room. 
4. A man and a woman are sitting at the table. 
5 .  Outside it is raining hard, etc. 
V.. You can use simple or complicated road maps to test listening ability. An example is 

given below. 
1. Student Worksheet. 
Here is a map of apart of Prem Nagar. You will hear a number of statements. Write True 
or False for each. 

Hospital I 
Police 
station 

I School 1 

Bank 

I I I J I I 

W Lotus Avenue E 

I I 

2 Anu - 
0 
a To railway station 
C 
CD 

'7 '9 m 
Rltu 

(Source: Interactive Spectrum Workbook No.4.) 
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Spoken Text 

1 .  Anu lives nearer to the fountain than Manmeet. 

2. John is Anu's next door neighbour. 

f 3 .  The hospital is on the western side of the city. 

4. A straight road runs between the railway station and the school. 

The item types described in this section are easy to construct and easier to score. However, you 
have to look for the right kind of pictures for different levels, keep adequate number of these 
pictures and worksheets photocopied much before the test. If your school does not have a 
photocopier, you have to get it done from outside for which you may need the permission of your 
head. 

-- - - 

I 1 Check Your Progress 
I / Notes : a) Write your al?s~r,cl-s in the space given below. 

I 

the the unit. 
I I 1 5 ,  Drawlf~inc! pictures o S l h r c r  persons. Givc them names. Write short  descriptiol!~ which i 

Testing Listening Ability and 
Listening Comprehension 
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- i - . - -  - -.-._.I. l_l-.-_ _l_-l_.l___.___ - 
I 1 6 .  Oicture is given belov.;. Frani5wli:c six sentc1:ces soms of\shich are correct and I 

1 some incorrect. 
I i 
i Design a student shcet complete ~ v ~ t h  instruction\ 
I 

ihoot-ce : A.L, K h a n i n  and T.C. Ghai, English : P I  C'sc.) 

I 7 .  Li:,ttlicadv,tn:apt-sancllimitat!cl;lsofusingvisual~n.:icrialt~lis~~~:~~ngcr,i;l~~~eI~e!~~i~~~: 
I t., -f.; 
I ~s.. (Your hints : Picture will g i ~ c  a lut o f  infomlatiotl. item:; can be i la~ned arot:r:b 

I tllem; difficu!t to find s~litablc pictures etc.). 
1 

RESPONSES 

The student's ability to understand what they listen to in the target language can be assessed 
through a variety of items. This section introduces you to a number of item types that require 
limited respon$e. (i.e. A student chooses the most appropriate answer from given options or 
marks a route or building on a given road map). 

I. The student has a written sheet with four options. (S)he listens to a question and chooses the 
most appropriate answer and indicates the choice with a tick mark (4). 

Spoken : Whqn are you going to Bombay? 

Student Worksheet: 

A. By New Delhi, Rajdhani. 

B. Next Saturday, that's the 26th of June. 

C. To meet my brother. 

D. With my cousin. 

11. The studeht listens to a sentence and chooses from the options on the worksheet 
the sentenlce which is closest to it in meaning. 

Spoken : If I knew Rita was coming, I would have told you. 
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I Student Worksheet : 
I 

A. 1 knew and I told you. 
I 

B. I did not know and I did not tell you. 

C. I knew but I did not tell you. 

D. I did not know but you knew. 

111. The student listens to a small exchange and answers the question which follows. 
The options are available to hirnfher on the worksheet. 

Spoken : A : Four tickets for the balcony, please 

B : All tickets have been sold out. 

A : Then give me upper stall tickets. 

B : You get them in two separate rows. 

A : O.K. I'll take it. 

Question : Where are these people? 
Student Worksheet: 

r 
A : At the hospital. 

F B : At the railway booking office. 

C : At a cinema hall ticket counter. 

D : At the airport. 

(For this kind of an exchange - which you can easily record - it is better to use two different 
voices - preferably a male and a female - to avoid confusion). 

IV. A simple road map is given to the students, who listen to spoken instruction on how 
to reach a place. The student marks the route that has to be taken. 

The way to my house 

There's a bus terminal next to the railway station. Catch a Route 421 or 425 bus from there. Get 
off at the Defence Colony bus stop. The conductor will help you. From the bus stop walk past 
the General Store (Kwality Store), and take the first turning on the left. Walk along this road. 
Cross the first road you come to (School Road), and you'll come to Surya Vithi. No. 79 is the 
last house on the right. (The map given below may help you.) 

SCHOOL ROAD 

P r 
DEFENCE COLONY 

BUS~TOP , 7 ~ ' 

GENERAL STORE 

Testing Listening Ability and 
Listening Comprehension 
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-- ---- i ..& ----- .....--.-..-.-..----_l....-... 

Check Your Progress 

Notes : d )  Write your nnswers i n  the SIXICC' gitler: below. 

b) Conlpare your answers with those givcn at t l x  end of the unit. 

8.  'The itemssaggested in~hIssectiu~i fi.ic~~:,or\n.~eanIng. I+/i?i~id)c;u iike t:, a~erlirse iterns 
vlith skjght ~nodificarions for rziting rcliding c o r n p r c h i ~ : ~ ~ ~ ~ , ?  Give ressoiis fior your 
answer. 

9. Sketch a simple road map with nsmes ofrcndx wri!teri 1711 it iil:ii a S e ~ b  p i i ~ ~ e ~ i  haildings 
like the bank, post oftiice or grocr!.y shop indisated. Xilcntior~ where your student is (on 
the map). Write a small exchange (dialogue) givirrg directions on how to reach a 
pqrticular place. 

9.6 LISTENING COMPREHENSION OF EXTENDED 
COMMUNICATION 

The ability to understand announcements, news, informal talks and formal lectures is an 
important skill for students studying subjects in the medium of English (at inter-mediate and 
advanced levels) in higher classes. 

As a teacher you would be using a lot of news broadcasts ands announcements at different places 
like railway stations or airports to train your students. Such texts/communications shoqld find 
a place in assessment also. 

I. The first item is an example of a news broadcast on which a few questions have been 
asked. 

News Item : (Position of Radio Broadcast) 

The United States Air Force has admitted that a formation of its fighters and an Air France 
Concorde recently missed colliding by as little as 10 feet. The Air Force accepts the blame for 
what was the closest recorded miss in aviation history. 

According to the Air Force spokesman, when the Concorde was already 70 miles out over the 
Atlantic, on a scheduled flight to Paris from Dulles Inter~iational Airport, Washington, four US 
Air Force F- 15s approached at 0 (zero) speed from the left. The lead plane missed the outside 
of the Concorde only by 15 feet in the front of the cockpit. 

60 
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Student Worksheet Testing L i s t e n i ~  Ability and 
Listening Comprehension 

Try to answer all the questions after listening once. Then listen again and check your 
answers. 

1. What aeroplanes were nearly involved in an accident recently ? 

2. Where did the incident take place ? 

3. Whosefau l twas i t ?  

4. Where did the passenger plane take off from ? 

5. How many aeroplanes were involved ? 

6. How close did the aeroplanes get ? 

Answers 

1. Four U.S. Air Force F-15s and an Air France Concorde. 

2. Seventy miles out over the Atlantic from the United States. 

3. The U.S. Air Force's. (They accepted the blame.) 
1 .  4. Dulles International Airport, Washington. 

5. Five. 

I 6.  Ten and fifteen feet. 

I (Source: Reason for Listening by David Scarboroug (1984), Cambridge University Press.) 

(Remember you are testing listening comprehension so do not deduct marks for spellings and 
grammatical inaccuracies). 

As for your teaching siiuation, similarly for your testing purposes record the latest radio news 
possible. Then frame a few questions. 

11. In the next example, you will find a grid has been used to check listening ability. The 
students listen to the conversation between two friends and fill up the gird. You could 

'3 either use an empty grid to be filled up or incorrectly filled in grids, which the 
students have to correct. 

1 Student Worksheet (Use either) 

1. Empty Grid 

m ~ p ~ e a r a n c e  Occupation Whether -1 

1 Savitri ! ! I 
2. Filled up Grid 

Name 

Radha 

Venkat 

Computers India 
as a Programmer 

intends to marry 
someone who would 
like to work in a village 

' 

Appearance 

short and fat 

no informatiori 

Occupation 

Writer 

Computer analyst 

Whether married or not 

married 

not likely to be married 
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Speaking 

Radha Venkat! I can't believe it's you. I haven't seen you for ages. How're 
things? What are you doing? 

Venkat Radha, is that you? I hardly recognized you. You've put on weight. 

Radha Come, come, Don't exaggerate. I'm not fat. Besides, I had a baby 
recently. 

Venkat Congratulations! When did you met married? What does your husband 
do? 

Radha Oh, six years ago. My husband works for Computers India as a 
Hardware Engineer. 

Venkat Really? I'd love to meet him. I'm interested in computers too. I've just 
done a master's degree in computer software. 

Radha That's interesting! Where do you work? 

Venkat Well, I'm jobless at present. In fact I'm exploring the possibility of 
starting a consultancy in computer programming. 

Radha Sushi1 would love to meet you. How about having dinner with us one 
evening? 

Venkat I'd love to. When would you like me to come? 

Radha Well, I'm busy on weekdays. Will Saturday suit you? 

Venkat That'll be fine. By the way, what are you busy with? 

Radha I work for a newspaper. At present I'm working on a project on adult 
education in rural areas. So I have to visit villages on the outskirts of the 
city. And guess who I met at Kheri? 

Venkat Who? 

Radha Savitri. D'you remember her? 

Venkat You mean that tall girl with very long hair? 

Radha Yes. 

Venkat What was she doing there? 

Radha She's a doctor now. She's opened a clinic there. 

Venkat That's surprising. One wouldn't expect a lively city-bred girl like her 
to work in a village. Is she married to a doctor? 

Radha Oh no. She doesn't intend to marry unless she meets a man who is also 
interested in working in the villages. 

Venkat She must have thanged so much. 

Radha ' She has. She's very sober now. 

111. In the third example the student listens to a formal talk and is then expected to 
demonstrate hidher comprehension by completing a table. You should perhaps allow 
your students to read through the questions first, so that they have a rough idea about 
the kind of information they should look for when they are listening to the talk. 

(Also notice that the students are not expected to write any long answers). 

Student Worksheet 

A passage will either he read to you twice by your teacher or played on a recording. Listen 
carefully both times and fill in the table. 
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1. Complete the following table by listening to the information about Jupiter: Testing Listening Ability and 
Listening Comprehension 

2. The distance between the Sun and Jupiter is ........................................... 
3. Why is life not possible on Jupiter ? 

Appearance 

4. 'Axis' means: a) a line round which an object spins, b) a point round which an object 
spins, c) a line along which an object moves. 

Listening to the following information on Jupiter. 

Size 

Jupiter 

You must have all heard ofthe planet Jupiter. It is the largest planet in the sun's family. It looks 
like n very bright star, a little brighter than any of the real stars in the night sky. The diameter 
of Jupiter is 87,000 miles, nearly eleven times the diameter of the earth and, Jupiter weighs as 
much as 3 18 times as much as the earth. Because Jupiter weighs so much, the pull ofgravity there 
is stronger than on the earth. Ifyou weigh 100 pounds on the earth, you would weigh 264 pounds 
on Jupiter. 

Weight 

Jupiter turns on its axis very fast. It has the shortest day of any of the planets. Day and night 
together are only ten hours long. It takes Jupiter twelve of our years to go once round the sun, 
because it is so far away - 483 million miles, more than five times as far from the sun as the earth 
is. 

The air on Jupiter is very deep. It is composed of gases methane and ammonia, so it would be 
poisonous to us. There are high winds and many clouds on Jupiter. The temperature of the air 
is 200 degrees below Fahrenheit. Because it is so cold, and because the air would be poisonous 
to us, we cannot not live on Jupiter. 

Gravitational 
pull 

IV. The last example of this section, and perhaps the most difficult is from 'Eramatic 
Monologues for Listening Comprehension' by Colin Mortimer (1988) and are defi- 
nitely meant for advanced learners. The questions which are asked at the end of the 
listening passage require the listener to infer the situation, the speaker and the context 
in which the monologue is spoken. The learner also needs some writing ability as the 
items require short answers. 

Student Worksheet 

Time of 
rotation 
on its 
axis 

Listen to the monologue and then answer the questions. 

I .  In what place is the speaker talking? 
2. What did the speaker decide to give up ten years previously? 
3. Who is 'he'? 
4. 'They went to have a look at them' 

a) What were 'them'? 
b) Where were 'they'? 

5 .  It's for two weeks'. What does 'It' refer to here? 

Time taken 
for one 
revolution 
round the 

sun 

I 

Atmosphere Temperature 
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6 .  What do the 'little tickets' signify? 
7. 'she's "dying to meet the man" 

a) Who is 'she7? 
b) Wbo is 'the man'? 

8. 'Others know nothing and don't.' 
What does 'don't' mean? 

9. In a few sentences say what we know about the listener. 
18. Why does the speaker feel 'they really don't seem anything to do with me'? 

Monologue : Listening Passage 

Frankly, t'v$ been delighted. As you know, I decided to give it up ten years ago. I put them all 
in the attic - all fifty or sixty of them - to gather dust, and forgot about them. Then I just 
happened to meet him one day in a bar, entirely by chpnce, and we got talking about this and 
that, and, wall -to cut a long story short-he went to have a look at them, and this is the result. 
It's for two weeks. And it's devoted entirely to my work. Doing very well, too, as you can see 
from the little tickets on about half of them. You know, now that they're hanging on the wall 
like this, with all the clever lighting, and glossy catalogue, and the smart people, they really don't 
seem anythihg to-do with me, It's a bit like seeing old friends in new circumstances where they 
fit and you don't. Now, you see her this? She's already bought three. Heard her saying one day 
she's 'dying to meet the man'. Afraid she'd he, very disappointed if she did. Interesting, though, 
some orthe things you overhear. Some know something about it. Others know nothing and admit 
it. Others know nothing and don't. By the way, I heard someone say the other day that the 
'Portrait of& Woman' reminded her of you, you know. So you see, you're not only very famous, 
but - as I keep on telling you -you haven't changed a hit. 

I Check Your Progress 1 i 
I Notes : a) Write your anbwers in the space given helow I i 
i 

b) Compare your answers with thuse given at t!ls errd t r T  tl:c u:!it. 
I 

I 
1 
I 

10. What according to you, are the different (suh) skills wl~ich are as.:;esiell tlirotigil news i 
bsoailcast~ and ~noi~ologues'l L.ist tlie~n below. i 

I j 

I 
1 

I 1. You have to take a ten-minute listening test for l o u r  secondary criiderl?~. Vier-~tion t\.\o I 
item types which you would like to use from this section. Give r.c.asor.15 li)r your answer. 1 

: 
................................................................................................................................... i 

I I 
i ! ..................................................................................................................................... 
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9.7 THE LISTENING TEST : SOME DO'S AND DONT'S Testing Listening Ability and 
Listening Comprehension 

1. The item types used here or given as examples are merely suggestive and not 
exhaustive. Only by consulting/looking through books available for this purpose, will 
you be ab)e to get a fair enough idea about the level of passages and the items which 
you can use with minor adaptations. So do consult the new books (and some of the 
old ones) that are available. 

2. Whatever sub-skills of listening you choose to assess, your students must have had 
practice in tackling that type/kind of an item. It is unfair to expect students to do we11 
if they are confronted with new kinds of tests in the examination situation. So do 
choose items types to which your students have been introduced already. 

3. It is not necessary that all listening passages have to be recorded. Rather students find 
"live reading" easier to understand. But you must be audible to all your students. So 
do read aloud the passage at normal conversational speed and read it out twice. It 
would be a good idea to involve other teachers, as well as students in this 'live' 
listening. 

A 

I 4. If you are using a tape recorder and a tape, do check that it is hnctioning properly. 
Do check the number of worksheets, pictures, pencils (if necessary) you wouId need. 
Do ensure that no one disturbs while the test is in progress. 

5. Don't deduct marks for spellings and grammatical errors if you expectlwant your 
students to write short answers. Remember you have other occasions to check 
spellings and grammar, and finally 

6. Don't use one item type only. It's always better to have a variety of (small) items (at 
all the levels) than using one long listening passage. Moreover, you can assess 
different sub-skills through different items. 

9.8 LET US SUM UP 

b. *. In this unit you have been introduced to a variety of items you can use at different levels for 
testing listening comprehension, but you are the best judge and have to choose your listening 
texts/passages and items with care. 

Listening tests are easier to conductltake than speaking tests and are frequently included in the 
school programme 'for its baskwash effect on the development of oral skills'. 

I 9.9 KEY WORDS 

d grid : a table used for information transfer exercises. 

limited response : the learners choose the most appropriate answer (or follow certain 
directions e.g. mark a road map). 

minimal pairs : a minimal pair of words contrasts two sounds of a language. 

monologue : opposite of dialogue; where only one person speaks. In a dialogue 
there are two people. Conversation can be shared by many. 

9.10 ANSWERS TO CHECK YOUR PROGRESS 

1. a) Correct b) lncorrect c) Incorrect d) Correct 

2. Open ended. 

3. Open ended. 

4. Open ended. 

5. Open ended. 
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6. Open ended. 

7. Easy to construct, easy to score, objective marking, reliable (advantages). 

A jot of time is spent working for pictures, photocopying them and framing proper 
items. 

8. C m  be used for reading comprehension as reading is a receptive skill like listening. 
Mbreover they are meaning oriented items and hence checks learners ability to 
understand structures and situations well. 

9. Open ended. 

10. N ~ W S  Broadcast : Check factual details and location of specific information; mono- 
logues check inference of speaker, situation, tone, etc. 

1 I .  A~by two would be suitable. 

a) New items followed by questions. 

b) Listening Passage followed by multiple choice item. Passage should not be more 
than 3 minutes duration when spokentread aloud. 

d) Completion of Grids/Information transfer after listening to simple description. 
Can't really use it if students' proficiency level is very low. 

9.11 SUGGESTED READINGS 
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UNIT 10 TESTING SPEAKING SKILLS 

Structure 

10.1 Introduction 

10.2 Objectives 

10.3 A Framework for Testing Speaking Skills 

10.4 Sample Test Items 

10.4.1 Limited Response Items 

10.4.2 Information Transfer Exercises 

10.4.3 Information Gap Activities 

10.4.4 Free Controlled Interviews 

10.4.5 Role Playing and Group Discussion 

10.5 Scoring Procedures 

10.6 Continuous Evaluation of Speaking Skills 

10.7 Let Us Sum Up 

10.8 Key Words 

10.9 Answers to Check Your Pragress 

10.10 Suggested Readings 

10.1 INTRODUCTION 

All language teachers agree in principle that testing students' command of spoken language is 
important to judge their overall language competence. Yet, oral tests have always received less 
weightage than written examinations in most schemes of examinations in India. Teachers 
themselves regard the preparation, administration and scoring of speaking tests difficult and 
challenging. 

The most important problem that a teacher faces while testing oral skills is the constraints of 
time. While it is easy to say that the set tasks should truly bring out the learner's ability and that 
they should be valid and reliable, the time requiredfor such testing is anybody's guess. By the 
roughest estimate, a teacher would need about 10 hours to test 40 students for fifteen minutes 
each. Moreover, one single teacher can pay attention ideally to one or at the most to a group of 
four or five students at a time ifthe students have to be taken througln a series oftasks. What does 
the remaining class do? In Indian situations where noise level in the class is the only pointer to 
teacher control and efficiency, (total silence being most desirable), few would dare to be daring 
and risk testing large numbers of students. Furthermore, as with writing, the teacher has every 
chance of acting very subjectively and marking students impressionistically. Although parts of 
the test can be tape recorded, so that one can check back, if need be, it cannot capture the actual 
moments/context ofthe test. (This is not to forget the number ofnudio cassettes a teacher would 
need to record the students' response. Very few schools in India can afford such luxuries). The 
disagreement on what criteria to choose in evaluating oral communication adds to the challenge. 
Grammar, vocabulary, pronunciation, fluency, appropriacy ofexpression, coherence ofthoughts, 
application of communication strategies (i.e. circumlocution, tun1 taking) are all regarded as 
important and the teacher is always entangled in the fluency versus accuracy controversy. 

1 0 2  OBJECTIVES 

After golng through this unit, you will be able to : 

@ explain why oral production tests are not popular in India; 

@ devise a variety of speaking tests for classroom use; 

compare and contrast the advantages and disadvantages of different test items for 
testing speaking skills; and 67 
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Speaking distinguish analytical marking scheme from holistic bands. 

10.3 A FRAMEWORK FOR TESTING SPEAKING 

SKILLS 

Cyril Weir (1983) has proposed a three-part framework to test spoken interaction, covering 

a) operations 

b) perf~rmance conditions, and 

c) the expected level of performance. 

Let us laok at these three aspects in more detail. 

a) Operations 

To speak a foreign language, learners must have adequate vocabulary and some idea of how to 
put sentences together. The language routines that a learner uses can be broadly classified as 
informational and interactional. While information routines take into account ways of 
presenting information (e.g. descriptialn, comparison, instructions, or narration), interactional 
routines subsume ordered sequences of turns as in 'telephone conversations, interviews, 
meetings or conversations. This involves the reciprocal ability to use both receptive and 
productive skills, i.e. to r~egotiate meaning, rephrase in case of misunderstanding, take turns, 
allow others to take turns, etc. 

b) Performance Conditions 

Set out some ofthe other parameters of assessment of speaking abilities, viz., the time available, 
the permissible time lapse between exchanges (as long silences tend to break down conversations), 
reciprocity or the responsibility for continuing the communication, tb,e number of people 
involved (whether it is a dialogue or a group discussion), the familiarity of the people involved 
(known teacher, unknown examiner, peer group), etc. 

c) The Level of Perfornnance 

This focusses attention on fluency (smoothness of execution), appropriateness (formality 
required, role relationships), coherence (organisation of discourse in long turns), effectiveness 
(the ability to meet the demands of informational and interactional routines), accuracy (both 
pronunciation intelligibility cmd grammatical correctness) and range of vocabulary. 

Evaluation experts are ofthe opinion that all assessment of spoken language should be based on 
tasks or activities which the learner performs 'though using the language' (as opposed to drills 
or substitution tables). Ideally the tasks should be such that learners would be expected to carry 
out and accomplish in real life. 

r -- 
-- - L 

I Check Your Progress 
I 
I Notes : a) Write your answers In the space gl\en beIc,\v. 
I 
I 

b) Compare yc;:lr answers wit]) those g i ~ e n  at the end of the unlt. I 
I 

I I. Y ~ L I ~  Principal wants to l t o w  ifnrsl tests ~:liould he il:trod~~ccc! as a part oftllc first ter~n / ' tests. Write your opiniori In a paragraph o f  about 100 words. i 
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................................................................................................................................. 

2. iCrcplain solme of t l : ~  reasons ully te;ic!lcrs ;rvoid assessin: spcakinz abilities. 

3. ljnder which operation (informational or interactional) would you placethe following 
tasks? 

I dcscr-iption of a hair dr:gel-. ................................. 

.............................. b i  short oral interview 

..................... ,j tt.lli!lg n stor> baaed on p;ctures 

2 role play (customer and receptionibt at a hotcl counter). 

2) giving i ~ ~ s t r ~ ~ c t i o n s  on how to put sta!,le pins in a stapler 

............................ i)  group discussio~~ on a given topic 

4. l\.hat do y o u  understand by the follo\v~ng terms--- fluency, appropriacy and accur~tcy 
t1115'' 

-- 

10.4 SAMPLE TEST ITEMS 

An oral test should not be of less than about 15 minute duration as reliable information cannot 
be obtained in less time, whereas a 30 minuLe test would probably provide aH the necessary 
information. To  elicit the necessary behaviour of students we should include different items or 
tasks and activities, so that a student gets asmany 'fresh starts' as possible (i.e., a student should 
not be assessed on the basis of one item only). 

In this section we discuss a number of test items, which you may find useful for your classroom 
use. 

10.4.1 Limited Response Items 
Such items can be useful for evaluating students with limited speaking skills. 

Testing Speaking Skills 

A. The students are given a situation and examples of the response demanded. They then 
produce the desired response. 

69 
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Li~tening 
Speaking 

Comprehension and Example 

Mrs. Sen lives in a big city. She doesn't like to live there. She likes to be in a small peaceful 
village. (Mrs. Sen wishes to live in a small peaceful village.) 

................................. Similarly : Tony has asmallcar. He wants to buy a big one. (Tony wishes 1 

................................... Kamlesh loves to travel. She wants to visit Kashmir. (Kamlesh 1 

B. The students make an appropriate response to the cue given. 

Example 

You want to go to the railway station, but you are lost. Ask someone to'direct you. 
(Excuse me, could you please tell me the way to the railway station?) 

Similarly : You bought a shirt yesterday but you find that it is one size small. Ask the sales girl 
at the counter if you can change it. .................................................................. 1 

Your younger brother wants you to help him with some sums. Tell him you can do that only after 
you have washed your bicycle. .................................................................. ) 

Advantage of Limited Response Disadvantage 

A large nuniber of items can be 
incorporated in a short time. 

Output is limited and hence range of 
criteriaused formarking has to be limited. 

10.4.2 Information Transfer Exercises 

As in all other language tests, in oral production tests, pictures and diagrams can be exploited 
in a variety of ways to provide ample opportunities to learners to speak. Simple and single 
pictures as given below can be used for straigthforward descriptions. 

Given belpw is a picture of a weekly market scene. Use this picture to describe the scene. 

(Source: A.L. Khanna and T.C. Ghai, English in Use, Book 3 ) 136



A test can be made slightly more difficult by giving two pictures and asking the student to state 
the difference between the two. An example is given below. 

To assess astudents narrative skills aseriesof pictures canbe used as given in the example below. 

Given below are some pictures of  the Independence Day celebrations at the Red Fort, Delhi. 
Using the pictures and some ofthe words given, describe orally how the Independence Day wlus 
celebrated in Delhi this year. 

(Source : Khanna, A.L. and T.C. Ghai, English in Use.) 
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Listening Comprehension and The same task of narration can be made more challenging by putting the pictures in a jumbled 
Speaking order as in t h ~  cartoon strip given here. (A group activity can also be devised by giving a picture 

to each member of the group. The members first describe his or her picture without showing it 
to the other tnembers. Later the most plausible/correct sequence is worked out by the group.) 

(Source: A.L. Khanna and T.C. Ghai, English in, Use, Book 3)  

Diagrams as given later can also be used for testing oral production. The temperature graph and 
rainfall chart oftwo places-Delhi and Trivandrum - can assess the student's ability to transfer 
information from both non-verbal to verbal mode. Also to compare and contrast the given data, 
the learnei has to speak (coherently) at a stretch for some time. 

DELHI 

- 5 0 t  
TRIVANDRUM 

7-l 
(Source! : Interact in English Workbook : CBSE) 
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Advantages of using pictures1 graphics Disadvantages Testing Speaking Skills 

The technique is straightforward The task is not (always) 
and doesn't require students to read interactive and students would 
or to listen to anything. never do anything 

like this (except interpreting date 
from diagrams) in real life. 

Gives the student an opportunity to 
produce a fairly extended sample of 
connected speech and tests their 
abilities of narration, description or reporting. 

I 10.4.3 Information Gap Activities 

These are activities in which students are given different bits of information, and by sharing these 
bits of information they complete a task. This activity can be arranged in pairs and in groups. 

The first example on sharing geographical information is designed for pair work - where one 
- student is 'A' and another 'By. The students ask and answer questions about various towns and 
U 

cities, their location, population, climate and complete their own information sheet. A time limit 
should be fixed for each candidate to ask questions and they should be instructed not to show 
their worksheets to each other. 

Student A Student B 

( Sydney I Delhi 

I Countrv? 1 Australia 1 1 
1 Population I ( 99 lakhs I 
1 Weather 1 I Extreme I 
( ~ i k e  What? [ ~ o d e m ,  busy I I 
1 Famous For? Opera Music 1 I 

7 (You can easily make parallel items by using information on Indian towns and cities.) 

Svdenv 

Country? 

Population 

Weather 

Like What? 

Famous For? 

i) The second example can be devised either as apair or as agroup work activity. The task is given 

I Example : Your friend has won Rs. 2000/- in a quiz competition and wants to buy a camera. The 
two of youlfour of you have information on four different cameras. Discuss and decide which 

Deihi 

3 million 

Hot and dry 

would be the best one to buy. Tell your teacher after you have decided. You have six minutes 
to decide. 

India 

Polluted 

Kutab Minar 

(In case of pair work student 'A' has info-nnation on 2 cameras and student 'By has information 
on the other two. In case of group work each student has information on one camera.) 

Price(Rs.) Weight (grams) Size Flash 

Camera A 2000 250 small + 
i Camers B 1850 3 00 medium + 
$ 

Camera C 1280 250 small + 
Camera D 1850 550 small + 

Further alternatives can be designed by using information on motorcycles, watches, T.Vs, 
Walkmans and so on. 
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Listening Comprehension and 
Spenklng Advantages Disadvantages 

I 
1 

Covers both information and One student can dominate 
interactional routines. Students have to use the entire discussion if the 
many language functions: questioning, 
elicitinginformation, description, 

members of the group are 
not evenly matched. 

making requests, stating preferences, I 
coming to decisions, etc. The task will involve 1 
turn taking and giving turns to others. 1 

The students have to solve a problem 
(as in example 2) which is related to everyday life. i 
10.4.4 Free Controlled Interviews 

Oral interviews can provide a genuine sense of communication and the student gets an 
opportunity of actually talking with someone. If the interview is unstructured, more like an 
extendeg conversation, in which it is allowed to unfold as it progresses, a student is able to take 
the initiativelprogress change the direction of interaction and introduce new topics. 

In a more controlled situation various elicitation techniques can be used by an examiner to gauge . 
the students' language competence, the student doesn't take the initiative in selecting and 
developing the topics but has an opportunity to perform a variety of informational and 
interactional routines. 

Advantage Disadvantage 
- - 

Free interviews are flexible, interactive 
and take care of both informational 
and instructional routines. 

- - 

Time consuming and difficult 
to administer if there are a large 
number of students. 

In structured interviews all students have The success of free interviews 
the same stimulus. Comparative judgement across depends on the skill of the 
performance is possible. examiner. 

Shylinhibited students may 
not do well. 

10.43 Role Playing and Group Discussion 

Role playing and group discussion are two other important techniques for assessing oral 
produdion as these activities provide students an opportunity for meaningful and active 
involvement. 

In role play students are given fictitious roles and they are expected to improvise language. 
Usually for each role a card is given describing what kind of a person (s)he is supposed to be, 
what point of viewlstand should be taken. The students are given a little time (say one minute) 
to think of the role and then they are ready for interaction. 

Read through this example of a role play (The travel agent) given below. 

A. The travel agent 

In thisexample students are divided into pairs in which they play the roles of a travel agent and 
acustomer. The latter wants to book a accommodation in a hotel, but insists that the hotel should 
have a number of qualities (such as the right price, good food, etc.). The travel agent has all the 
information about the hotels. 

Stage 1 : Students are told that they are going to work in pairs. 

Stage 2 : Students in each pair are called A and B. 140



Stage 3 : Students are told that A is a travel agent and B is a customer who wants to Testing Speaking Skills 

book a holiday accominodation in Dalhousie. 

Stage 4 : The teacher tells the students not to show each other the information she is 
going to give then;, and then gives the following piece of paper to B: 

B. Customer 

You want: 

a) to go to a hotel in Dalhousie for a week and you can spend up to Rs. 1000 on a 
hotel. 

b) to be as near as possible to the town centre. 

c) to go to a hote'l with a good heating system. 

d) there should to bs a swimming pool. 

e) the hotel to serve good food. 

f )  a comfortable room (with a good view). 

Get all the information from the travel agent and then write down the name of the hotel of 
your choice. 

A gets the following hotel list 

A. Travel Agent 

Study the following information carefully so that you can answer B (the customer). 

Hilton Hyatt Regency Holiday Inn Taj 

COST (double) per night Rs 40 Rs 60 Rs 75 Rs 35 

DISTANCE FROM CENTRE 10 kms 12 kms 20 kms 3 kms 

HEATING SYSTEM Yes No Yes No 

RESTAURANT 3*** 2*** 4* 1** 

VIEW * * *  * * *  * 

SWIMMING POOL I*** 2 * I** 1 * 

Note: Various features (e.g. view, heating system, restaurants, etc.) have been given stars to 
indicate quality. * * *= very good, **  = good, * = fair. As an example we can say that you get a 
better view if you're staying at the Holiday Inn than if you're staying at the Hyatt Rsgency. 

The students are told to study their information for a short period 

Stage 5 : B is told to select the hotel of hislher choice based as far as possible on the 
six qualities (s)he is looking for. The activity commences. 

Stage 6 : The teacher is informed of the choice. 

Generally speaking, the group activity should be so challenging that an individual student finds 
it difficult to accomplish it alone but not so difficult that the group cennot attempt it. The nature 
ofthe task should be such that language is used to solve aproblem and reach aconsensus through 
discussion. Given below is an example from J.B. Heaton's (1983); Writing English Language 
Tests. 

There has been a massive nuclear accident and everyone on this planet has died. Radio-activity 
will reach your area in a few hours. There is a small but very safe nuclear fallout shelter nearby, 
but there is room for only six people out of a total of ten survivors in your area. Which six people 
from the following list do you think it would be most useful to save in the interests of future 
generations? List them in order'of priority. (Note: M =male; F = female.) 75 

141



Listening Comprehension and a marine biologist, aged 56 (F) 
Speaking 

a physicist, aged 25 (M) 

a famous musician, aged 38 (F) 

a farmer, aged 32 (M) 

an electrician, aged 49 (M) 

an English teacher, aged 34 (F) 

a well-known cricketer, aged 22 (M) 

a doctor, aged 63 (F) 

a university student of history, aged 19 (F) 

a fireman, aged 33 (M) 

a factory worker, aged 28 (F) 

a garage mechanic, aged 27 (M) 

Advantages Disadvantages 

A number of students (involved 
in the group activity) can be 
evaluated simultaneously. 

Tasks which will take long 
enough to complete can be set 
and the students feel that what 
is being done is significant. 

Great care needs to be taken to 
ensure equal demands on all 
candidates. 

Role familiarity (what to do 
in certain situations) may be a 
problem with some students. 

Spontaneous conversation involving 
a variety of language functions 
can be assessed. 
.----. ....-... 
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10.5 SCORING PROCEDURES 

Scoring an oral test is as challenging as designing appropriate tasks for students. A holistic 
gradingor an analyticmarking scheme can be used depending on the level and purpose oftesting. 

A holistic grade is used when the teacher evaluates all criteria like fluency, appropriateness, 
grammatical correctness, vocabulary and pronunciation -at the same time. Such grading 
is impressionistic and hence subjective. Analytic marking schemes, on the other hand, evaluate 
the learner separately on each criterion. This marking is more detailed and objective. The 
following table gives both the holistic or global impression band scale and the criteria of 
assessment in the analytic marking scheme. 

'resting Speaking Skills 
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Listening Comprehension and For your purposes, you may adopt the schemes given below. 
Spenking 

Interview assessment scale: global impression marking scheme 

Band 

9. Expert speaker. Speaks with authority on a variety of topics. Can Initiate, expand and 
develop a theme. 

8. Very good speaker. Maintains effectively hislher own part of a discussion. Initiates, 
maintains and elaborates as necessary. Reveals humour where needed and responds to 
attitudinal tones. 

7. Good speaker. Presents case clearly and 1og;lcally and can develop the dialogue 
coherently and constructively. Rather less flexible snd fluent than Band 8 performer 
but can respond to main changes of tone or topic. Some hesitation and repetition due 
to a measure of language restriction but interacts effectively. 

5. CompMent speaker. 1s able to maintain theme of dialogue, to follow topic switches h 

and to use and appreciate main attitude markers. Stumbles and hesitates at times but 
is reas~nably fluent otherwise. Some errors and occasional use of inappropriate 
language but these will not impede exchange of views. Shows some independence in 
discussion with ability to initiate. 

4. Marginal speaker. Can maintain dialogue but in a rather passive manner, rarely taking 
initiative or guiding the discussion. Has difficulty in following English at normal 
speed; lacks fluency and probably accuracy in speaking. The dialogue is therefore 
neither easy nor flowing. Nevertheless, gives the impression that he is in touch with 
the gist of the dialogue even if not wholly a master of it. Marked L1 accent. 

3. Extremely limited speaker. Dialogue is a drawn-out affair punctuated with hesitations 
and misunderstandings. Catches only part of normal speech and unable to produce 
continuous and accurate discourse. Basic merit is just hanging on to discussion gist, 
without making major contribution to it. 

2. Intermittent speaker. No working facility; occasional, sporadic communication. 

110 Non:speaker. Not able to understand andlor speak. 

(Adapted from B.J. Carroll (1980) : Testing Communicatrve Performance.). 

Analytic marking scheme (speaking) 

Criteria of assessment 

Appropriateness 

0. Unable to function in the spoken language. 

1. Able tp operate only in a very limited capacity: responses characterised by socio- 
cultural inappropriateness. 

2. Signs of developing attempts at response to role, setting, etc., but misunderstandings 
may occasionally arise through inappropriateness, particularly of socio-cultural 
convention. 

3. Almost no errors in the socio-cultural conventions of language; errors not significant 
enough to cause social misunderstandings. 

Adequacy of vocabulary for purpose 

0. Vocabulary inadequate even for the most basic parts of the intended communication. 

1. Vocabulary limited to that necessary to express simple elementary needs; inadequacy 
of vocabulary restricts topics of interaction to the most basic; perhaps frequent lexical 
inaccukacies andlor excessive repetition. 
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2 .  Some misunderstandings may arise through lexical inadequacy or inaccuracy; hesita- Testing Speaking Skills 
tion and circumlocution are frequent, though there are signs of a developing active 
vocabulary. 

3. Almost no inadequacies or inaccuracies in vocabulary for the task. Only rare 
circumlocution. 

Grammatical accuracy 

0. Unable to function in the spoken language; almost all grammatical patterns inaccurate, 
except for a few stock phrases. 

1. Syntax is fragmented and there are frequent grammatical inaccuracies; some patterns 
may be mastered but speech may be characterised by a telegraphic style and/or 
confusion of structural elements. 

2 .  Some grammatical inaccuracies; developing a control of major patterns, but some- 
times unable to sustain coherence in longer utterances. 

3. Almost no grammatical inaccuracies; occasional imperfect control of a few patterns. 

Intelligibility 

0. Severe and constant rhythm, intonation and pronunciation problems cause almost 
i;. complete unintelligibility. 

1. Strong intereference from L1 in rhythm, intonation and pronunriation; understanding 
is difficult, and achieved often only after frequent repetition. 

2 .  Rhythm, intonation and pronunciation require concentrated listening, b ~ t  only occa- 
sional misunderstanding is caused or repetition required. 

3. Articulation is reasonably comprehensible to native speakers; there may be a marked 
'foreign accent' but almost no misunderstacding is caused and repetition required only 
infrequently. 

Fluency 

0. Utterances halting, fragmentary and incoherent. 

1. Utterances hesitant and often incomplete except in a few stock remarks and responses. 
Sentences are, for the most part, disjointed and restricted in length. 

2 .  Signs of developing attempts at using cohesiv-e devices, especially conjunctions. 
Utterances may still be hesitant, but are gaining in coherence, speed and length. 

3. Utterances, whilst occasionally hesitant, are characterised by an evenness,and flow 
hindered, very occasionally, by groping, rephrasing and circumlocutions. Intersentential 
connectors are used effectively as fillers. 

Relevance and adequacy of content 

0. Response irrelevant toathe task Set; totally inadequate response. 

1. Response of limited relevance to the task set; possibly major gaps and/or pointless 
repetition. 

2 .  Response for the most part relevant to the task set; though there may be some gaps 
or redundancy. 

3. Relevant and adequate response to the task set. 

(Source: TEEP, CALS, University of Reading.) 

(Both these tables come from Cyril Weir's (1 993); Understanding and Developing Language 
Tests.) 
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Listening Comprehension and 
Speaking 

10.6 CONTINUOUS EVALUATION OF SPEAKING 

SKILLS 

Hitherto listening and speaking skills were neither consciously focussed or nor formally 
assessed. Very few schools have some kind of oral test - it may be reciting a poem, reading 
aloud a passage followed by some questions on texts already read. The weightage given is very 
little. Yet the effort is commendable as some attempt is made in this direction. 

With the new stress on communicative teaching in the CBSE affiliated schools, the teaching of 
these two skills has received some attention and several integrative activities have incorporated 
interactive spoken tasks. Nevertheless, practical constraints like administration costs; the sheer 
logistics of testing a large number of candidates, either individually or in small groups; the 
problem of training a large number of examiners, the controlling and reduction of intra-and 
inter-scorer variability have pushed out the assessment of speaking abilities from the course end 
examination. Conversational skills, however, have been included for continuous assessment 
scheme at the class IX level. In other words, cognizanse of this important skill has been taken 
and including it for continuous assessment is expected to have some backwash effect on teaching 
also. 

Brown and Yule (1983) suggest that a taped record of each students' spoken performance be 
maintained. They are ofthe opinion that many students forget how they performed a month or 
two earlier and often feel that they are not making any advances in their use of English. If an 
earlier (hesitant, ungrammatical or confused) version of story telling can be played back and 
compared with a more recent (more competent) version, then the student not only gains in 
confidence but also gets an opportunity for self-assessment. (This kind of tape recorded version 
of spoken performance is like the portfolio that a student maintains of histher written work). 
This principle of encouraging the student to pay attention to hisher own performance is being 
increasingly used even for native speakers of English. 

  ore over, if a consistent record of students' spoken performance is maintained, the idea ofthe 
once-a-year test may be discarded. A teacher can check for progress, or for performance in a 
specific type of speech activity (reporting for example) as well as listen to more traditional 
features such as grammatical accuracy and use of vocabulary. 
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10.7 LET. US SUM UP 

Practical problems have relegated assessment of speaking skills to the background. 

I A checklist can be devisedldeveloped based on a three part framework for testing 
spoken skills. This allows teachers to specify the skills they aim to test, check the 

i conditions in which the test is takeo (as this affects'the difficulty level of the test) and 
also helps to keep track or even vary criteria of assessment of different tasks. 

Teachers should include a variety of tasks to test the students' speaking ability. A 
sample of test items are provided. 

I Holistic band scales or analytical marking schemes can be used by teachers. 
-4 It is worthwhile to maintain a students' tape (tape recorded performance of each 

student) for purposes of continuous evaluation by the teacher and self-assessment by 
the student. 

% 

I 10.8 KEY WORDS 

I analytic marking scheme : lots of separate impressions on predecided criteria of 
assessment. 

holistic bands : a general impression of student ability expressed as a 
number on a point scale. 

information routine : conventional ways of organising speech, e.g. narration, 
stating preferences. 

interactional routine : typical ordered sequences of turns as in telephone 
conversation, interviews, discussions. 

I 

lr - information transfer activity : presenting non-verbal datalinformation in a verbal mode 
or vice-versa. (e.g. narrate a story looking at a series of 
pictures). 

information gap activity : different bits of information have to  be sharedJpooled 
into complete tasks. 

10.9 ANSWERS TO CHECK YOUR PROGRESS 

I. Some clues : Yes, ideally it should be, but certain conditions have to be met. All 
teachers of the English Department should be properly orientedltrained in testing oral 
abilities, and all of them should work as a team to assess all students of a particular 
section at a time. Proper rooms - where there is no outside disturbance - should be 
arranged for. 

2. Time constraintsllogistical problems. 

3. a) informational; 
b) interactional (description) 
c) informational (narration); 
d) interactional 
e) informational (giving instructions) 
f ) interactional 147



Listening 
Speaking 

Comprehension and (The language used to describe, narrate or instruct would be different and the 
inlormation would be arranged differently. Informational operations can be individual 
tasks. In interactional tasks, on the other hand, more than one person is involved and 
they take turns in smaller exchanges). 

4. Flu"uency: The ability to communicate an intended message cogently and coherently 
without undue hesitation. 

Appropriacy: Level of formality used and suitability of choice ofwords in the given 
context. 

Accuracy: Both grammatical correctness and acceptablelintelligible pronunciation. 
1 

5.  Interviews, group activities for problem solving; telephone conversations (for giving 
and taking messages). 

6 .  Prepare a checklist in three parts so that one is clear about the different specifications 
. about the tasks set, the criteria of assessment to be used and the conditions in which 

the students will perform the task. 

7. The tasks will not really indicate the students' command of the language; there will be 

i 
interference between reading, writing (for preparing monologue) and speaking skills. 

/ 
8. A teacher can listen to the same recording many times and focus hisfher attention to 

olle criteria at a time. Even in case of indecision on one particular criterion, the tape 
can be replayed and a decision arrived at. C 

9. A students' tape is useful to study a student's progress in avariety of situations and task 
types. Although this means that the teacher spends more time on assessing recorded 
spoken performance, (s)he can provide better feedback to individual students and thus 
improve on individual weakness and build on particular strengths of each student. 
Continuous assessment of productive skills is pedagogically sound and acceptable. 

I 
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BLOCK 3   READING COMPREHENSION

Block Introduction

The third Unit is an attempt to relate the reasons for reading with appropriate reading 
styles. The unit on 'Reading Comprehension-II' It also highlights the teaching objectives 
and principles underlying reading comprehension activities and describes the three phases 
of a reading lesson discusses the types of reading comprehension exercises which you as a 
teacher, may use or adapt in your classrooms. Since, an important aid to competent reading 
is having a good vocabulary, the last section unit discusses the importance of vocabulary in 
the framework of devising vocabulary games so that teaching and learning of words 
becomes an enjoyable exercise.

The Second unit is on 'Developing Reading Skills' It reiterates the emphasis on teaching 
reading as a skill in its own right but views it not as a general ability, but a complex 
phenomenon that embraces a wide variety of tasks activities, skills and mental processes. 
It also points the teacher's attention to the fact fact that special kinds of introductional help 
is needed for developing many of the skills of reading and discusses these strategies at 
length.

The first Unit in the Block views reading as an interactive Process involving decoding of 
the text and processing of inputs. here the reader's schemata inteacts with the textual input. 
Reading is purposeful, selective and text base.

The Block focuses on teaching reading comprehension. The attempt has therefore been to 
understand the nature of the reading process, the characteristics of reading as a meaningful 
activity and to discuss exercise type activities that can be devised in teaching reading 
comprehension.

The overall emphasis in this Block is therefore on activities and exercises to be used in 
classroom contexts rather than on theoretrical issues only.
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UNIT 11 THE READING PROCESS 

Structure 

1 1.1 Introduction 

1 1.2 Objectives 

1 1.3 Reasons for Reading 

1 1.4 The Reading Process 

1 1.5 Characteristics of Reading 
w 1 1.6 Reading Problems 

1 1.7 Let Us Sum Up 

1 1.8 Key Words 

1 1.9 Answers to Check Your Progress 

11.1 INTRODUCTION 

I This unit is about reading in a foreign or second language, and particularly about reading 
in English as a second or foreign language. Some of you are already working as a teachers 
and the others are probably planning to become teacher's soon. So we shall be dealing 
mainly with the place of reading in a teaching-learning context and the several ways in 
which we could, as teachers, develop in our learners the ability to read efficiently. 

A lot of research has been done on different aspects of reading, particularly in the last 
decade or two, but we cannot possibly deal with all of it here. We will discuss some of the 
current ideas about reading and how they can be used in the second language classroom. 
Because, in a reading class, it is the teacher's understanding of the reading process that is 
important - the techniques and methods s h e  adopts with hisher learners will depend very 
much on this understanding. Slhe should make sure that the things that happen in the 
classroom do not interfere with reading but actually promote it. 

11.2 OBJECTIVES 

With the help of this unit : 
you should be able to have a clearer understanding of the nature of the reading process 
and, consequently, of the characteristics of reading as a meaningful activity; 

you should be able to realize the implications of such an understanding for developing 
reading skills in learners. 

11.3 REASONS FOR READING 

Before we examine the nature of the reading process, we need to ask ourselves why our 
students need to read in English. The answer often given to this question is that they need 
to consolidate their spoken language, particularly at the primary and secondary levels. 

In many classrooms, therefore, the reading lesson is used as an opportunity to teach 
pronounciation and to practise a new structure - the structure is first presented orally and 
then the students read a short text which has been specially written to include many 
examples of this structure. 
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Reading Comprehension For eatly readers, reading aloud is of course important. Beginners have to discover how 
writing is related to words in speech which they have learnt to use. But the early reading 
stage does not last long - two or three years at most. What kinds of reading do they do after 
that and why? 

Short texts of the kind referred to above often contain the same kind of language 
throughout, whereas 'real' reading texts typically imply a wide range of structures and 
vocabvlary, registers and styles, formats and patterns of organization. The type of reading 
activity we engage in with such 'real' reading texts is also very different from the 
traditional classroom approach to a specially written text. 'Real' reading texts demand one 
or more of different reading skills, such as skimming for the main idea, scanning for 
specific information, and reading for detail. 

Now take a piece of paper and, in about five minutes, list all the different kinds of things 
you have read during the last ten days or so, in any language - time-table, notices, letters, 
etc. How many of the things on your list were actually in English ? Now think about the 
thingsyou have listed. You must have included even things like telephone directory, labels 
on medicine bottles, engagement diary and instruction leaflets. Why did you read each one? 
What !id you want to get from it ? Were you interested in the pronunciation of what you 
read ? Or were you interested in the grammatical structures used ? Most probably, you read 
them because you wanted to get something from the writing : facts, ideas, information, 
enjoyment, even fellow feeling. You will thus find that you had a variety of reasons for 
reading, and if you compared notes with other people, you would find different reasons 
again. All these are authentic reasons for reading, that is, reasons that are not concerned 
with language learning as such, but with the uses to which we put reading in our daily lives 
outside the classroom. 

Can \ye list some of the reasons why we read in our daily life ? We normally read because 

a) we want information for some purpose, or because we are curious to know about 
some topic, the answer to a question, or the solution to a problem; 

b) we need instructions in order to perform some task in our work or in our daily life 
(we want to know how an appliance works or how to make a model airplane, we 
are interested in a new recipe for baking a cake, we have fo fill in forms); 

c) we want to keep in touch with friends through letters, or understand official 
, correspondence; 

d) we want to know when or where something will take place or what is available (we 
consult timetables, programmes, announcements, notices, and menus, or we read 
advertisement); 

e) we want to know what is happening or has happened (newspapers, magazines, 
I reports); 

f )  we want to play a new game, do a puzzle, act in a play, or do some other activity 
which is pleasant, amusing and enjoyable; 

g) we seek enjoyment or excitement (short stories, novels, songs, and poems). 

The term 'reading' thus embraces a wide variety of tasks, activities, skills and mental 
procdss. 

Reading also occurs at different levels. A child may read easy materials fluently and 
without help. She  may also read more diff~cult materials, calling for concentration and 
special effort. She may read materials which requires outside help such as instruction by 
the teacher. 

Englbsh at all after they leave school, they may do it in reading, as they have to study text- 
boobs written in English in their higher studies, or read newspapers, magazines and journals 
to keep themselves up-to-date in their job areas, current affairs, social issues, entertainment, 
etc. It therefore seems that we need to give students real practice in reading rather than use 
readjng only to reinforce and consolidate their oral work. 
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Reading Comprehension we really want to help our students develop reading skills irra second or foreign language 
(or in any language for that matter). If we know how 'efficient readers' read, either in their 
own mother tongue or another language, perhaps we can use some of the techniques 
employed by these readers to help our learners acquire the reading skills. 

In considering the reading process, first we have to distinguish between two quite separate 
activities : reading for meaning (or 'silent reading') and reading aloud. Think of your 
own experience as both a student and a teacher. In many classrooms, the reading lesson is 
used as an opportunity to teach pronunciation and encourage 'expression speaking', i.e., 
speaking with feeling and emotion. For early readers, reading aloud is of course an 
important aid; beginners have to discover how reading is associated with the spoken words 
they have already learnt to use, and also is different from them. But the early reading stage 
does not last long - normally, two or three years at the most. Do children have to read aloud 
after that? If they do, what are the contexts in which they may be required to do it ? 

For most of us, once we have passed the early reading stage, reading aloud is not an activity 
we engage in outside the classroom, unless of course, we are actors/actresses or newsreaders. 
If you are a teacher, you probably use this technique with students quite a lot, but how much 
do you use it outside your job ? And how many of your students are going to need this skill 
in their daily life ? 

The purpose of reading aloud is not just to understand a text but to convey the information 
to someone else who has no access to it, such as reading out parts of a newspaper article 
to a friend, or reading a notice to other people who cannot see it clearly, or reading to 
someone who has lost histher spectacles. 

Obviously, reading aloud involves looking at a text, understanding it, and also saying it. 
It is a much more difficult activity than reading silently because our attention is divided 
between reading and speaking. We often stumble and make mistakes when reading aloud 
in our own language, and reading aloud in another language is even more difficult. 
Moieover, it slows down the reading process and may even affect comprehension to a 
certain extent unless you read a text after several rehearsals. 

If you think of the percentage of time usually spent on reading aloud compared with the 
time spent reading silently, you will realize that you should adjust the proportion of class 
time spent on each accordingly. 

Reading for meaning, on the other hand, is the activity we normally engage in when we 
read books, newspapers, road signs, posters, etc., it is what you are doing as you read this 
unit. It involves looking at sentences in a text and understanding the message they convey, 
in other words, 'making sense o f  a written text. It does not normally involve saying the 
words we read, not even silently inside our heads. 

Now read the first part of the text silently. 

The Discovery of Penicillin 

Pasteur discovered germs and Lister killed them. These two men together revolutionised the 
theory and practice of medicine. Germs can be destroyed by heat. They can be poisoned by 
certain chemicals called antiseptics. Carbolic acid is one such antiseptic used by Lister. The 
objedt of antiseptic method was to stop germs from entering the body. But the cure of 
diseake was a more difficult problem, for here the germs had already entered the body. It 
meaus that injecting carbolic acid into the body in as much a dose as would kill all the 
germs, would kill the patient also. It was a bacteriologist named Matchnikoff, a pupil of 
Pasteur, who revealed the true nature of the problem. He discovered the white cells of the 
blood, which are called leucocytes. He showed that these cells run out to join battle with 
the germs, like soldiers answering a bugle-call. He showed to find something that would 
attack only the germs and not destory the fighting leucocytes. The man who took up the 
problem was Alexander Fleming. 

Now read the second part aloud, or follow while someone else reads it aloud to you. 

As luck would have it, Sir Almroth Wright and Fleming worked together. They had some 
doubts with regard to the efficacy of injecting antiseptics. They felt that the surgeon's aim 
should be not so much to kill the germs with an outside agent as to help the leucocytes to 
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do their natural germ-killing work. And in 1922, after about 20 years of research, they 
discovered an antiseptic manufactured by the body. Wright made the discovery by what he 
modestly called, an accident. He was suffering from Catarrh and began to examine his own 
nasal secretions, cultivating them on plates spread with agar, a jelly-like substance used as 
a nutrient in germs culture. In these secretions he discovered the substance that destroyed 
the microbes in the culture plates. He called it lysozyme. This was the first natural antiseptic 
that was harmless to the cells of the body; Penicillin was the second. 

Another accident helped Fleming discover penicillin. If Fleming had not developed a finer 
sense of observation and awareness he would missed it. The more a scientist is observant 
the greater his chances of discovering new things. One morning, as was usual with him, he 
took out the plates on which had grown colonies of Staphylococcus, a common germ. 

Which technique makes it easier to understand the text ? 

) Which technique is more helpfvl in developing reading ability ? 

I 
Another important aspect of reading is that when we read for meaning, we do not need to 
read every letter of every word, nor every word in each sentence. This is because we can 
guess much of what is said as we read it, provided the text makes sense. For example, if you 
are given merely a string of words that makes no sense at all like this : [man jumping tiger 
the on lake help to] then obviously you have to slow h w n  and read every single word, as 
you can no longer make guesses. But try to read this sentecze. 

I Am -- was walk ---- d--n the s ---- t, c --- r - ing a gr---n----. 

I Even though more than half the letters are missing, you could probably read the sentence 
without difficulty, and even guess the last word without the help of any letters. You may also 

a have noticed that as soon as you guessed the second word, it helped you go guess the whole 
of the first part of the sentence. This example is only an isolated sentence. If you are reading 
connected sentences in a text, each sentence helps you to guess what the next one will be, 
and so on through the whole text. 

, Reading is thus an active process. When we read, we do not merely sit as passive receivers 
of the text. We also draw on our own knowledge of the world and of the language to help 
us guess what the text will say next. 

The Reading Process 

Look at thislvery simple mode of the process of communication. 

Figure 1 : The Communication Process 

r )  

SENDER 
encoder writer RECEIVER 
speaker decoder reader 

listener 

We can use the more general term encoder. 'The encoder has a message in hisfher mind (it 
may be an idea, a fact, a feeling, etc.) which she  wants to communicate to someone else. 
In order to make this communication possible, sfhe must first put it into. words: that is s/ 
he must encode it. Once it is encoded, in either written or spoken form, it becomes available 
as a text to any other person who reads or hears it, i.e., the person who decodes, the 
message it contains. Once it is decoded, is the message enters the mind of the decoder and 
it is understood; communication has thus been achieved. 

b 
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Rcadlng Comprehcnslon Do you think that this model explains the communication process satisfactory ? You will 
rcalige that the model is obviously too simple. 

Things can go wrong at any stage in the process. For instance, we cannot be sure that the 
decoder has received the message as it was intended by the encoder. The encoder may not 
have understood the language and style in which-the message has been enclosed, or the 
encoder may not have encoded hisher message properly, in an organised manner. However, 
one thing is clear from this model, namely it assumes that reading means getting out of the 
text as nearly as possible the message that the writer put into it. 

This is fairly widely held view of reading. According to this view, the text is full of meaning 
conveyed through words, and the meaning can be absorbed by the reader's mind like a 
sponge absorbs water. To put it in another way, the reader's mind is an empty vessle into 
which the text pours ideas, facts, etc. to be filled. Or it is like a blank slate on which the 
text imprints the words, the ideas, etc. The writer has done all that is required for 
undetstanding hisher message and the reader need not make any effort, but has only to let 
hisher mind absorb it passively. The reader's role is thus seen to be a passive one. 

Obviously, we know that it does not happen like this. All the meaning in the text does not 
actually get into the reader's mind. We know from our experience of reading that a text 
which may be easy for one person will be difficult for another. 

Problems arise when there is a mismatch between the presuppositions of the writer and 
those of the reader. The text will, therefore, not be understood by anyone who lacks this 
knowledge. But is it possible for the writer and the reader to have identical experiences of 
life ? Not necessarily. Look at the figure below. 

Figure 2 : Presupposition and Communication 

The figure shows how two people can have certain things in common, the shaded area 
&here the two circles overlap. This area includes all the knowledge that they share, 
ipicl~ading knowledge of language, it also includes attitudes, beliefs, values and assumptions 
that they share. The unshaded areas represent experiences that are unique to each individual. 

* 
* 

Area of shared assumptions 

It is clear, therefore, that the greater the size of the shaded area, the easier the communication. 
That is, if the writer and the reader are from closely similar backgrounds with similar 
attitudes, beliefs and assumptions, the reader can interpret the text with apparently no 
conscious effort. There is, however, the danger that a careless reader may assume that the 
extent of the shaded area - that common ground - is longer than it actually is. In that case 
s h e  is likely to misunderstand the text, trying to read into it meanings that are not there. 
Similarly, a writer may assume that hisher reader is likely to share a great deal of hisher 
knowledge, beliefs, etc. but the reader may actually struggle to make sense of the text. 

.. 

It should now be clear that the meaning of the text does not merely lie in it, waiting to be 
passively absorbed by the reader. On the contrary, the reader has to be actively involved in 
gettifig the meaning out of the text. 

10 

Writer Reader 

r 
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Good readers interact with the texts that they read. They have personal expectations about The Readlng Pmas 

what they want to get out of a text, and they bring those expectations to bear on what they 
read. They actually create meaning by constructing, or generating relationships between - 
what they read and what they already know. 

In generating these meanings, they draw on their prior knowledge of and beliefs about the 
subject-their "World knowledge", so to speak that relates to the subject. Readers have 
networks of prior understanding about a topic, what theorists call schemata. In reading, 
they add to those networks, filling in some of the gaps in what they know, or in their 
existing schemata : The prior knowledge a reader already has about a subject has as much 
to do with what s h e  gets from a text as the actual words in the text. 

A Reader's Prior 1 
EXPERIENCES WITH I The MEANINGS 

i Life, 

I Language 

I a Reader 

and I Relation to a Text 

Literature J 

The Vocabulary 

Ideas, 

Syntax. 

and Form of 

a TEXT 

Figure 3. : The Relationships Among Prior Experiences, a Text, and the Meaning a Reader Constructs- 
Schema Theory in Action. 

Figure 3 shows the relationships among prior knowledge, a text and the meanings a reader 
constructs in relation to the text. It summarizes what is known as schema theory. The figure 
also shows that, in creating meaning, good readers rely also on their prior knowledge of 
how language works, of how ideas are organised in writing and of how different forms are 
structured. 

Thus schemata are knowledge structures which represent a generalized knowledge about 
objects or events, or even about a language system, which are activated while processing 
a text. An important function of schemata is therefore to help readers to match what they 
know with what the written text tells them, i.e., to monitor theircomprehension. If there is 
some deficiency at the level of analysing print i.e. decoding problems like poor word 
recognition, the higher-level knowledge of the topic (i.e. schemata) will compensate for the 
deficiency. 

The terms 'top-down' and 'bottom-up' are used in this context to explain the interactive 
process of reading. 'Top-down' processing refers to the use of predictions based on one's 
prior knowledge, while 'bottom-up' processing refers to the role of the text in providing 
input through decoding, or letter and word recognition. Reading is thus an interactive 
process; there is a simultaneous interaction of the reader's prior knowledge and hisher 
sampling of the text; to put it in more technical language, the meaning of a text is 
reconstructed through a constant interaction between the information obtained through 
bottom-up decoding and that obtained through top-down analysis. 

1 Let us see this process at work with a simple example. Here is the beginning of a short text 
you are required to read : 

I Kesltav was on h b  way to school last Wednesday. 

Who, do you think Keshav was ? How did you arrive at this conclusion ? Was it based on 
textual information or on your prior knowledge ? Now, the next sentence of the text reads 
like this : 

He was really worried about the English lesson. 

Who was Keshav ? Have you now changed your v'iew about Keshav, or not ? Why ? 

The third sentence : 

Last week he had been unable to control the class. 

Are you now sure who Keshav was ? Which paq of the text has to be matched with what 
kind of prior knowledge to help in the inference ? 
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Reading Comprehension The foruth sentence : 

It wos unfair of the English teacher to leave him in charge of the class. 

What hither changes in your inference have you made ? Why ? 

The last sentence : 

Ajer all, it was not a normal part of a typist's duty. 

Are you now clear in your mind about who Keshav was ? 

Yob will have realized from this short exercise what is actually involved in reading a text 
and making sense of it. 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  I ,  
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11.5 CHARACTERISTICS OF READING 

In the very early stage of reading instruction, teachers are generally concerned, with 
, - developing the mechanical reading skills. But as soon as they know that their students have 
1 these basic skills, they should move on as quickly as possible to developing in students the 

I cognitive skills associated with different types of reading activity. If this kind of work is 
begun at the elementary level, students are more likely to become efficient readers early on r 
in their life. 

/ What do we mean by efficient reading ? What are the characteristics of reading 7 

1. Reading is purposeful. That is, there is always a reason for reading. In general terms, 
we read eithersfor information or pleasure. Your purpose in reading a recipe is 
obviously different from your purpose in going through a legal document, or in 
reading a poem. But there is nothing like totally purposeless reading - even when 
you read a novel during travel, you read it to pass your time, and that is the purpose. 

2. Reading is selective. That is, the type of reading you do or the way you read a text 
varies according to your purpose in reading. You quickly scan a page in the 
telephone directory to locate a name, a telephone number, or an address, but you 
have to pay careful attention to every word in a legal document. To put it crudely, 
we scan for specific information, noting only what is relevant to our purpose at the 
given moment and rejecting or ignoring the majority of what appears on the page 
because it is irrelevant to our purpose. We skim, attempting to extract the gist of a 
text. Or we read intensively with the aim of decoding the whole of the writer's 
message. 

3. Reading speed varies according to content and purpose. Efficient readers use the 
minimum number of clues in the text - semantic and syntactic - to extract the 
information they need. You will agree that you generally read a novel or a short story 
faster than you read you textbook or study material. 

4. Reading is silent. Reading aloud is a specialized skill used, for example, by actors 
and newsreaders, but seldom by the general reader. If it is used, its purpose is to 

L communicate to another person a written message to which that person does not have 

! access. (You will remember that this point has been discussed in the previous section 
of this unit.) 

5 .  Reading is text-based. It seldom involves the mere decoding of individual sentences 
isolated from context. Look at this set of sentences : 

I The mind of a thinker may work in many ways. The experiments proved his theory 
of ring structure. However, water is only a solvent and not a reagent. 

What is wrong with this ? We cannot make sense of these sentences, because they 
are together without any relationship among them. They do not constitute a text at 
all and so we cannot 'read' this set meaningfully. 

6. Reading involves complex cognitive skills. Readers do not merely decode the 
message. They make predictions and inferences - they anticipate based on what they 
read. They build assumptions about the overall content at the macro-level and predict 
what is IikeIy to come next in the text at the micro-level. That is why reading is 
called "a psycholinguistic guessing game". Readers may also impose their own 
organization on the information they extract from a text. At a mGre sophisticated 
level, they react to what they read, assessing the accuracy of the facts presented, the 
value of the opinions stated, or the quality and appropriateness of the style. 

13 
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Rending Compreknaion 7. Effective reading also involves chunking of information that the well-developed 
schema makes possible. When we read, our eyes take in whole phrases at a time 
which are meaningful; they do not move from word to word in a straight line, but 
move backwards and forwards over the text. You will understand this if you do a 
simple exercise. Try covering a text with a piece of paper and reading it literally 
word by word. Move the paper along the text, revealing only one word each time. 
You will find that it is almost impossible to read and understand a text in this way. 
You soon lose track of the meaning and you need to keep looking back across the 
text to take io whole sentences. Your reading slows down so much in this attempt 
to read only one word at a time, that you lose these sense of what you are reading. 

8. Reading is based on comprehension. That is, understanding meaning is integral to 
reading rather than the result of it. The more we comprehend, the more we can, and 
tend to, read. 

What are the implications of these for reading instruction ? 

a) The meaning of a text does not depend on particular words in it. One can understand 
the meaning of a text, in the sense of getting the gist of it. even without 
understanding the meaning of all the words in it. Read this sentence : "The 
Noanama Indians cut their canoes out of tree trunks by using an adze." 

i) Try to draw an adze using the information given in the sentence. 

ii) Try to complete these statements : "An adze is a kind of. ......... It can be used 
for .......... .Therefore, it is similar to ................... 

- Have you not been able to guess what the sentence means without understanding 
the precise meaning of the world adze ? 

b) Comprehension does not entail identifying or examining all the information contained 
in a text, but involves sampling it, using the minimum of information required tol 
varify or modify one's predictions about the content of the text. 

c) Reading is very much an active process, involving the reader's interaction with the: 
text. Meaning does not lie in .a text waiting to be absorbed passively; readers bring; 
meaning to the text. 

d) There is a distinction between 'signification' and 'value'. The difference between 
the two corresponds to the difference between a sentence in isolation and the same 
sentence in context. Until a Sentence is used in a certain context, it has only 
'signification'. It acquires 'value' when it is used in that context. 

I -. - > - * -- -. 
I Check Your Progress 

I Notes . a) Wrltc your answers ~n the si;ir~s giL<i> Dcir) '- 

f bj  Compare your answers with tllosc give:) ; ~ i  ; i ic <,:I:! +: t '~ ; :~ :  

I 11. tiow would you say that reading i s  'pl~nit;c..:!a~:" 

................................................................................................................ i 

............................................................................................................... j 

................................................................................................................ i 
t 

..................................................................................................................... 

12. How is one 'selective' in reading ? 
I 
i 
I 
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13.  What does the reading speed depend on ? How '? 

............................................................................................................................. 

............................................................................................................................... 

............................................................................................................................. 

14. Ir, what sense is reading ca!led "a psycholinguistic guessing game" ? Explain. 

15. Dtstinguish between 'signification' and 'value' with reference to reading, with 
ap  example. 

11.6 READING PROBLEMS 

Miscues or decoding errors 

Through one-to-one oral reading (or individual oral reading), a teacher can identify and 
interpret a child's miscues, or decoding errors. Miscue analysis, or the analysis of a reader's 
error patterns, provides valuable clues to a reader's interaction with a text. If you study the 
error patterns systematically, you will realize that all errors are not equally significant. Take, 
for example, the reading of the sentence : 'He sat on the soaf after supper'. A child who 
reads it as 'He sat on the bed after supper, has used context clues to decode sofa incorrectly. 
However, shehe had not distorted the meaning of the sentence in any serious way. In 
contrast, the child who reads the same sentence as, 'He sat on the soup after supper' has 
used knowledge of the beginning consonant sounds to come up with another word that 
distorts meaning significantly. 

A teacher should therefore raise these questions in analysing a reader's miscues : 

a) How well does the child use phonic information during reading ? If the child says/ 
ridlfor ride andlfumlfor fume, she  knows the intitial and final consonants and uses 
them approriately, but s h e  does not use the final construction to interpret the vowel 
correctly. 

' The 

- - 

, Rending 

b) How well does the child use syntactic information during reading ? Supposing the 
text says. 'The boy looked sadly to the right' and the child reads it as, 'The boy 
looked slowly to the right', the miscue'is syntactically acceptable because it is 
syntactically similar to the text (both the words are adverbs). But if the child reads 
it as 'The boy looked sound to the right', not only is the meaning of the sentence 
changed, but the miscue is syntactically unacceptable. 
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Reading Comprehension c) How well does the child use semantic information during reading ? If the text reads. 
'The day was very warm' and the child reads it as 'The day was quite warm', the 
miscue has not significantly changed the meaning of the text. On the other hand, if 

I the child reads it as 'The day wasn't very warm', the meaning of the text has been 
significantly changed. 

So, analysis of a child's miscues provides the teacher with information on what to 
emphasize with that child : phoneme - grapheme relationships, use of context clues, or use 
of prediction based on what one knows about language. In this respect, miscue analysis is 
a valgrable diagnostic tool. 

Visiqn Loss 

Sometimes, problems with vision can have an impact on a child's ability to read and 
interpret texts. Often it is the elementary school teacher who first recognises a possible 
visual problem. For instance, slhe may observe that a child bends the head down to the desk 
or holds a book up near the eyes while reading, squints at the board, rubs the eyes, or thrusts 
the body forward to see. Sometimes, a child may also complaint that she  cannot see the 
writiog on the board or complain of seeing blurred print while reading. A teacher should 
refer such children immediately to their parents for an eye examination. 

Children with problems, especially a vision loss that cannot be corrected with glasses, can 
be helped by 

a) ' placing them near the board; 

b) giving instruction in small groups, clustered around an easel where words are written 
clearly in large print; 

c) using a reader-mate, who reads the instructions in the exercises given in the book or 
on the board; 

d) preparing special test and exercise materials in large print and dictating test questions; 

e) providing large-print versions of written materials. 

Neui-ological problems 

Somb children have learning problems arising from neurological dysfunctioning rather than 
from low IQ or poor motivation. The term alexia is used to refer to a reading disability that 
may be related to the impairment of the central nervous system, such as a lesion in a 
particular region of the brain. In some cases, a child with alexia cannot grasp a whole word 
and puts even the simplest words together letter by letter. In some cases, a child with alexia 
can tecognise the meaning of words but cannot read them aloud. The teacher, uncertain 
about a child who manifests severe problems in reading, should consult a specialist in 
learning disability, because it is important to distinguish between problems caused by poor 
motivation and those caused by a disability such as alexia. 

Faulty reading habits -. 
Certain faults in reading techniques have been noticed among second or forzign language 
learners. Many of these might have actually been acquired in Ll reading, for research shows 
that there is a strong transfer of reading habits from one language to another. Therefore, if 
bad teading habits had been developed in L1, it may be useful to begin to tackle L1 reading 
before developing better reading habits in the second or foreign language, at least where a 
similar writing system is used. Many of these early reading habits, when they continue into 
the later stages of reading, are known to slow down the reader and the reading process. 

Subvocalization: Subvocalization refers to forming the sounds of the words you are 
reading and even murmuring them aloud. With beginning readers, this offers the 
support of the spoken language when they try to interpret the written form. Beginners 
in L1 reading (and in L2 as well) are often encouraged to make use of it. But reading 
aloud or subvocalization is much slower than silent reading - our eyes move faster than 
our tongue - so efficient readers do not subvocalize. If you subvocalize, you will tend 
to read word by word instead of in sense groups, which slows you down. 

Finger pointing: Another faulty habit that slows down the reading process is finger 
pointing which children use to fix their concentration on the word they are deciphering. 
Finger pointing is particularly common when the writing system in the second or 
foreign language is not the same as the one used L1. One way to help such children 
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I to get rid of this habit is to choose texts with large type if possible. 

c) Regressions: Another reading habit that makes reading slower is the occurrence of 
regressive eye movements, i.e. the eyes move backwards to check previous words 
instead of moving steadily forward. Sometimes, even a skilled reader may have to 
return to earlier parts of a text and reinterpret them in the light of what has followed. 
In this case, regression may be a sign of an active reader at work. However, children 
should be trained to eliminate pointless and frequent regression by practising reading 
and very easy material. 

We should make our students aware that efficient readers do not have these faulty 
habits and explain why. This does not mean that we should punish students who still 
cling to these habits - they may feel insecure about their command of the language and 
feel that they still need these props. We should rather attempt other ways of building 
their confidence so that habits will hopefully disappear in course of time. 

I 
Check Your Progress I 
Notes a) U'rite your aliswers in the space given below. 

b) Compdre your answers with those given at the end of the unit 

! 16. What are the different kinds of miscues or decoding errors in reading ? 

............................................................................................................................. 

i7. Wl.sat is alexia and how does it affect one's reading ? 

............................................................................................................................. 

.............................................................................................................................. 
18. Are reading habits in different languages similar or different ? 

............................................................................................................................ 
19. What is meant by 'subvocalizing' '? 

.............................................................................................................................. 

20. What is 'regression' ? Is it always a sign of faulty reading technique ? 
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11.3 LET US SUM UP 

Reading is an important activity in our daily life and it is a skill that has to be developed 
in students earlier in school. We read different types of materials for different purposes. 
There are many authentic reasons for reading. Recognising words in print is only the initial 
stage of reading, but learners must be trained to read whole texts and not merely words and 
kntehces in isolation. 

deadi~ng for meaning (or 'silent reading') is different from reading aloud. A general reader 
is seldom required to read aloud. When we read for meaning, we do not need to read every 
letter of every word, nor every word in each sentence, because very often we guess, 
anticipate, and predict as we read a text. A writer and his readers share certain assumptions .. 
about the world and about the language used for communication. Reading is an interactive 
process involving both bottom-up decoding of the text and top-down processing. The 
reader's schemata interacts with the textual input. 

Reading is purposeful, selective. and text-based. The reading speed varies according to 
oie'spurpose in reading and the content of the text. Reading involves complex cognitive 
skills.1t is called "a psycholinguistic guessing game" because it involves making predictions. 
The teacher who teaches reading should recognize the learner's reading problems, 
including faulty reading habits, and should help them to overcome those problems. 

11.8 KEY WORDS 

Code : A system of signs, such as sounds, letters of the alphabet, words, figures, 
etc. to which meanings are assigned based on conventions. Both the writer 
and the reader must agree upon these conventional meanings assigned to 
the various units of the language they share. 

Decode : Convert a message form its coded form to its original form; here recognise 
letters and words in a text and understand their meaning. 

Encode : Put a message in a particular set of signs or symbols (i.e.,words) according 
to the rules of that particular code (i.e., language). 

Message : The information that the writer wants to convey to the reader(s). 

Register : A variety of language or a style of speaking or writing that is used in 
particular circumstances or social situations. For example, when we say 
'the register of law' or 'science', we refer to the particular variety of 
language that is used to talk or write about the subject. 

Schentata : The networking of information in the mind which incorporates a generalised . 
knowledge about objects and events and which is activated while a reader 
reads a text. The schemate include the previous knowledge a person has 
about topic, hisher knowledge of the world, hisher experiences, beliefs 
and attitqdes. The schemata helps readers to match what they know with 
what the reading text offers them. Reading is thus an interaction between 
these two kinds of input : textual and knowledge of the world. 

Signification : The dictionary meaning of a word or the meaning of a sentence arrived at 
by putting together the dictionary meanings of its constituent words. The 
sentence, for example. The door is open, has the signification of a 
statement of fact that the door is open, not closed. 

Text A set of sentences put together to convey a message in which the 
relationships or connections between the sentences is clear. The sentences 
must relate to the same situation, must be sequenced properly, and must 
be connected by means of linking words like and, but, however, of course. 

Value : The significance of a word or a sentence in a particular context. The 
sentence, The door is open, may mean that the speaker wants the listener 
to close the door, or that she welcomes the htener to enter the room, and 
so on. A skilled reader grasps not merely the signification of what she  
reads but also its value. This involves understanding the writer's 
presuppositions, intention, etc. in making a particular statement. 
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11.9 ANSWERS TO CHECK YOUR PROGRESS 

1. Time-tables, maps, diary, calender, labels, notices, instruction manuals, newspapers, 
magazines, books, sign boards, forms, and so on - the rangs is very wide. 

2. Traditionally, reading is used in the classroom to consolidate the oral work done by 
students earlier, to make them see the relationships between speech sounds and 
written symbols, and to answer questions in the examination. . 

3. We normally read to get information about a topic, to perform a task with the help 
of instructions or directions, to establish friendly relationships through correspondence, 
to know about programmes, goods and services, etc., and get enjoyment or excitement. 

4. Reading is an important activity in which students are likely to engage themselves 
in during their study or later in their jobs or even in personal life. So it has to be 
developed in them as'a skill to enable them to cope with these demands. 

5 .  'Silent reading' is reading for meaning and it is a more common activity than 
'reading aloud', which is done in limited contexts. Silent reading is easier and faster 
than the other. 

6.  'Silent reading' is to be preferred because it enables one to read faster and 
comprehend the text more easily. 

7. The ability to predict what will come next in a reading text is central to the process 
of reading. It helps the reader to monitor hisher comprehension of the text. It also 
helps the reader to process minimum tcxtual input to arrive at the meaning of the 
text. 

8. The more the shared assumptions, the better the communication. Without shared 
assumptions, comprehension of the writer's message will be extremely difficult, if 
not impossible. 

Schemata are mental structures embodying one's prior knowledge of the world, his/ 
her experiences, and also hisher knowledge of the language in which the message 
is enclosed. They help the reader in anticipating and predicting what will follow in 
a text. Textual input is matched against schemata to make sense of the text. 

Reading is an interactive process involving a simultaneous interaction of bottom-up 
decoding of a text with the reader's schematato produce meaning. (See the elaborate 
discussion of this aspect in the unit to check your understanding.) 

Reading is purposeful because it is the purpose-which diclates and directs the way 
we read a text and process it. It suggests what strategy or techniqhe qf reading we 
need to employ to satisfy our needs. 

A reader is 'selective' in reading in two ways. First she  selects the kinds of texts 
s h e  would be interested in reading. Secondly, she  selects the minimum clues in the 
text to arrive at its meaning for hisher purpose without having to read every word 
in it. 

Reading speed depeqds on content and purpose. Reading light fiction is easier, and 
hence faster than reading philosophical or scientific text full of jargon. Similarly, 
if the reader's purpose is only to get the gist of a text, she  needs, just skim through 
the text fast. But if sfhe wants to read for details, she  has to read it with 
concentration and effort. 

14. Reading involves basically making guesses and predictions about what might follow 
in a text, matching these against fresh textual input, and modifying them accordingly.lt 
is in the sense that reading is called "a psycholinguistic guessing game" because t h e  
predictions are made possible by the schemata available in the reader's mind. 

I 15. 'Signification' refers to the neutral, dictionary meaning of a word or a sentence 
! without reference to the context of its occurrence. It is fixed, 'Value', on the other 

hand, refers to the meaning that the word or the sentence takes an  by virtue of the 
context in which it occurs. It is therefore variable. (Any appropriate example may be 

I 
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Miscues arising from a misunderstanding of phonic, syntactic or semantic information 
in the reading text. 

Alexia refers to a neurological problem, a damage caused to the central nervous 
system. It results in a reading disability. A child with alexia cannot grasp a whole 
word or read words aloud. 

There are differences between reading in our own language and reading a second or 
foreign language. The differences are greater if the other language uses a different 
writing system. But the characteristics of 'efficient reading' appear to be the same in 
different languages - for exmaple, reading with purpose, making predictions while 
reading, etc. 

Subvocalization refers to the act of forming the sounds of - 5X the words we are 
reading and even murmuring them aloud. 

Regression refers to the tendency bf the eyes to move backwards over print instead 
of moving forward. No, sometimes, even a skilled reader may do it modify hisher 
earlier predictions in the light of fresh textual clues. 
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12.1 INTRODUCTION 

Unit 1 1  emphasized the need for teaching reading as a skill in its own right. We should 
remember, however, that reading is not a general ability, but a complex phenomenon that 
embraces a wide variety of tasks, activities, skills and mental processes. In  fact, we can say 
that it is as varied as life. Besides, it occurs at various levels and is influenced by several 
factors like the readbr's purpose, hisher interest in the material, and the difficulty of the 
selection slhe attempts to read. Special kinds of instructional help is needed for developing 
many of the skills of reading. We cannot think of strategies for the development of reading 
competence in oyr students without first specifying the reading skills that need to be 
developed. 

Some children acquire the necessary skills without formal instruction. Given an environment 
which is conducive to reading in every respect, they learn from the beginning to get 
meaning from the printed page and almost unconsciously develop the ability to recognise 
and understand words, to comprehend sentences and even longer units. Most children, 
however, need to be helped by specific instruction in reading skills. They must be shown 
how to adapt their speed of reading both to the nature of the material read and to their own 
purpose. It is no light matter to acquire the wide range of abilities and skills involved in 
reading, but these skills can be learned through guided practice. 

12.2 OBJECTIVES 

This unit will enable you to : 

0 specify the various abilities and sub-skills involved in-reading and understanding what 
we read, and, consequently, recognise the complexity of reading; 

reflect on the objectives of a programme for the development of reading skills; 

consider the various criteria to be used in sdecting materials for reading; 

0 explore some types of classroom activities to develop reading competence. 
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Reading Cornprehension 12.3 READING SKILLS 

Having begun to read, good readers operate cognitively at four highly interrelated and 
overl~apping levels of meaning : the literal, the interpretive, the critical, and the creative. 
What is involved is understanding meanings at each of these four levels and how teachers 
can encourage students to think in these ways as they read. Let us find out about these 
levels: 

Literal : Literal comprehension involves the reader in understanding the information stated 
directly in a text. That information may be facts and details, sequences of events, main ideas 
and generalizations, causes and effects. The key element in comprehension at this level is 
that the information is present "in black and white" in the text. The reader does not have 
to die too deeply to get at it. S h e  should be able to state exactly what the passage is saying, 
to make sure that sfhe understands it. For example, if the piece of writing is about someone 
digging the earth, the reader should be able to state what the person is actually doing- 
"digging the earth". 

Literal comprehension is of fundamental importance. It requires a thorough understanding 
of paragraph, sentence and word meanings and is required for higher levels of comprehension. 

Interpretive : To read at the interpretive level, on the other hand, is to read 'between the 
lines" to recognise ideas and information not directly stated. In doing so, the reader must 
make inferences. Sfhe may have to infer time relationships - the year, time of day, and 
seasqn; geographical relationships; cause and effect relationships; the ages, feelings and 
familial relationships of characters; main ideas and generalizations if these are not stated 
explicitly in the text. In other words, the reader must study the facts given in the text and 
put two and two together in making the inference. 

Writers do not always state facts directly. They imply emotions and attitudes, and suggest 
poinfls of view. For instance, an author may not state directly that a particular character is 
bad, but the words s h e  uses do describe that person and the situation s h e  present himfher 
in m8y convey the author's attitude towards that character. A perceptive reader should be 
able to recognise this attitude. Sfhe must be able to get beyond the surface meanings of 
words and see what the implications of such words are. For instance, the same persons could 
be called "terrorists" or "freedom fighters" according to the writer's attitude towards 
them. Similarly, in describing someone eating, a writer may use the words, "wolfed down" 
"guzzled" or "slobbered". If the writer is describing a baby eating, these words may be 
merely a statement of fact, but if they are about an adult, there may well be a suggestion 
of distaste towards the person who is eating. 

Interpretive reading also involves ferreting out meanings expressed through literary allusions, 
idiomatic, expressions, and figures of speech. The writer who writes of a character, "He had 
no heart", does not mean this literally but is relying on an idiom to communicate meaning. 
Another author who describes a person as having a Midas touch is communicating 
something special, something meaningful, only to the reader who recognises the allusion to 
the king who wanted everything he touched to turn to gold. The poet who speaks of 
"crossing the bar" is referring metaphorically to death; he is not speaking literally of 
crossing a sand bar. The scientist who refers to the earth as a lifeboat to explain relationships 
aboard a plant troubled by the problems of limited resources and increasing population is 
also relying on metaphor to put hisfher message across. 

One of the most difficult interpretations a reader must make is in terms of these kinds of 
inferences. The reader must bring to bear hisfher previous experiences with language, 
literature, and life in constructing meanings. 

Critical : Critical reading requires making judgements with regard to a text. The reader may 
judge the accuracy of facts, the validity of conclusions drawn, or the effectiveness of the 
author's style. The reader may not like the way the author has begun a piece of writing, 
sentences together, and used language. For instance, a writer may use very flowery language 
to clieate an atmosphere, or s h e  may write 'tongue in cheek'. 

Critiical reading also requires giving reasons for the judgement and stating the criteria used 
in mlaking it, commenting on the views expressed in the passage and the appropriateness and 
effectiveness of the treatment of those ideas. 
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Creative : Creative reading calls for the generation of new ideas, insights, applications and Developing Rending Skills 

approaches. It requires invention, prediction, and use of the imagination. Proposing an 
alternative conclusion or generalization based on a reading text and suggesting related 
examples are exercises in creative reading. Composing orally, drawing, artd writing stories 
with the same pattern or same words as in those that one has read are also exercises in 
creative reading. 

A major problem often noticed in the questions that teachers ask as part of reading 
instruction is the predominance of questions at the literal level. No doubt children must "get 
the facts straight" before making valid inferences and judgements based on them, but the 
neglect of questions at the other levels may mean that children do not develop these abilities 
to the extent that they should. As teachers, we should ask ourselves whether we are giving 
adequate attention to all the four levels, and also whether the comprehension exercises in 
the texts prescribed for study do contain questions at all the four levels. 

The skills and strategies of reading we hope to develop in our students may be stated j broadly as follows : 

a) Skills involving flexibility of technique : variations in reading rate, skimming, scanning, 

1 study reading, etc. 

b) Skills of using non-textual information : that is, information that is strictly not part of 
the text itself : reference apparatus, graphic conventions, illustrations and diagrams. 

I 

c) Word-attack skills : recognising the letters of the alphabet and reading groups of letters 
as words, understanding the meaning of words by using morphology, contextual clues 
or a dictionary. 

d) Text-attack skills : interpreting the text as a whole using all the clues available 
including cohesion and rhetorical structure. 

Of these, the text-attack skills are perhaps the most complex in the reading process. To 
develop these skills, we need to use texts which exhibit the characteristics of a true 
discourse; that is, texts which have a recognisable content, and are coherent and structured. 

What do we understand by flexibility of technique ? One of the main characteristics of a 
good reader is that s h e  varies the speed of hisher reading according to the nature of the 
text she  is reading and hisher purpose in reading it. Not only the speed of reading, but even 
the way s h e  reads a text will vary. 

Students may read for pure recreation and enjoyment, or they may read to study. They may 
find pleasure in study type reading too, but their attitude, approach and technique will be 
different. They may read to find the answer to a question or the solution to a problem, to 
learn the main idea of a selection or some specific types of information, to discover the 
result of a series of events or to follow directions in making a doll, a model aeroplane, or 
baking a cake, or learning the legal implications of an action. For all of these purposes, they 
employ different methods in their reading. For example, they cannot afford to go through 

I a legal document in precisely the same way as they read a bestseller on a journey. If they 
do so, they may misinterpret the document or may not fully appreciate its legal provisions. 

r 

I 
Many students are used to plodding through all types of text precisely in much the same 
way, namely word by word. So we must make them understand the need for flexibility in 
speed and technique of reading. In particular, we must distinguish the technique of 
skimming and scanning. 

By skimming we mean skimming over the surface of a piece of writing, or glancing rapidly 
through a text, to find out its general content, central idea(s), or gist. We do this, for 
example, when we want to find out whether a certain article is relevant to our own area of 
study or research, or when we glance over a page of a newspaper to see if there is anything 
worth reading in detail, or when we leaf through a book to find out its subject matter. 

By scanning, on the other hand, we mean darting over much of a text to search for a 
specific item or piece of information that we wish to discover. This skill therefore also 
involves the ability to reject or pass over irrelevant information. It is the kind of reading we 
do when, for example, we read through a biographical account to find out the date on which 
a certain event happened, or when we go through the table of contents in a book to see 
whether a certain aspect of a problem has been dealt with in the baok, or when we glance 

i through the telephone directory looking for a person's telephone number. 

23 

i 
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- - -  

Reading Comprehension In both these techniques, the reader passes hisher eyes over the text so that they permit him/ 
her to take in only the beginiiings and ends of paragraphs, chapter headings and sub- 
headilgs, and so on. They enable a reader to focus selectively on parts of a text that are- 
worth, spending time on. ....... 

Riqtes : a) Write your answers in the space given below. 

b) Compare your answers with those given at the end of the unit. 

1 .  What are the four levels of comprehension ? 

.............................................................................................................................. 

............................................................................................................................... 

.............................................................................................................................. 

.............................................................................................................................. 

............................................................................................................................. 
2 .  Mention any two interpretive .abilities with examples. 

.............................................................................................................................. 

............................................................................................................................. 

.............................................................................................................................. 

.............................................................................................................................. 

.............................................................................................................................. 
3.  What does 'critical reading' involve ? 

.............................................................................................................................. 

............................................................................................................................. 

............................................................................................................................. 

.............................................................................................................................. 

.............................................................................................................................. 
4. Give two or three examplr of 'creative reading' preferably giving examples 

other than the ones given in this Unit. 

............................................................................................................. 

............................................................................................................................. 

, .............................................................................................................................. 

.............................................................................................................................. 

.............................................................................................................................. 

5 .  What does flexibility of reading depend on ? 

.............................................................................................................................. 

............................................................................................................................. 

.............................................................................................................................. 

.............................................................................................................................. I 

.............................................................................................................................. 

6. Differentiate between 'skimming' and 'scanning'. 

.............................................................................................................................. 

.............................................................................................................................. 

................................................................................................ ............................. 

.............................................................................................................................. 8 172



12.4 OBJECTIVES OF A READING PROGRAMME 
Developing Reading Skill4 

The general aim of a reading development programme can be stated as follows : 

To enable students to read without help unfamiliar authentic texts, at an appropriate speed, 
silently and with adequate understanding. Each phrase of this statement has specific 
implications for teachifig. 

a) to enable students : The teacher cdn only try to promote the reading ability in the 
students, because reading is a private activity. In the reading class, therefore, it is what 
the student does, not what the teacher does, that counts. 

b) to read without help : We cannot expect the teacher to help with the reading tasks they 
undertake in real life outside the classroom. Therefore, students have to develop the 

I ability to read on their own. The teacher should gradually 'disappear' from the class - 
should make hisiher own help unnecessary to the students. 

c) unfamiliar texts : An independent reader must be able to tackle texts s/he has never 
seen before, and the teacher should equip the students to do so. 

I 

d) authentic texts : The reading skill will be of some practical use only if it enables 
students to read texts they actually require for some authentic purpose, or texts they will 
have occaslon to read after they have left the course. 

e) appropriate speed : A flexible speed is the mark of a competent reader. So we need 
to train our students to use d~fferent rending rates for different materials and different 
purposes, instead of plodding through every text at the same careful speed. 

I 
f) silently : People seldom need to read aloud in real life. All readers need the skill of 

reading silently, which increases one's understanding of a text. 

g) with adequate understanding : We need to understand enough of the text to suit our 
purpose, and we frequently do not need to read or understand every word. Students 
must recognise the need for such flexibility in understanding too. 

Before we attempt to specify the ob-iectives of a reading programme, we need to distinguish 
two kinds of reading described traditionally as intensive and extensive reading (sometimes 
also called'reading for accuracy and reading for fluency respectively). The labels indicate 
a difference in classroom procedures as well as a difference in purpose. 

Intensive reading involves the learners working through a relatively short passage under 
the guidance of the teacher and examining it closely and in detail. The aim is to arrive at 
a detailed and thorough understanding of the text. Material for intensive reading is chosen 
with a view to developing the student's powers of judgement and discriminative reasoning 
of interpretation and appreciation. Students lcarn to scan for information, to read with 
careful attention and concentration, and to extract the major ideas and arguments. Attention 
is also paid to the logical development of ideas and style in writing. 

Extensive reading, on the other hand, involves reading in quantity without bothering to 
check every unknown word or structure. Our main purpose in helping our students with 
extensive reading should he to train them to read fluently in English for their own 
enjoyment and without the aid of a teacher. Students are encouraged to read widely on 
subjects which interest them personally (artistic, political, social scientific) and share what 
they have enjoyed with their fellow students. They are expectcd to be able to discuss not 
only the content but the implications of what they read. Reading now becomes a technique, 
not an end In itself, and language becomes a vehicle, a tool, and a model. The material that 
the students are encouraged to read shou!d be more easily and readily accessible in language 
and content than that which is studied intensively. How about reading in second language? 
How can we help our students to read extensively in English ? 

Extensive reading should play an important part in the process of second language learning 
for several reasons. First, it 1s an activity that can be carried out by the students on their 
own, outside the classroom. It thus complements the learning that takes place in the 
classroom because it provides valuablc reinforcement of language already presented in the 
classroom as well as gives students useful practice in skills.such as inferring mcaning from 

I the context when structures and vocabulary are not familiar. Besides, class time is limited 
I 
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Reading Comprehension and the amount of reading needed to achieve fluency and efficiency is very great. So 
extensive reading is necessary. Moreover, it may be the only way in which a student can 
keep contact with English after s h e  has completed the course. 

Furthermore, as extensive reading is, or should be, reading for pleasure on topics that 
interest the students, it increases their motivation and gives them a more positive attitude 
towards the target language. It may also provide the student an excellent opportunity to 
increase reading speed, particularly because this skill is rarely developed in the ordinary 
English classroom. As the students are reading for pleasure, they will be eager to know 

, what happens next and will therefore try to read faster. Thus, the more students read 
extensively, the faster they learn to read. 

Although extensive reading involves a lot of reading out of class, some class time has to 
be devoted to it both to maintain the students interest in it and to train them how to cope 
with longer texts. Students who have not acquired the reading habit are often put off by the 
long books usually prescribed for supplementary reading. They need guidance and 
encouragement through an organized programme. 

The syllabus for intensive reading has to be spelt out in terms of reading skills and 
abilities, and not merely in terms of an anthology of prose passages and poems, as is usually 
done in schools and colleges. Some of the main reading skills required of the general 
second language student are given below. Even though all the reading abilities listed here 
are important and have to be culvitated for efficient reading, the emphasis will vary from 
orie level to another and this emphasis will determine the selection and grading of abilities 
as well as the texts used for developing those abilities. 

Another point to be remembered is this : not all texts will lend themselves to practising all 
the reading skills - some texts clearly lend themselves to certain skills rather than others, 
and the teacher must keep this in mind. Similarly, no single reading lesson has to cover all 
the skills. What is important is that, over a period of time, say a term or a year, the teacher 
must ensure that s h e  provides the students with practice in those skills which seem 
appropriate to their needs, through a range of texts and activity types. The skills and 
abilities outlined here must therefore be treated only as a checklist that provides guidelines 
for classroom work and evaluation. 

After completing a course in intensive reading, a student should be able to : 

a) skim a passage to identify the topic, the central theme, and other general ideas and 
information to ensure that slhe reads only what is relevant. 

b) soan to locate specific details or items of information. 

c) grasp the meaning cf words and phrases in context, and interpret, idiomatic, figurative 
and other non-literal uses of language. 

d) understand the meaning of punctuation. 

e) understand the rhetorical organization of a text and make use of hislher understanding 
in interpreting a complex message. 

f )  recognize and discriminate between facts, beliefs, judgements, opinions, hypotheses, 
and expressions of bias, probability, uncertainty, tentativeness, etc. 

g) understand the relationship between sentences and clauses in a text by making use of 
the reference system, discourse markers, etc. 

h) understand logical relationships between sentences and parts of a text such as cause 
and effect, general and specific, pros and cons, generalization and support, equivalence, 
etc. 

i) mdke inferences and form generalizations based on a text and justify them with 
evi,dence from the text. 

j) make use of non-text information (e.g. diagrams, graphs) to supplement textual 
information, thereby increasing his/her understanding of the text. 

k) select information from a text and use it for a particular purpose (e.g., presenting it in 
note fcrm, presenting arguments for or against a proposition, taking part in role-plays, 
discussions, etc.) 174



I) match hisher expectations based on hidher own knowledge, experience, and imagination 
with the writer's assumptions, etc., and recognise the similarities and differences 
between the two. 

m) locate the source of misunderstanding in a text and handle it. 

n) evaluate the ideas, arguments, etc. developed in a text, the author's point of view or 
tone, and style. 

You will notice that this list of reading abilities is by no means complete or exhaustive - 
it does not include those reading skills which are required for more specific purposes, like 
speed reading and references skills. These have to be tackled separately. Nevertheless, the 
list should serve as a checklist of the objectives of a programme of instruction in intensive 
reading. 

1 Check \.Jar PrvgKesr 

Eotcs : Write your atlswers in the space given below, 
i a i Corr~pare yot~r. answers ,;vittl those given ai the end of the unit. 

I -: , , Wi!ar :,haulid be the overail aim or a reading programme ? 

............................................................................................................................. j 

.............................................................................................................................. I ............................................................................................................................ i 
f 8. ijis;il~guish beiwec:i ' intensive reading' and 'extensive reading'. 
i 

i 
1 9. G(3-i\.c at least twc reasons why an extcr~s~ve readiiig component IS necessary rn 

i a re :Jir?g prograrr,me, 

1 10. Arncng the various abilities and rub-skillr of reading. which ones would you 

I mairily focus on a? the prinlary level ? .At the secondary level 7 List them 
separ;xte!y. 

I 

Developing Reodlng Skitls 
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Rending Comprehension 1 .  MATERIALS FOR READING DEVELOPMENT 

If we agree that reading involves skills and abilities that we need to develop in our students, 
we must ask ourselves what kinds of texts will be suitable for our purpose. 

What  critcria should we adopt in selecting texts for intensive reading ? 

Obbiously, a reading tcxt should be at the right level of linguistic difficulty for the students. 
Liriguistic difficulty is a combination of structural and lexical (i.e. vocabulary) difficulty. A 
likely cause of structural difficulty beyond the elementary levels is the length and complexity 
of sentences, which can make the relationships among the various parts of a tcxt difficult 
for the reader to sort out. At the lexical level, if we choose texts with a high proportion of 
ne\k vocabulary itcms (words and idioms or compound phrases), it will defeat the aims of' 
the reading programme except when we only want the students to get the gist of a tcxt. 

However, readability is not only a matter of grammatical complexity and lexical difficulty. 
It also depends on the interest of the reader in the text. A text that grips the reader will carry 
hisher along in spite of its linguistic difficulty. The opposite is also true; dull material, even 
if it is written in a simple language, will make readers plod along and will not help in 
developing their reading competence. 

Outside the classroom. in our daily life, we mostly read things we are really interested in, 
for some reason or other. 'The same principle shouid be applied in our choice of reading 
materials for our students. That is, we should select topics that would appeal to them and 
have some relevance for them. Therefore, one of the criteria for text selection would be the 
students' interest, which we can find out through a survey of the students' reading tastes. 

In addition to ensuring that the topics dealt with in the passages for intensive reading would 
appeal to the students, we s h ~ u l d  select texts that would introduce the students to new and 
relavant ideas and make them think about them, help them to uoderstand the way people 
with different backgrounds, problems or attitudes feel or think, and make them want to read 
for themselves. 

Another criterion for text selection would be authenticity of language. What do we mean 
by authentic language ? It is the language from which the features of real language have not 
beeln filtcrcd out for language teaching purposes; that is, language written originally for 
communication in a non-teaching context. To learn to read properly, the student must, early 
on, learn to deal with all the features of written English in authentic real life communicative 
coatexts. 

One objection that is oftcn raised against the use of authentic language in the classroom is 
that it would be far too difficult for students to cope with because it is unedited and not 
written specially for Iacguage teaching purposes, with proper selection and grading of 
structures and vocabulary: that is, there is no control exercised by the teacher over the 
language employed in such tcxts. 

But authentic language need not necessarily be difficult for the students. We can easily find 
many pieces of authentic language use, such as signboards, road signs, leaflets, brochures. 
announcement notices, advertisements, newspaper and magazine/articles, and so on which 
are written in simple language - not simplified language. Even if sorne of these texts are 
co~bplcx in language usc. easy tasks may be sct on them so that the texts become accessible 
to even elementary level students. 

Yet another criterion for text selection is variety of formats, registers, and organisational 
patterns. Outside the language classroom we may read newspapers, magazine articles, 
canoon strips, letters. instructions, cookery books, tourist brochures and maps, pamphlets, 
mefius, time-tables, detective stories, etc. The full range of text materials must bc brought 
into the classroom for language work. We have to choose texts from many sources to give 
our students a wide range of materials in particular, texts of the kind the students will later 
read for themsclves, for study or other specific purposes as well as for pleasure. 

Furthermore, for intensive reading, we need to choose material that is not only interesting 
and appealing to students but worth spending time on, that is, it should be exploitable. Short 
tcxts are.usually chosen for intensive study. A text that cannot be exploited to develop our 
students' competence as readers is of no use for teaching even if the students enjoy reading 176



it. When we choose a text, therefore, we need to be clear about the interpretive abilities it Developing Rerdlng Skills 

demands and the methods we will be able to use to help our students to develop those 
abilities. Students should also be able to interact with the texts on their own, without too 
much mediation by the teacher. 

Extensive Reading 

The aim of an extensive reading programme is to establish the habit of reading among our 
students. It is not difficult to create this habit if the books are well chosen. When we choose 
books for extensive reading, the criteria of readability (i.e., suiting the linguistic level of the 
reader) and suitability of content are even more important than when 'we choose a text for 
intensive reading, because we expect the student to read the books on hisher own. 

Extensive reading materials should, therefore, be : 

a) Easy : The language must be easier than that found in the course book because the 
guidance of the teacher or the task is absent for the student. To develop fluent reading it 
is far more useful to read a lot of easy materials than a few difficult ones. 

b) Short : The length of the book must not be daunting. Elementary level students need 
short books that they can finish quickly without a sense of strain and without getting bored. 

C) Appealing : The book will be appealing if it is attractive in appearance, well-printed 
and with good coloured illustrations - more illustrations and bigger print for more 
elementary students. The books should not smell of the classroom; notes and questions are 
better omitted. 

d) Varied : There must be a wide choice of books to suit the varying needs and wants 
to the students in terms of content, language, and intellectual and emotional maturity. 

Check Your Progress 

Notes : '1) Write your answers in the space given below. 

'3) Compare your answers with those given at the end of the unit. 

I I .  b !!at are the sources of 'linguistic difficulty' of a text ? 

............................................................................................................................. 
12. N7l1y should the reading materials be 'interesting' to students ? 

\-, 

.............................................................................................................................. 

13. Ex.plain the meaning of 'authentic language' in the context of language learning 

.............................................................................................................................. 
14. Distinguish between 'simple language' and 'simplified language'. 
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1 

1 i 5 .  What do yol; undcrsta:~t.l by the 'esploitahiiity. of i! rsi~dirig te.:!. 1 I I 

1 .............................. ...................... : 

i ............................................................................................................................ t 

16. Outline briefly the nature of extensive reading miltcrials. i 
............................................................................................................................ i 

I ............................................................................................................................. 
i I 

12.6 CLASSROOM ACTIVITIES 

Reading involves looking at sentences and words, recognising them, and understanding 
them. It is a process of making sense of written language. The main way in which students 
learn to read is by reading. So, the more guided practice students have in 'making sense' 
of written messages, the better they will be able to do it. 

Teaching Basic Reading 

At the very earliest stages of learning to read, children must learn to distinguish among 
visual symbols (for example, the d and the b) and acquire a 'sight word' vocabulary, a 
repertoire of words that they recognise and find meaningful on sight without a complicated 
analysis. This will help young children gain control over the written symbols of language 
so that they can understand texts later. Therefore, it will be useful to give children practice 
in recognising words. 

A simple way of doing this is to write words or phrases on pieces of paper of cards. These 
cards may be called 'word cards'. 

Hold up the first card. Point to it and say the words. Ask the class to repeat once or twice. 
Then do the same with the other cards. Hold up the cards again, this time in a different 
order. Do not say anything but pause for a while to give the whole class a chance to look 
at the words. Ask one of the children to say what they are. 

This technique is called 'Look and Say', because children look at the words and then say 
what they are. But the important part of the activity is looking and understanding. Saying 
the words is not an essential part of reading; it is just a way of checking whether the 
children can recognise the words. Therefore, we need not ask children to keep repeating the 
word - the activity should focus on reading, not on speaking. 

Teachers can create a classroom environment in which children are immersed in meaning- 
filled print. Children's desks may be labelled with their names, the door may be labelled 
DOOR, and windows, chairs and walls may also bear labelling cards. Number words may 
be hung from the ceiling next to the numbers themselves and colour words next to colour 
samples. As children and teacher talk together, they can refer to the labels. Children will 
locate words and lables that apply to what they are talking about. They use the words that 
fill the classroom as they narrate stories or write on their own. 

Furthermore, think of the early experiences of children with print at home : the label on the 
soap they use or the shampoo bottle - the recipe for making noodles or the advertisements 
on TV; outside home : the neon signs in the street or the words like, PUSH, PULL, ENTER, 
EXIT, IN and OUT in shops or cinema houses, often accompanied by visual clues. These 
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are not constructed specifically for teaching reading, but they are part of the child's world. Developing Rending Skills 

The child learns of their purpose as well as meaning without learning them formally in the 
classroom. The teacher should exploit these experiences too in the classroom in creative 
ways. 

Word Cards can also be used to give practice in reading whole sentences. For this kind of 
activity you will need two sets of Word Cards as shown below : 

SET I SET 2 

Put your book on the floor 

Put your pen in your bag 

Put your hand on your head 

Hold up one card from SET 1 and one card from SET 2. Read the complete sentence 
pointing to the words. For example, "Look, it says, Put-your-book-on-the-floor". Ask the 
class to do what it says. Show the other cards in the same way. Now hold the cards up again, 
in different combinations. This time, do not say anything, but give all the students a chance 
to read the cards silently and do what they say. 

The aim of this activity is the same as that of 'Look and Say' - children have to look at 
words, this time in sentences, and ,understand what they mean. The use of words cards 
makes it easy to change different pans of the sentence and so make different combinations. 
Instead of holding the cards yourself, you can also ask two or three students to come to the 
front of the class and hold them so that you are free to point to the message on the word 
cards. 

Besides these activities, there are many other ways of checking the children's understanding 
and giving them a reason to read. For example, you can ask them to match sentences with 
pictures, match halves of sentences together, or draw pictures from sentences. These are 
simple reading tasks. You can also teach the decoding skills using class readers or a big 
book. One way is to put flaps over some words or parts of words and ask children to guess 
what is beneath the flaps. The children naturally use the context to derive meaning from 
print. They predict and test their predictions by asking themselves if the words they have 
guessed make sense in context. 

Another way is to prepare word and sentence cards to accompany the text of the book. 
Children match the cards with words and sentences in the text. You can also prepare a cut- 
up sentence version of the text - you can cut apart key story sentences to highlight chunks 
of meaning of the natural phrasing units (i.e., sense groups) people use in speaking. 
Children reconstruct the story based on their understanding of sight, sound and meaning. 

Besides, reading sentences helps children to recognise words, because they can guess them 
from the context. So it is useful to give children practice in reading and understanding 

r complete sentences even at the early stages. Giving students sentences to look at and 
understand, not merely words, will give them more useful practice in reading than asking 

I them to repeat written sentences aloud over and over again or getting them to 'spell out' 

r' words. 

1 When we read our own language, we do not need to distinguish every single letter; if we 
1 did, we would only be able to read very slowly. When we read fluently, we do not ever read 

word by word - our eyes move rapidly across whole sentences. However, when children 
begin to read an unfamiliar script, they may feel that they need to look at individual letters 
and try to 'match' the word with the way it sounds. 

However, in English this is quite difficult because the relationship between sound and 
spelling is very complex. For example, by, buy, light, lie, and island all have the same 
sound but different spellings. Similarly the letter 'e' has a different sound in father, yet, be 
and pale. We cannot possibly teach all these relationships - even for the commonest words 
there are several rules - and we do not need to teach them. Children can gradually become 
aware of the relationships as they read. Nevertheless, children can profit from some 
attention to the ways speech sounds are represented on paper, and the teacher can help them 
by drawing attention to sound-spelling relationship from time to time. 
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Reading Comprehension Thus in the very early stages, teachers are concerned, necessarily. with developing the 
mechanical reading skills such as the recognition of letters and words in print. However, the 
teacher should move on as quickly as possible to practising the different types of reading 
activity and to developing the cognitive skills associated with those activities. The earlier 
the students begin this kind of work even at the elementary level, the more efficient readers 
they are likely to become soon. For ihis purpose, texts of different kinds can be used in the 
classroom. 

(For details of Reading at the Elementary stage you may have a look at Course 4.) 

Using a Text 

The most important thing about using a text for developing reading skills 1s to dec~de what 
you expect the students to be able to do with the text. Do you want 'full' comprehension 
or do you want them just to have a general understanding ? Do you want them to retrieve 
some ~pecific information for a purpose or do you want to give further practice of a specific 
languqge item ? 

We read most efficiently when we either need to or want to read. In the real world, the need 
is created naturally by circumstances. In the more artifical situation of the classroom, 
however, the teacher has to create specific needs for specific purposes. 

I .  Gleneral Guidelines 

a) One way of creating the need to read a text is to relate the reading to the performance 
of  another task such as note-making or information transfer. 

b) To help focus attention and to give students a purpose, give out questions (you may 
write them on the board) which students have to answer when they are exposed to 
the text. Remember to make sure that these questions serve the intended purpose. 

c) You can create motivation by working on one section of a text before revealing the 
next. You can ask students what they think the writer is likely to say in the next 
section, what will happen next, etc. 

d) Even if your comprehension questions are properiy structured, it will be a dull 
,activity for the students if you simply read through them froin a lesson plan. You 
need to be sensitive and flexible enough to change direction - to skip a few questions 
if you find they are not necessary, or think of a few additional or supplementary 
questions with weaker learners. 

e) Comprehension questions should be organised and serve a clearly thoughout purpose 
- they should not be asked at random. You shouid ask yourself. "What do I want 
the students to understand 7 What is this question really asking ?" Generally, you 
should ask 'gist' question before you ask 'detail' questions, 'easy' before 'difficult', 
'factual' before 'inferential or evaluative' and questions requiring short answers 
before those requiring long answers. But mix them up and vary the types. 

f) Very often teacher ask questions after a text only to determine how far the students 
have understood it. It is worth focusing attention on improving the skill itself through 
questions which lead students towards the main ideas of the text by forcing them to 
go back to the text frequently and search for meaning. In this process, students are 
constantly pressed to substantiate their answers with evidence from the text. 

g) I t  is good to vary the classroom activities and the types of questions asked according 
to : i) the aim of the lession, ii) the stage of lesson and the level or type of 
understanding you expect, and iii) the capability of your students at any given point. 
Sometimes, you may even try to make the students frame questions. Try to deal with 
diifferent sections of a text in different ways. 

h) Although you may occasionally read the text aloud or get a few students to do it, you 
rnust provide ample opportunities to the students for silent reading. Training in 
reading aloud may be given only after the students have sufficiently understood the 
text. 

I 
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i) - As far as possible, students must be encouraged to guess the meanings of unfamiliar 
words and expressions from the context. This will help them acquire vocabulary in 
a meaningful way. At the primary level, visual clues such as pictures could be 
provided to help in this process. A glossary, if it is provided, should be selective and 
include only those words and expressions for which no help is available in the text 
for students to arrive at their meaning. 

j) If you have to handle a long text in the class, try to deal with it in several short 
sections. Students generally shy away from a long text even if it is not difficult. By 
handling a text in sections, you can ensure a more thorough understanding. This is 
because, when the first section has been understood, it helps the students to interpret 
the second, and so on. In this way, interpretation of later sections builds on the 
understanding of the earlier sections. Besides, it is easier to hold the students' interest 
in a short section and work thoroughly than on a long text. You can also vary your 
approach with different sections, thus providing for variety in classroom activities. 

k) A text can be used as a source of several follow-up activities. Consider whether it 
could provide the basis for a role-play, a discussion, a debate, or some useful written 
work. You can put questions of evaluation (of ideas, arguments, bias, character, 
significance of the title, etc.) and personal response (agreeldisagree, likeldislike, etc.- 
why ?), and help the students to relate the content of the text to their own experience 
or knowledge. You also make them reconsider the hypotheses they had made about 
the text in the early stages. 

2. Introducing the Text 

Many teachers feel that they must introduce every text elaborately (often through a phrase 
in the vernacular language) before allowing the students to start work on it. While an 
introduction can certainly be helpful, it may not always be necessary. The purpose of the 
introduction is to get the students interested in reading the particular text and guiding them 
in the right direction. 

An introduction will not serve the purpose and will be a waste of time if it. 

a) is too long, 

b) gives away too much of the content of the text, 

c) is irrelevant, thereby confusing the students by raising misleading expectations about 
the text, or 

d) is a monologue by the teacher without any student involvement. 

A good introduction, therefore, 

a) is usually short, 
b 

b) does not tell the students anything that they can find out for themselves by reading the 
text, 

I 
c) makes the students want to read the text, 

d) helps the students to relate the text to their own interests, experiences, and aims, and 

e) involves the students actively by means of questioning. 

This can be done in two ways : 

i) By giving a few questions for students to think about as they read and discussing the 
answers afterwards - these are called 'guiding questions' or 'signpost questions'. 

ii) By organising an activity before students read a text, which arouses their interest in the 
topic and makes them want to read. Such activities are called 'pre-reading activities' 
or 'pre-reading tasks'. 

Examples of pre-reading activities 
' 

i) You are going to read about an earthquake. What would you like to know about the 
earthquake ? Write down at least five questions, which you hope the text will answer. 

Developing 

- 
Reading Skills 
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ji) You are going to read about an earthquake. Try to imagine what the text will tell you 
about : buildings, people, boats, trains, hills around the city, etc. 

iii) You are going to read a text about an earthquake. Here are some words and phrases 
from the text. Can you guess how they are used in the text ? Tremors, the Richter scale, 
massive shocks, huge wave, etc. 

iv) You are going to read about an earthquake. Have you seen or read about an 
earthquake? Was there an earthquake in India in recent times ? What do you know 
about it ? 

3. Suggested Activities 

A fdw examples of activities or tasks are given below. You may think of many more 
creative ways of developing the various reading abilities in your students. 

Skimming for gist 

a) Stating the main idea of a selection or finding the sentence that gives the main idea. 

h) Reading through a text and then selecting a suitable title from among three or four titles 
suggested, or from a list of sentences, one that expresses the main idea of the text. 

c) Reading through a passage and then suggesting a suitable title for it. 

d) Matching different text titles to a series of short texts within a given time limit. 

e) Matching different topic phrases or sentences to a series of short paragraphs in a given 
passage. 

Scanning for specific information 

a) Scanning a passage and underlining or circling the required information in a given 
time limit. 

b) Going through a set of pre-reading questions focusing on specific information and 
scanning the passage for such information. 

Making predictions 

These activities are not only useful in developing students' predictive abilities, but also in 
stimulating their interest in the reading text. 

a) Making hypotheses or predictions about what the text is likely to deal with, based on 
the title alone or the tilte of the book from which the text is taken. 

b) Discussing the topic of the text or lesson beforehand, based on previous knowledge 
and experience. 

c) Indicating which of a series of questions listed by the teacher are likely to be 
answered in a given selection and then checking the responses after reading the 
selection. 

d) Stating questions the student would expect to find answered in a given selection and 
the then checking to find the answers during or after reading the selection. 

e) After reading a section of the text anticipating or predicting what is likely to happen 
next. , 

f) Making up possible endings for stories. 

Reading for detail 

a) Indicating which of a series of ideas listed are brought out in a given selection. 
0 '  

h) Indicating which of a series of details support the main idea of a selection. 

c) Completing sentences with relevant details from the reading text. 

d) Matching a series of details with a list of main ideas. 

e) Showing through outlinking the relationship between details and the main points. 

f) Indicating which details belong and which do not, in an outline that has been made 
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on a selection. 

g) Preparing charts, tables, graphs, etc. based on the material read. 

h) Deciding which details are important in terms of a stated purpose. 

i) Making a list of details that occur in a story as preparation for dramatisiig the story. 

Understanding the organization of a text 

a) Putting the jumbled paragraphs of a reading text in the correct order - before they can 
sequence them correctly, students have to understand what is happening in the text. 
Variation : Giving each student a different paragraph and asking himlher to find out, 
through dicussion, what the others is hisher group have and sequence the paragraphs.) 

b) Deciding which of several summaries best summarises a selection. 

c) Discussing the function of particular paragraphs. 

d) Dividing a long text into two or three sections which reflect the organization of the 
text; 

e) Making notes on the text ; filling in main topics and sub-topics of a selection in a 
framework suggested; placing sub-topics given in a mixed up order under a list of 
main topics specification making an outline of points in selection on one's own. 

f) "Jigsaw texts" : Giving individual students or groups of students slightly different 
texts concerning a single event so that they have to exchange information with each 
other before some final task can be completed. 

Understanding the relationship between sentences, clauses and phrases 

a) Rearranging jumbled sentences or parts of scrambled sentences. 

b) Sorting out jumbled sentences from two stories and rearranging the sentences in each 
story the right sequence. 

c) Indicating which sentences in a series mean almost the same as the sentences 
specified. 

d) Listing the sentences in a selection that helps prove a given point. 

e) Interpreting the meaning of conjunctions or cohesive linkers pronouns, and prepositions 
they are used in a text. 

f )  Supplying the logical connectors that are omitted from a passage. 

g) Establishing the relation in meaning among the parts of a sentence. 

h) Studying the relationships of sentences within a paragraph. 

(The table and the tasks that follow have been adapted from Mike Beaumount, "Reading 
in a foreign language at an elementary level" in A. Matthews. M. Spratt and L. Dangerfield 
eds. At The Chalkface, London : Edward Arnold, 1985). 

For the purposes of illustration, some activity types are suggested below, which imply a 
range of techniques for developing the reading skills at the elementary level. 

Consider the tabular information given below : 

Name windows rooms trees gate door roof 

Arthi 1 2 1 green red red 

Balu I 1 1 green green red 

Hussein 1 I 2 green green green 

James 2 2 2 red green green 

Minu 2 1 1 red red green 

Sharad 2 1 2 red red red - 

- - -- 
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Rending Comprehension Information transfer 

From this, students can write six short paragraphs, each paragraph containing slightly . 

different information. 

Exam~ple: James's house has two windows and two rooms. It has a green door and a 
green roof. It has two trees in the garden and a red garden gate. 

Students can be asked to write the other five paragraphs. They can even be asked to 
complete the sentences in a couple of paragraphs, like these : 

........ a) Sharad's house has ................ windows and one .......... It has a door and a ....... roof. 
It  has ............... trees in the garden and a ........... garden gate. 

............. ............. ......... b) ., house has one room and one window. It has a door and a red 
It has one ............ in the garden and a ......... garden gate. 

The student can also be asked to colour the pictures of the six houses suitably, writing the 
name of the child in a box in each picture. 

Skimming 

Read the paragraphs and write one word. 

There are .................. children how many ? 

Each paragraph is about a .................. 

Find two numbers. What are they ? .................................... 

Find two colours. What are they ? .................................... 
(By completing this task, the students show that they have a good idea of the content of the 
six paragraphs or the tabular information.) 

Scanbing 

Write a child's name. Do it as quickly as possible. 

His house has one window and a red roof .................. 
Her house has one tree and a green roof .................. 
etc. 

Write a colour. Do it as quickly as possible. 

Hussein's house has a .................. garden gate. 

Arthi's house has a .................. door. 

Matching 

Match the picture given below with the children. 

(The pictures of the six houses are drawn, but not in the order of the names given in the 
Table.) 

Write the child's name under each picture and colour the pictures. 

Making inferences 

Write a child's name in each box. 

.................. His favourite colour is green. 

His hvourite colour is red. .................. 

Her house is very warm. .................. 

His house is very airy. .................. 

(Thq teacher should ask the students to justify their responses, using language similar to that 
of the text as well as their own previous knowledge and experiences about warmth or 
airiness.) 184



You think other exploiting this material for reading. 

For example, you may ask comprehension questions based on the tabular information, like, 
'How many children have houses with two rooms ?' 

But you must not forget that every reading task you set your students should have the clear 
aim of developing one or more of the specific sub-skills of reading like skimming, scanning, 
or inferencing. 

.-=-A\---- 

Notes : Wrirt: yo:lr answers in tlie space giwn brkrw. 

b) C~:!:r)nrt' your ar?.;~.et.s wi:h tjansc g i ~ c ' l i  at :!I<: t.!:!l ::f ! i ~ c  7 ~ : r ; l t  

18, l:.hat t y p s  of comprehcns io~~ q~.iesiin~;:; can be se: : v r : ,  :? ~.cIL:!/~::L  TI:^: ho\v 
;r9..: elley gcntrally sequenced '! 

...................................................................................................................... 

71. &!!at is the v i a ~ ~ e  of 'prr-reading tasks' ? 

.......................................................................................................................... I I 

12.7 LET US SUM UP 

Let us briefly restate the points made in this unit : 

Reading is not a general ability but involves a complex set of skills and mental processes, 
which can be acquired through guided practice in an instructional programme. Efficient 
readers adapt their approach and speed of reading both to the nature of the material to be 
read and to their own purpose in reading it. 

3 7 
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Reading comprehension occurs at four interrelated levels : literal, interpretive, critical, and 
creative. Teachers must train their students in reading at all these four levels. The overall 
reading skills comprises : skills involving flexible technique, skills of using non-text 
information in understanding a text, word-attack skills, and text-attack skills. The basic 
skills of reading are skimming for gist, scanning for specific information, inferencing and 
evaluati,ng. The overall aim of a reading development programme is to enable students to 
read without help unfamiliar, authentic texts at an appropriate speed, silently and with 
adequate understanding. 

Basically, two Finds of reading can be distinguished : intensive and extensive reading. They 
involve different classroom procedures as their purposes are basically different. Intensive 
reading involves examining a text closely and in detail, while extensive reading involves 
reading fluently in quantity, for enjoyment and without help. Material selected for developing 
intensive reading skills must be accessible to students linguistically and conceptually. It 
must be interesting, relevant, and varied, and should represent samples of authentic 
language use. In the very early stages, teachers are concerned with the mechanical reading 
skills of decoding letters and words in print, but even then it would be more useful to 
children if they are given sentences to look at and understand, not merely words. Teachers 
should exploit children's early experiences with print, at home and outside, for this purpose. 

Materials chosen for extensive reading must be easy, short, appealing in content and 
presentation, and varied to suit the interests and ability levels of students. At soon as 
children have acquired these basic skills, the teacher should expose them to different types 
of reading activity to develop the mental abilities involved in those activities. Certain 
general guidelines are given for using reading texts in the classroom and a few activities or 
tasks are also suggested for exploiting the texts. Some of the activity types are illustrated 
as well. 

KEY WORDS 

Authentic language : Language used in real-life contexts, not edited or written 
specially for teaching purposes. 

Creative reading : Generating new ideas, insights, applications, etc. from a text; 
imaginative reading. 

Critical reading : Making judgements with regard to a text - about the ideas, 
implications, organization of information, author's style etc. 

Extensiwe reading : Reading widely and fluently for enjoyment and without external 
help. 

Flexibility : Being able to vary the speed of (in reading) reading according 
to the nature of the reading material and the reader's purpose 
in reading it. 

Information transfer : Transferring some of the relevant information from a verbal 
text to a graphic format (e.g. table, graph, chart), and vice 
versa. 

Intensive reading . : Reading a text closely and in detail for a thorugh understanding. 

Interpretive reading : Understanding the ideas and information not directly stated in 
a text; reading 'between the lines' and making inferences. 

Literal reading : Understanding the information stated directly in a text. 

Pre-reading tasks : Activities or tasks which students are required to attempt 
before they start reading a text. 

Scanning : Darting over a text to search for a specific item of information 
desired, passing over irrelevant information. 

Sight word vocabulary : Words that students can recognise and understand on sight 
without a complicated analysis. 

Skimm'ing Glancing rapidly through a text to find out its general content, 
central idea(s), or gist. 
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12.9 ANSWERS TO CHECK YOUR PROGRESS 

1. Literal, interpretive, critical and creative. 

2. Interpreting or inferencing time relationships, geographical relationships, cause and 
effect, generalizations based on detailslfacts given, attitudes, emotions and points of 
view. Select any two and give your own examples. 

3. Making judgements about the accuracy of facts, validity of opinions or inferences, 
effectiveness of style and organisation, etc. 

4. Dramatising or role-playing, rewriting from a different point of view, etc. 

5 .  The nature of the text to be read and the reader's purpose in reading it. 

6. Skimming : Glancing rapidly through a text to find out its general content, main 
ideas(s) or gist. 

Scanning : Searching for a specific item of information by glossing over irrelevant 
information. 

7. To enable students to read without help unfamiliar, authentic texts at an appropriate 
speed, silently and with adequate understanding. 

8. Intensive reading : Reading a text closely and in detail for a thorough understanding. 

Extensive reading : Reading fluently and in large quantity for enjoyment without 
external help. 

9. It complements classroom learning by reinforcing the language learnt already; it 
motivates the students, and develops in them a positive attitude towards reading in 
general; it develops the habit of reading faster. 

10. (Have you been able to sort them out neatly ? Why not ? Many of the skills which 
are developed in the early stages can be further refined at an advanced level in later 
stages.) 

11. Length and complexity of sentence structure and new vocabulary items. 

12. Because, in real life, we mostly read things we are interested in. 

13. Language used in real life for communication in various contexts which has not been 
edited or simplified for language teaching purposes. 

Simple language is language originally written in a way which is easily understood 
by the students; simplified language is authentic language which is modified and 
made simpler in terms of vocabulary and grammatical structures to suit the level of 
the students. 

The extent to which a text lends itself to activities or tasks which would enable the 
development of reading skills in students. 

They should be linguistically easy, short, appealing in presentation, and varied to suit 
the interests and maturity levels of students. 

Children look at word cards and say the words. 

'Gist' questions (or global questions), 'detail' (or local) questions, factual questions, 
inferential questions, evaluative questions, question requiring short or long answers. 

Short; not giving away too much of the content; relevant; involving the students; 
making them want to read the text. 

Questions given to students to think about while they read a text; questions that lead 
the students towards the main ideas of the text. 

They arouse the interest of students in the topic and make them want to read the text. 

Developing Reading Skills 
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Reading Comprchension 12.10 SUGGESTED READINGS 
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Nuttall, Christine (1987) : Teaching Reading Skills in a Foreign Language, Heinemann 
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UNIT 13 READING COMPREHENSION-I ' 

Structure 

Introduction ' 

Objectives 

Reasons for Reading and Reading Styles 

Reading Comprehension and Teaching Implications 

Teaching Objectives for Reading 

Principles Underlying Producing or Using Reading Comprehension Exercises 

Reading Comprehension in the Classroom 

Let Us Sum Up 

Answers to Check Your Progress 

Suggested Reading 

13.1 INTRODUCTION 

A simple definition of reading is that it is a process whereby one looks at and understands 
what has been written. The key word is 'understands' - merely reading aloud does not 
count as reading. 

This definition does not mean that the learner needs to understand everything in a text. 
Understanding is not an 'all nothing' process, and therefore reading too is not an 'all or 
nothing process either'. 

Again, although reading has been defined as a process whereby one looks at and understands 
what has been written, the reader does not necessarily need to look at everything in a given 
piece of writing. The reader actively works on the text and is able to arrive at understanding 
it without looking at every letter and word. 

13.2 OBJECTIVES 

1 After going through this unit, you should be able to : 
@ relate the reasons for reading with the appropriate reading style; 

@ aware of the teaching objectives and principles underlying reading comprehension 
activities; 

0 describe the three phases of a reading lesson and identify the questions belonging to 
each phase. 

I 

t 13.3 REASONS FOR READING AND READING STYLES 

i People generally do not read unless they have a reason for reading, i.e., they have a need 
! of some kind that can be satisfied through reading. Furthermore in case of an effective 

I reader, hisher reason for reading will also influence hisher style of reading. The effective 

! reader is one who is able to adapt hisher style to hislher purpose, and does not read 
everything slowly and intensively. 

Learning language shouid not be an aim in itself - the ultimate aim is to be able to use 
. language appropriately. It is therefore important to give learners practice in different reading 

styles. This is achieved not by telling learners to skim, read intensively, etc. but by setting 

I tasks that encourage the use of these styles. 
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Reading Cornprehensio~~ 
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1. All readers bring something with them to a text in terms of a general stock of Reading Comprehension-1 

knowledge. Knowledge of the world does not only cover knowledge of a particular 
topic, if may include knowledge of a particular topic, it may also include knowledge 
of a particular culture or a way of life. 

Teaching implications : Before reading the reading passage itself, one can draw on the 
learners' previous knowledge of the subject matter, their experience of life in general. (This 
is the purpose of warm uplpre-reading activities). 

2. One can understand something better if one puzzles out things for oneself. Advice and 
guidance are valuable. But true learning involves a large element of personal 
discovery, struggle and achievement. The outcome is that one is more confident and 
better equipped for further and more challenging tasks of understanding. The same is 
true of reading comprehension. 

Teaching implications : Make students work out things for themselves. Don't spoon feed 
them by explaining the passage to them, but devise exercises so that they can work them 
out on their own. 

3. Understanding something will be deeper and will last longer if one does something 
with the information one has just acquired e.g. one will understand a recipe better if 
one has actually cooked the dish concerned. This is equally true of reading. 

Teaching implications : There should be exercises and activities to get the learners to use 
this new found knowledge and ideas. 

4. In trying to understand, for example, directions on how to get to someone's house, 
you need to concentrate exclusively on what the directions are. Similarly, in reading, 
one needs to concentrate on reading for understanding and not get sidetracked into 
other aspects of the passage. 

Teaching implications : While teaching reading comprehension, don't focus on teaching 
pronunciation or grammar. 

5. Understanding anything is not an 'all or nothing' process. Similarly, reading for 
understanding is not an 'all or nothing process' either. 

Teaching implications : Don't aim at 'total comprehension' of every single word, sentence 
and item of the content of a passage. 

6. The ability to understand anything or anybody is made up of a variety of colr,?onent 
sub-skills (e.g. anticipating what will come next, distinguishing main elements from 
the details, bringing together information from various sources). Reading, too, is 
composed of such sub-skills. 

Teaching implications : Instead of aiming at 'total comprehension' of a particular reading 
passage, use that passage as a vehicle for teaching the reading skills that the learner needs 
for reading other passages. 

T-" 

i Chccii Y t i ~ r  Progress 

! Notes : a) Write your arlswers in thc space given ~eio;%. 

b) Coinpare your answers wlrh [hose given at tire end of rhe ~111:. 

I 2. %rife in jOLiT own s~jor6r the rrricus hiton ihoi )ou i3~r.d io krrp in mind 
..7. ha cons+.-. . 1 ,:~c!ir!g exerclsc; for teaching rmding c<?n!yrc.hei~si!,n. 

i 
......................................................................................................................... I 
.......................................................................................................................... I 

i ......................................................................................................................... i 
........................................................................................................................... i ............................................................................................................................ 
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Reading Comprehension 13.5 TEACHING OBJECTIVES FOR READING 

At the end of a reading programme we should expect our learners to be able to achieve the 
following objectives at their own level, e.g. a learner at the end of class V1 should be able 
to identify the main points and details of a passage suitable to hislher level and (s)/he should 
be able to do the same for a difficult passage at the end of class 1X. 

1. read silently at varying speed depending on the purpose of reading. 

2. adopt different reading strategies for different types of text. 

3.  recognise the organisation of a text. 

4. identify the main points of a text. 

5 .  und~rstand the relations between dirferent parts of a text. 

6 .  anticipate and'predict what will come next in a text. 

7. deduce the meaning of unfamiliar lexical items in a given context. 

8. con$ult a dictionary to obtain the required information. 

9. infer, analyse, interpret and evaluate the ideas in a text. 

10. select and extract from a text information required for a specific purpose. 

11 .  transcode i.e. transform information from verbal to diagrammatic form. 

12. read extensively for pleasure. 

In any given passage it is possible to fulfil a combination of objectives i.e. when you choose 
a reading passage you can set questions/exercises/activities which would fulfii a number of 
objectives stated in this list. 

USING READING COMPREHENSION 
EXERCISES 

Accordihg to Francoise Grellet (1981), there are a number of considerations to be borne in 
mind when producing or using reading comprehension exerciseslactivities. 

1. One should start with global understanding (understanding the text as a whole) and 
move towards detailed understanding rather than working the other way round. 
Similarly, when constructing/using reading comprehension exercises on a given text it 
is always preferable to start with the overall meaning of the text, its function and aim, 
rather than working on vocabulary or more specific ideas. 

This is important and essential because : 

a) It is an efficient way of building the learner's confidence. If the activity is global 
enough, the learner will not feel completely lost.,They will feel that at least they 
understand what the text is about and will later feel less diffident when tackling 
a new text. 

b) It will develop an awareness of the way texts are organised (e.g. stating the main 
aim and developing it or giving the chronological sequence of events). It is this 
awareness of the general structure of a passage that will allow the students to read 
more efficiently later on. 

c) Reading is a constant process of guessing and what one brings to the text is often 
what one finds in it. From the beginning the learners should be taught to use what 
they know, to understand unknown elements, whether these are ideas or simple 
words and phrases. This is best achieved through s global approach to the text. 

I 2 .  It is important to use authentic texts whenever possible (at least when you are choosing 
an unseen passage for reading comprehension). Authenticity means that nothing of the 
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original text is changed and also its presentation and layout are retained e.g. a Reading Comprehension-I 

newspaper article should be presented as it first appeared in the paper. 

Getting the learners accustomed to reading authentic texts from the very beginning as 
against a simplified or adapted text docs not necessarily mean a much more difficult 
task on the learner's part. The difficulty of a reading exercise depends on the activities 
and the exercises rather than on the text itself. Therefore, one should grade them and 
not the text. 

3.  Another important principle when devising comprehension exercises is that the activities 
should be flexible and varied. The exercises should be suited to the texts and to one's 
reasons for reading them. It is essential to take into account the author's point of view, 
intention and tone for a full understanding of the text. 

4. Reading comprehension should not be scparatcd from other skills. There a few cases 
in real life when we do not talk or write about what we read. It is therefore important 
to link the different skills through the reading activities. 

News : 2) Write Pour ansvlrcrs in the .;pace ~:-:ivei: helo\+? 
b) Compare )cur arlswers wid1 !hose givcn at the end of the unit 

3. What are the varin:~s consldurationj we must cake care of' En order to make a 
learner an i:ids~enl?cnt, ef'fisicn! rcadcr ? 

13.7 READING COMPREHENSION 6 THE 
CLASSROOM 

As you already h o w  the first point to be noted when conducting a reading lesson in the 
classroom is that it is a silent activity. Therefore silent reading should be encouraged. The 
students should not read aloud. This would in fact tend to give the impression that all the 
texts arc to be read at the same speed. Besidcs when we read, our eyes do not follow each 
word of the text one aficr the other - at least m the case of efficient rcaders. On thc 
contrary, many words or expressions are simply skipped; we go back to check something 
or go forward to confirm something. Such tactics became impossible when reading aloud 
and this reading activity therefore rends to prevent the learners from develop~ng efficient 
reading strategies. 

Thrcr phases of a reading lesson 

Pre-reading Phase 

This phase consists of a variety of tasks. These tasks arouse learners' interest in the topic, 
encourage them to predict and deal with dificult vocabulary. 

In order to help prepare for pre-reading work, useful questions that you can ask yourself are: 

a) What knowledge, ideas or opinions might the lcarners already have on the topic and 
how can this knowledge be drawn out and used ? 

b) Why should anyone want to read this text and can the same or similar reasons be 
generated in the learners ? 

The answers to these questions will give a clue to ways of introducing the text, motivating 
the learners and at the same time will incorporate language preparation. Visuals, drawing 
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1 Reading Comprehension up of lists or setting questions (mostly oral) may all play a part in pre-reading activities. 
I 

While-reading Phase 

This phase draws on the text, rather than the learners' ideas previous to the reading activity. 
The aims of this phase are : 

a) to help understand the writer's purpose. 

b) to help understand the organisation of the text. 

c) to clarify the text content., 

The traditional 'Comprehension exercise' at the end of the text is a typical while-reading 
activity. There are usually pienty of these activities/exercises. What you need to do is to 
consider whether these exercises correspond to and fulfil the objectives of teaching reading. 

The sort of questions that you can ask yourself as a guide to the while-reading activities are 
the following : 

a) what is the functicn of this text ? 

b) how is the text organised ? (narrative, descriptive, chronological, etc.) 

c) what content is to be extracted from the text ? 

d) what may the learner infer or deduce ? 

e) what reading style is suitable ? 

f) what language may be learned from the text ? 

As a rule, while-reading work should begin with a general or global understanding of the 
text, and then move to the smaller units such as paragraphs, sentences and words. The 
reason for this is that the larger units provide a context for understanding the smaller units 
- a paragraph or a sentence may help the reader to understand a word. 

Let us look at some examples while-reading questions here. 

I .  How are wildlife sanctuaries of today different from the private hunting preserves of 
kings and rulers ? 

(The purpose of this question is to check the students understandings of two contrasted 
situations - wildlife sanctuaries and private hunting preserves and this question can 
he answered when the learner has an overall understanding of both the situations.) The 
organisation of the test in compare and contrast style can be discussed with the 
students. 

2. How did Helen Keller come to realise that she was different from others ? 

(The question demands comprehension of all the situations/incidents/happenings which 
Helen Keller faced before she realised that others were different than her.) The 
importance of sequence of events in a narrative style can be highlighted. 

3. Why couldn't Costas' father accompany him to Mount ~ ~ c a b e t t u l  ? 

(Demands local comprehension of the reasons that stopped Costas' father from 
accompanying him to Mount Lycabettus.) 

Post-reading Phase 

The exercises/activities in this section do not directly refer to the text, but grow out of it. 

The aims of post-reading exercises are : 

1. to consolidate and reflect upon what has been read; and 

2. to relate the text to the learner's own knowledge, interests or views. 

These exercises sheuld contribute, in a coherent manner, to the writing, speaking and 
listening skills. 

Let us look at some post-reading questions given below. 
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1. Your class has been allowed to meet and interview Ms. Rita Panicker, the Founder Reading Comprehension-I 

Director of Butterflies and Ms. Poonam Chandra, Co-ordinator at Bal Sahyog. 

In groups of five, frame ten questions that you would like to ask them about their 
organisation, the programmes they run, the source of funds and the success of their 
efforts. 

Compare your questions with other groups. 

(Demands understanding of the programmes and activities of both the organisations - 
Butterflies and Bal Sahyog. The lesson acts as a take-off point to frame these 
extrapolatory questions.) 

2. Imagine that you are Squire Gordon - Black Beauty's master. Write a letter to your 
friend in the town narrating your miraculous escape on that stormy night. 

(Based on the events of the lesson and yet provides a chance to students for creative 
thinking and writing.) 

3. How is dinner time similar or different in your house from what has been described in 
the poem ? 

(An attempt is made to relate the experience of the learners to what has been described 
in the poem. Reading then becomes more meaningful for the learners by giving them 
an opportunity to compare their own experience in a similar situation.) 

You may get ideas for post-reading work by asking yourself the following questions : 

a) Do the learners know of a similar situation to that presented in the text ? 

b) Does the text present a situation that invites completion ? 

c) Does the text present views that might need to be counter-balanced ? 

If the answer to any of these questions is 'yes' then there is an opportunity for post-reading 
activities. 

This three-phase approach is not to be carried out mechanically on every occasion. 
Sometimes you may wish to cut out the pre-reading stage and get the learners to work on 
the text directly. Sometimes post-reading work may not be required. 

However, the advantage of this three-phase approach is two-fold : 

a) it respects and makes use of the learner's knowledge of language and of the world and 
uses this as a basis for involvement, motivation and progress. 

b) it leads to the integration of the skills in a coherent manner, so that the reading session 
is not isolated. 

v) Why dr; \ye !;t-i::i i:q ~yj3 .~~!"<: , , :  ;' i 
i 
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Reading Comprehension 

You are aware, about the nature of the reading process and the characteristics of reading 
as a meaningful activity. In this unit, we have reiterated the aspects of reading and at the 
same time tried to help you understand the principles underlying producing and using 
reading cornprehcnsior? exercises which will help you to conduct the reading activity in the 
classroom in a meaningful way. 

13.9 ANSWERS TO CHECK YOUR PROGRESS; 

1. Reason for Rcadirag Style of Reading Uscd 
i) Looking carefr~lly for instructions Intensive 

for operating a machine. 

i i )  Reasons for vary 

a) To seek information d Rapid reading followcd by more 
intensive reading . - 

b) For interest -+ Extensive reading 

iii) Infer character traits, understand lntensive reading 
sequence, appreciate literary style 

iv) Looking for a particular number Scanning 

v) For interest Scanning fo!lowed by intrnsive reading 
(if necessary) 

vi) For pacicular information Scanning 

vii) For proper instructions Intensive 

vii) a) Appreciate the pcom Intensive 

b) For p1easure:enjoyment Extensive/Extensive 

ix) For total grasp of the rules to be Intensive 
follo\vcd. 

2. @ make optional use of learners own experience. 
@ allow learners to negotiate meaning (do not always tell the answers to the 

learners). 
@ the exercises to follow should be based on what has been learnt in the lesson. 

@ the different sub-skills of reading are to he focussed on instead of total 
1 comprehension of cach and every word. 

3. Procccd from glcbal to local comprehension (for an overall view of the text to local 
specific details); draw the studeqts attention to the organisation of the text; use 
authentic texts instead of simplified or adapted text; allovv the learners to work through 
a variety of activities. 

4. i) Mile-readrng acdbity - (must understand the author's reason's for calling the 
never-ncvcr bird thc spirit of the sky). 

ii) While-read~ng activity - (the reasons must be inferred understood from the text). 

iii) Post-reading activity - (allows the student to cxprcss h ~ s  own ideas). 

iv) While-reading activity. 

v) Frc-reading activitv - (alscs lcnrners own expcricncc and wmld (perhaps) help 
them undcrqt7nd thc text better). 

vi) Pre-rcading activity - (reason same as in ques:ion number 5). 

13.10 SUGGESTED READING , 

Grellet, F. (11981); Developirig Reading Skills, Cambridge University Press, Cambridge. 
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UNIT 14 READING COMPREHENSION-I1 

Structure 

14.1 Introduction 

14.2 Objectives 

14.3 Reading Comprehension Questions 

14.4 Skimming and Scanning 

14.5 Devices Used for Textual Cohesion 

14.6 Functions of a Text 

14.7 Organisation of the Text 

14.8 Let Us Sum Up 

14.9 Key Words 

14.10 Answers to Check Your Progress 

14.1 1 Suggested Readings 

14.1 INTRODUCTION 

This unit attempts to give examples of various types of reading comprehension exercises. 
There are.jllustrations of different types of exercise types. The level of difficulty of the text 
is not important - the exercise types suggested can be adapted for different levels. 

14.2 OBJECTIVES 

At the end of this unit, you should be able to : 

understand the various skills of reading comprehension; 

set questions and activities for different reading skills e.g. skimming and scanning; 

describe various functions of texts; 

identify various devices used for textual cohesion and describe their function; 

analyse a variety of text in terms of its organisation. 

14.3 READING COMPREHENSION QUESTIONS 

A. Read the short passage in the box. Read the questions set on the passage and judge 
whether the questions test comprehension or not. Write 'yes' or 'no' on the dash 
against each question. 
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Reading Comprehension B. A i h  : To train the students to infer the meanings of unfamiliar words. In the space 
pravided write the word/phrases which help you deduce the meaning of the words in 
bold. 

a) I saw her walk away. Her day had been ruined. She had made a fool of herself in 
public. She had impressed no one. In her own sad red eyes she was a failure. 

i) made a fool of herself 

b) Monday morning found Tom Sawyer miserable. Monday mornings always found him 
so, because it began another week's slow suffering in school. 

c) "Hey ! Where are you going ? Come back !" But the tinker was already out of 
earshot. He was on his way back to Mirzapur twice as fast as he left it, with his dog 

: 
running behind him. 

.................................................................................. iii) ! 

.................................................................................. iv) I 
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14.4 SKIMMING AND SCANNING Rending Comprehenrion-I1 

You have already come across these terms. Both skimming and scanning are specific 
reading techniques necessary for quick and efficient reading. 

Whe skimming, we go through the reading material quickly in order to get the gist of if 
to know how it is organised, or to get an idea of the tone or the intention of the writer. 

When scanning, we only try to locate specific information and often we do not even read 
the whole passage to do so. We simply let our eyes wander over the text until we find what 
we are looking for, whether it be a name, a date, or a less specific piece of information. 

The activities suggested below to practise scanning also try to put the students in an 
authentic situation where they would naturally scan the text rather than read it. The students 
are therefore asked to solve a specific problem as quickly as possible - which is only 
possible by means of scanning. 

Activity 1 

Imagine that your uncle who has retired wishes to settle down in Delhi. He, along with 
his family, is expected to shift to Delhi in a month's time. 

He's asked to scan the newspapers for a number of advertisements. 

First of all he wishes to rent a comfortable house preferably with three bedrooms. Your aunt 
is a great lover of plants, so there should be enough space for her plants. 

Your uncle worked in the accountant general's office. He is still very energetic so he'd like 
to take up some suitable job for some time. 

Your aunt doesn't want a fulltime job, however, she wishes to take up some tuitions, during 
free morning hours. 

His son Sanjay has a computer degree and is looking for a suitable job. 

His daughter is a journalist, a free lancer. She is also looking for a suitable job. 

Scan the following advertisements and locate the appropriate ones. 

Indicate the advertisement against the person stated below : 

........................................................................................... 1. Flat for your uncle's family 

................................................................................................................. 2. Job for his son 

........................................................................................................ 3. Job for his daughter 

4. Part time job for your aunt ............................................................................................ 
5 .  Job for your uncle ........................................................................................................... 

WANTED AN EXPERIENCED LADY COMPUTER OPERATOR-CUM-GENERAL . 
OFFICE ASSISTANT, PERSON MUST BE FLUENT IN ENGLISH AND ABLE TO 
INITIATE WORK TO COMPUTERISE THE COMPANIES ACCOUNTING SYSTEM. 
GOOD WORKING ENVIRONMENT. APPLY IN CONFIDENCE. 

GHAZIABAD TOOL PVT. LTD. 
r FLAT NO. I 10 

ASHIRWAD COMPLEX 

D-l GREEN PARK 
I NEW DELHI-I I0 016 (AD 99246) 

I Wanted by a reputed Pvt. Company, an expert Computer Operator. Salary according to 
merit and perks. Apply with full particulars to A & A Periodical Subscription Agency Pvt. 

I Ltd. 191, Deepali, Pitampura, Delhi-34, Phone 7278098. 
I 
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Rending Comprehension (Home Tuitions) tutorsltutoresseslavailable all localitieslclasseslpubliclconvent school1English 
conversations1European languages (Also wanted more tutorsltutoresses). Ring (P.T.B) Puri 
Tutors Bureau 6930771462463 1. 

First floor drawing dining three bedrooms, second floor three bedrooms attached bath rooms 
big balconies. CompanylEmbassy lease. Contact Telephone 6434856, 6460635 Office 
6874689. 

Industrial shed 50, 100 & 150 square metres with 20 H.P. 400 square metres plot with 20 
H.P. Contact Bhatia 5553346, 5592227. 

Kalkaji Alaknanda Aravalli Apartments 3 bedroom flat duplex type large terrace. Company 
leaselSouth Indian preferred. Contact 2201488. 

Posh three bedroom three bathroom apartment available at N-15, Panchshila Park, Company 
lease preferred. Phone 6440758. 

S-52 Greater Kailash-11, spacious room covered verandah kitchen bath courtyard, suits small 
family. Company lease preferred. Contact site or ring telephone 6440758. 

Two bedroom drawing dining modem construction, single unit, Sukhdev Vihar, Mathura 
Road, 2 years company lease, foreigners only Contact 2213664. 

West Punjabi Bagh 4 bedrooms duplex apartment fully furnished. Company lease only. 
Phone 7 12963516445 19 Nair. 

St. Paul's tutor's Bureau provide excellent tutorsltutoresses for convent children. Call. 
F. Bob 37 15 1 14 Tutorsltutoresses also welcome. 

1.  Feature editorlwriter. 2. Editorial Production Assistts. 3. Illustration Artists (fulllpart 
time) 3. Editorial Trainees for leading Magazines Group. Apply Post Box 515, New Delhi. 

Accountants wanted. A Public Limited Co. requires Accountants capable of making 
vouchers/trial balancelreconciling bank/stock/other accounts. B.Com. Graduates drawing 
minimum salary Rs. 1000 need not apply. Apply to Mr. A. Goenka Kalinda Woollen Mills 
Ltd. C-542, New Friends Colony, New Delhi - 6. 

Required a retired experienced accountant well versed in accounts preferably Gujrati & 
South Indian. Write P. Box. 85496, Times of India, New Delhi-2. 

A leading city magazine requires journalists/trainees possessing excellent command over 
English. Apply immediately New India Publications, 13-16, Krishna Market, Off. Punchkuian 
Road, New Delhi-55. 

Wanted full-time competent Chartered Accountant to handle accounts auditltax matter of 
leading bhsiness house at New Delhi. Age around 35. Remuneration according to capability. 
Write P. Box. 85 133. Times of India, New Delhi-2. 

Wanted experienced tutors for XI & XI1 for Physics, Chemistry, Maths & Economics. 
Contact B-1017474 Vasant Kunj, New Delhi (6 to 8 p.m.). 

Activity 3 

The folldwing news item was printed in a newspaper about the longest letter in the 
world, which might be included in the Guiness Book of World Records. Fill in the form 
given below for the publishers to include this information in the book. 

KOTTAYAM, Oct. 30 - A 27 year-old man from this city may figure in the Guiness Book 
as the author of the world's longest letter, reports UNI. The letter is 2.4 km long, contains 
100 million words, weighs 100.5 kg and cost the author, Reagan Jones, a freight charge of 
Rs. 2,058 to reach it to its addressee - Pope John Paul 11. 

Advocating world peace, the letter, artistically written with tastehl colotlrshades on 2,985 
sheets of thick J.K. card paper of width two feet four inches, was sent to the Pontiff on his 
birthday lon May 18. 

The unemployed Jones had worked on the gargantuan letter for four years at an average 
of ten hours a day. 
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In a recent communication to Jones, the Guiness Book of World Records deputy editor, 
Sheelagh Thomas, said the letter would be considered for inclusion in the book at Guiness's 
"annual, review cycle, next spring". 

Reading 

in the World 

Date on which sent to the 

Notes : a) Write your answers in the space given below. 
b) Compare your answers with those given at the end of the unit. 

" !'repare two skimming and two scanning exercises. i -' 

.............................................................................................................................. i 
F 

.............................................................................................................................. I 
3 ............................................................................................................................. 
i 
3 .............................................................................................................................. 

.............................................................................................................................. 

I .............................................................................................................................. 

.............................................................................................................................. 

.............................................................................................................................. 

......................................................................................................................... 

14.5 DEVICES USED FOR TEXTUAL COHESION 

We need to prepare the students in recognising the various devices used to create textual 
cohesion and the use of reference and link words. 201



Reading Comprehension Aim : To train the students to understand relations between parts of text through pronoun 
referents. 

In'the paragraph below, some of the pronouns have been numbered. On the lines below the 
paragraph, write the word or words that each numbered pronoun refers to. The first has bee'n 
done fot you. 

The name of the largest river in the world is the Amazon. But how did this river get its' 
name ? A tale exists which2 tell us that the name originated when an early Spanish explorer 
of South America was attacked by lndians who3 wore grass skirts and head dresses. Since 
the lndians reminded him4 of the Amazon in the Greek legends, he5 named the area after 
them. 

This river Amazon 

1. its ................................................... 
. ................................................ 2. which 

3. who ................................................... 
4. him ................................................... 

14.6 FUNCTIONS OF A TEXT 

It is obvious that being aware of the function of a passage is important to comprehend it. 
So the students should be trained to find out whether the text aims at convincing the reader, 
giving information or asking for something. 

Match the followihg passages with their function. There could be more than one passage for 
a function. Write the function against the passage. 

Function Passage No. 

Warning 

Giving information 

I Giving instructions 

I Invitation 

Giving advice 
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Angry mob sets two Redline buses on fire Reading Comprehension-ll 

From Our Staff Reporter 

1. New Delhi, March 18. An angry mob set on fire two Redline buses after a 40-year old 
man was crushed to death under the wheels of one in Janakpuri herelate on Saturday 
night. 

2. Don't allow children to play Holi on roofs and parapets, cautions a neurosurgeon at the 
Mool Chand Hospital. 

I 

3 .  In the past two days, the hospital has had a number of children brought with head 
injuries, all caused by falling from roof-tops while playing with water-balloons, 
Dr. Ravi Bhatia, the neurosurgeon, warns against these. 

4. If a child falls from a height and is injured, make him or her lie on the side. The mouth 
should be cleared of food or blood so that the air passage can be maintained. Rush him/ 
her to the nearest medical centre, with the head in a low position. 

I 5. Adults are advised not to drive after consuming bhang or alcohol. 

Curbs on Holi 

By A Staff Reporter 

6. New Delhi; March 14 : The city police have announced certain measures to preempt 
"riotous, indecent and disorderly behaviour" during Holi. They will come in force 
from tomorrow for a period of 10 days. 

7. The police have warned that throwing of coloured water or rubber balloons and 
application of "gulal" on unwilling persons will invite prosecution. So will any 
indecent behaviour or language. 

8. Pushing or obstruction of persons in any public place and "violent movements, 
menacing gestures or shouting" which disturb the public order are prohibited. 

9. The police have also banned the sale of rubber balloons of two inches or less when not 
inflated. 

10. Gajjar Halwa 

Ingredients 

1 kg red carrot 
1 litre milk 

200 gm sugar. Dry fruits for garnishing. Grate unit1 soft. Mix in the sugar and boil the 
mixture till the milk dries up. Add ghee and stir for a few minutes. Finally add dry 
fruits. 

I 

THE INSTlTUTE O F  CHARTERED FINANCIAL ANALYSIS OF INDIA 

Cordially invites all members of the public for a Lecture and Audio-Visual 
presentation on 

UNION BUDGET : 1999-2000 

(with special reference to current Economic Developments and their Impact on 
Capital Markets) 

by 

* Shri N. J. Yasaswy, Member, Board of Governors, ICFAl 

* Shri G. Ramachandran, Advisor, ICFAI at the following venue and date 

Venue : FlCCl 
Barakhamba Road, 
Near Connaught Place - 
New Delhi- 1 1000 1 
Date & Time : March 19, 1997 at 6.00 p.m. 

5 5 
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Reading Comprehension 12. The Weather 

Rain or thundershowers are likely to occur at one or two places in Andaman and Nicobar 
Islands, Arunachal Pradesh, Assam and Meghalaya, Sub-Himalayan, West Bengal and 
Sikkim, plains of West Uttar Pradesh, Haryana, Punjab, West Madhya Pradesh, Madhya 
Maharashtra, Marathawada and coastal Andhra Pradesh. Weather will be mainly dry over 
the rest of the country. 

Tern perat u re 

City Max. Min. 

Abu 25 10 

Ahmadabad 
Bangalore 
Bhopal 

Bhubaneswar 

Bombay 30 22 

Check Your Progress I 
Notes : a) Write your answers in the space given below. 

b) Compare your answers with those given at the end of the unit. 

4. Collect fivelsix different types of texts and prepare a similar exercise. 

.............................................................................................................................. 

.............................................................................................................................. 

.............................................................................................................................. 

ORGANISATION OF THE TEXT 

This refers to the method of presentation of information in any passage. These could be in 
the form of 

Main idea and supporting details 

Sequence 

Comparisons 

Logical Sequence 

Let's look at some examples: 

Aim : To train the students to make an outline of the given passage with main ideas 
and their supporting details, 

Whales 

When you are outlining an article, you will often want to include the details that are 
gived about some of the sub-topics. As you read the article below, decide what its main 
topics, sub-topics, and details are. Then complete the outline by using the items listed 
a t  th~e bottom of the page. 

Whales are the largest animals the world has ever known. They are found in every major 
ocean, and although they resemble huge fish, they are really mammals. One important way 
whales differ from fish is in their body temperature. They are warm blooded, so their 
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temperature remains constant despite the surrounding climate. Extra protection is provided Reading Comprehension-ll 

by blubber, a thick layer of fat that keeps them warm even in the coldest water. Whales 
also differ from fish in their manner of breathing. Equipped with lungs instead of gills, they 
are forced to hold their breath while underwater. When a whale's supply of fresh air runs 
out, it must surface to breathe otherwise it would drown. Another difference that sets 
whales apart from fish is the way they treat their young. Babies are born alive and are 
nursed on their mother's milk until they are old enough to feed themselves. 

For centuries man has hunted whales for a variety of profitable reasons. Although whale 
products are not as sought - after today, they are still used throughout the world. Whale 
oil goes into making margarine in many European countries, and it is often found in 
various kinds of explosives. Some laundry soaps still contain whale oil. The meat of a 
whale is not as widely valued as the oil, but many manufactures use it in canned dog and 
cat food. Whale meat is even eaten by human beings in such countries as Norway and 
Japan. 

A. How do whales differ from fish. 

B. Breathing 

C. Sub-titles 

1 ................................................................................................................................. 

Whale products 

A. Sub-titles 

B. Sub-titles 

Margarine Breathing Explosives 
Whale products Warm-blooded How whales differ from fish 
Lungs instead of Treatment of young Whale meat 
gills Whale oil Must surface to breathe 
Protected by Food for humans Laundry soaps 
blubber Body temperature Young drink mother's milk 
Food for animals 
Babies born alive 

I 
Aim : To train the students to write in a sequence. Here are the steps for a game called 
'Pattern Puzzle'. The steps are in jumbled order. Unscramble them and list them in proper 
order. 

a) There is a time limit, say five minutes. 

b) Give each group a card with a letter pattern. 

57 
- --- -- - - 
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Reading Comprehension c) The letter pattern should be the same. 

d) The group with most words is the winner. 

e) No letter should be used more than once in any word. 

f) The players each write down on paper all the words they can think of, containing some 
or all of these letters. 

g) Thle middle letter e.g. E must appear in each word. 

(T) (1) 

(E) 

(S) (N) 

Aim : To train the students to understand comparisons/contrasts used in the text. 

Read this passage and complete the table that follows : 

Most people think spiders are insects; they are not. Insects belong to the class Insecta and 
most of them have wings. Insects have six legs and a three part body - the head, thorax and 
abdomen - with two legs attached to each part. The antennae or feelers project from the 
head. Spiders belong to the class Arachnid and most of them are web-spinners. Spiders 
have eight legs and a two part body - the combination of head and thorax to which the 
eight legs are attached, and abdomen which contains the silk glands. 

Unlike insects, spiders are not equipped with antennae. Their intricate webs serve not only 
as fingers but also as eyes. 

Aim : To train students to understand the logical relationship within a passage. 

Read the following sentences and rearrange them so as to form a coherent paragraph. 

We should not dismiss Malthus too quickly, however. 

But certain directions of developments are clear and suggestive of our future problems. 

There are few people today who agree with the Malthusian theory in its original form. 

It is hard enough to understand those we already face. 

A large number of the worrd population still lives in hunger, just above the starvation 
level. 

No one can predict exactly what our main problems will be in the next generation or 
two. 

The reason may be that he didn't know about the advances in technology and 
transportation which have increased food production and made it possible to use in one 
part of the world what has been produced in another. 

There certainly will be a difficult balance between man and natural resources on which 
hd depends. 

Bpcause of these historical facts, the English economist Robert Malthus declared in 
If98 that population tends to grow more quickly than food supplies. 

Despite the enormous increase of the world population since his day, his theory is no 
longer feared. 

206



k) Time after time, the population of certain areas has developed so quickly that there was 
not enough food available, which brought starvation. 

i) In the foreseeable future, world food production will be enough for the population. 

- -----.----- i 
1 CheckYourPragress 7 

E.;rr : a) !+,ri;c )o:rr ailiwois in the space given bsiow. 
5) Campare your- answers with those given at the end o f  the unit, 

i 
I i 

i s  .,r wtiy do ?clu 1hir:k it is ampol-iant for ti$.- students to tanderstand how a text is  
organi:+rct ':' 

i .. i 

j . ~ ,  .,~..~,,. ............................. .... '.....~~.... ...,.,...~....,,.. 

j ...,. .. ~~ ,, ... , . . ~....... ...... , . ~ .  ...~... ..... .~.............,.,..............*............. ~.. . , .~, ,..~",. 

1 1 
i ........,.~.....,...*..... .......,....~............. '~.... . . . ~ a . . . . . ~ . ' . ~ ~  ~. . .  ............~...............~.....~.... ..,, i 
I 

. - "...... ...-...... . ............. ',.~...,...'...~........~.. 
I 

i 1 
j '..... - ..,.. .....~.~. "....... ,.. ,....~...,. .....~.....,............. . '~.~~.~. . . . . .  ....,... '....,.. 
L a. . .- - . - - . -  

I 
A 

14.8 LET US SUM UP 

In this unit we have discussed various types of reading comprehension exercises which you 
may use or adapt in your classroom. We once again state that the level of difficulty of the 
text is not important, the exercise types can be adapted for different levels. Do try some of 
these activities - it will make reading comprehension a more interesting and enjoyable 
experience for your students. 

14.9 KEY WORDS 

Skimming : Reading the text quickly for main idea. 

Scanning : Reading to locate specific information. 

~ e x t u a l  cohension : The use of pronouns, conjunctions, or synonyms to .establish 
relationship between sentences and paragraph. 

Organisation of : The method of presentation of infornlation in any passage. 
the text 

14.10 ANSWERS TO CHECK YOUR PROGRESS 

1. Open ended 

2. Open ended 

3. Open ended 

4. Open ended 

5. Understanding is better if the organisation of the text is clear to the learner e.g. in an 
article with headings and sub-points, the students can arrange and try to follow the 
text in those terms. In a narrative or set of instructions the sequencelorder in which 
things happened or are to be done is important. When the learner knows that these 
are instruction, helshe would look for the sequence in which to proceed. Similarly, 
when the students are handling a text written to compare and contrast two or more 
things, they would start arranging the points in their own minds or in an exercise as 
similarities and differences. 

Reading Comprehension-11 
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UNIT 15 TEACHING VOCABULARY 

Structure 

15.1 Introduction 

15.2 Objectives 

15.3 Different Vocabularies 

15.4 Selection of Vocabulary Items 

15.5 Difficulties in Learning Words in English 

15.6 Vocabulary Teaching and Expansion - Some Suggestions 

15.7 Vocabulary Games 

I 15.8 Let Us Sum Up 

1 5.9 Key Words 

15.10 Answers to Check Your Progress 

15.1 1 Suggested Readings 

15.1 INTRODUCTION 

Few teachers will disagree that one of their basic goals of teaching a new language includes 
the growth of their pupils' vocabulary. They will also acknowledge that learning vocabulary 
is a rather more complex process than it might first appear. To know a word in a target 
language means the ability to : 

recognise it in its spoken and written forms, 

recall it whenever needed, 

pronounce it while speaking, in an acceptable manner, 

use it in the appropriate grammatical form, 

spell it correctly while writing and use it at the appropriate level of formality while 
speaking and writing. 

As teachers, you must realise that the understanding of a word is not 'a once-and-for-all 
affair' and hence the emphasis on vocabulary development doesn't stop in the early years 
but continues throughout one's life. 

AAer you have read this unit, you will be able to : 

explain the importance of teachinglleaming Qocabulary in a second language; 

distinguish between active and passive vocabulary and content and structure words; 

justify the attempts for drawing basic vocabulary lists; 

enumerate some of the difficulties of the learners of English; 

use different methods of teaching vocabulary in your own classroom situations; and 

organize vocabulary games in your classroom. 
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Reading Comprehension 15.3 DIFFERENT VOCABULARIES 

Although there is a considerable agreement, there are still some differences in the way 
individuals interpret words. It is particularly important for teachers to appreciate the fact that 
the child's understanding of a word may not be the same as that of an adult. We acquire 
our understanding of word meaning gradually, building all the time upon our experience. 

The core vocabulary of the first language is learned quite naturally at home. Neither the 
child nor hisher family have much to say about the words that must be learnt - these are 
given by the immediate environment and the culture. The child learns words for the persons 
with whom (s)/he lives, for the things (s)he needs, for the actions (s)/he wants performed 
or stopped and (s)/he learns functions words that enable himher to construct the sentences 
(s)/he utters. At school @)/he learns to write the words (s)/he knows and expands the 
vocabulary more arbitrarily, following the school curriculum. 

The vocabulary that a child acquires formally in school is quite different from that (s)/he 
acquires in the first language at home. Although the function words necessary to express 
sentences are usually the same as for the native speakers, the content words for actions, 
things, qualities - are different since the second language serves a different purpose from 
the first, e.g. the child does not usually need to address hisher family in the second 
language, (s)/he does not have to use it to fulfil basic needs and to communicate socially 
in it. 

The vocabulary of a second language can thus be decided by the teacher, the textbook, or 
the school. But before we go on the discuss the selection of vocabulary for a second 
language we need to distinguish and differentiate between a few terms. 

A distinction is often made between structure (function) words and content words as has 
been dont in the earlier paragraph. The words bold in the following sentence are content 
words. 

Mary went by bus to the hospital. 

If someone tells you 'Mary', 'went', 'bus' or 'hospital' you will have some idea of what 
the persan is talking about even though the speaker is not communicating in grammatical 
utterances. You are able to associate these words with real-life things, idea or emotions.ln 
other words, all content words have referents and therefore have meaning (although it is 
difficult to indicate the referents of such abstract terms as sympathy or mysticism). All 
nouns, verbs, adjectives and adverbs formed from adjective (e.g. beautifully) are content 
words. The list of content words is open-ended; new nouns and verbs are often coined to 
name new things or processes and the same is true of adjectives and adverbs (words like 
helipad or  micro-wave ovens are new words.) 

Structure (function) words may be considered as part of the grammar of the language in that 
they are almost "empty" of meaning when considered in isolation. If we take words like 
by, to, or the from the above sentences they will have no meaning when taken separately, 
but in the sentence they have a grammatical function. Modal verlis (such as may, can), 
pronouns, conjunctions, prepositions and certain adverbs (e.g. very, rather) are known as 
function or structure words. 

Another important distinction which is often made is between passive (receptive) and 
active (productive) vocabulary. Anyone who learns a new language is usually able to 
recognise many more words than @)/he can produce. The words the learner can recognise 
but do not use are the items that make hisher receptive vocabulary. It is much more 
difficult to produce a word correctly as one has to pronounce or spell it in the right way, 
use it in the correct grammatical form, use it appropriately with the correct words, coming 
before and after it and so on. Any item which becomes part of a learner's active productive 
vocabulary must first of all be a part of hisher passive vocabulary and obviously a learner 
cannot use an item which (s)/he doesn't fully understand. In order to understand an item 
fully, a learner must read or hear it many times in realistic situations, and above all must 
understand its use. It is thus very important for you as a teacher to decide which words you 
want your students to produce correctly (i.e. use with the correct meaning, correct 
pronunciation and stress, spelling and in the appropriate context) and which words you want 
merely to be recognised and understood. 
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---- - - 
Tcachtng Voeabulay 

Check Your Progress 

Nste.; : a) Write your answers in :he space glvun below,. 
ti) Compare your answers ;:.i~h t h e  gieerl st the end 32 thc unit. 

1 .  Underline the content words and cncircle the strutlure \\nrJq :!I the f~~';rii~>~:ii?g 
serltence. i 

I 
1 f i e  Prlncipai p~.i~l;ed the boys of rlrrr XI1 when he rbinil t l ~ u i n  hcrrk~g a / 

j\;iiior, 

2. Esplair! I~ow 'judge' is a diftelecr s:)rt of v;urd fmrn 'aa' 

I I 3.  Your learners h3vc ccme across the waird cnriipxssiori In t l ~ ~ i : .  readtrig iz\f i 

loday for the first i irne. Should you ask ihcsl to fiilti otrr the a~c'anii;g and u.riie 1 
;3 sentence with that word:' Why! 1 

I 

15.4 SELECTION OF VOCABULARY ITEMS 

Selection is the process of deciding which items to teach. Although selection is predetermined 
by the learning material which is used in the classroom, yet as a teacher you have to make 
a choice for the student's passive and active vocabulary. 

The beginnings of vocabulary selection and control was made by Thorndike way back in 
1 1921 when he counted the occurrence of words in 4- million words to establish the 2 

frequency of the commonest 5,000 words - the idea being that the more common words 
are useful and hence should be learnt before the rare ones. 

A number of interesting and useful facts emerged from this and additional criteria of 
selection in .addition to frequency were involved. It was observed that in frequency lists 
based on any material, structural words were extremely common and thus their importance 
in teaching English was well established. Another important fact was the emergence of 
about 1500-2000 words i s  a common core which enabled a learner to write or speak 
fluently and comfortably on non-specialised subjects. 

Besides frequency some other criteria like availability, teachability and coverage were also 
considered while selecting an item. By availability, we mean that an item is particularly 
frequent in a particular situation. For example, the item test-tube is not generally frequent 
but is much used in science laboratories. We have already mentioned that content words 
like 'briefcase' is much easier to teach than an abstract word like 'compassion'. Thus the 
word briefcase is much easier to teach (more teachable) than compassion. Concrete words 
like 'door', 'window', 'flower', 'vase', can be shown or drawn but abstract words need a 
lot of explanations e.g., 'dishonesty', or virtue can only be taught to students through 
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Reading Comprehension examples of different situations. By coverage we mean the capacity of an item to take the 
place of another item. For example, 'immediately' can c'over a t  once, instantly, now, 
rightaway, without delay, etc. Although the meaning may not be exactly the same as the 
other items, yet in most of the contexts it can be substituted without much loss of meaning. 

15.5 DIFFICULTIES IN LEARNING WORDS IN 
ENGLISH 

In Englidh lexical ambiguity can result from homonymy - when two words have identical 
sound and spelling associated with two unrelated meanings. Take, for example. the word 
ground. You know that the word ground can mean two separate things - i.e. soil or land 
surface fis in 'How many acres of ground ?' It can also mean the past tense of grind as 
in 'The spices were ground'. Homonymous relation like this can confuse many learners. 
Students are also faced with some problems when they come across words like flowertflour 
or talettail or vaintvane or onetwon - words that sound the same (homophone) but the 
spellings are very different and so are the meanings. Another conhsing situation arises 
when two or more words unrelated in meaning have indentical spellings but different 
pronunci~ation (homograph). Examples of these kinds of words are lead (the metal) and 
lead (a dog's leash); minute (60 seconds) and minute (very small). 

Anotherkind of lexical ambiguity in caused by polysemy. This occurs when one word 
carries several different senses or related meaning e.g. club may mean a society of people 
who joid together for a certain purpose; a heavy wooden stick; a specially shaped stick for 
striking a ball (as in golf) or a playing card. 

Frozen idiomatic expressions can also be a hurdle in the way of a new learner. By frozen 
expressions we mean those idioms the meaning of which does not come from its different 
parts e.g, to pull someone's leg or the apple of someone's eye is not the sum total of the 
different words. Idioms have to be learnt as complete expressions and often cause particular 
problem$. 

Use of vocabulary at the wrong level of formality and the connotations of some words also 
pose practical problems for the learners. I n  learning a new language there is a tendency to 
use the more formal language in normal conversational situations or vice versa i.e. use a 
slang or bc?lloquial expression inappropriately. Similarly the positive or negative connotations 
of some words might be found difficult by the learners. We all know how we applaud the 
firmness, determination or resoluteness of people we like whereas we deplore the 
stubborhness, obstinacy and pigheadness of those whom we don't like in exactly similar 
situations. Similarly the same person can be fat or plump to different persons. It takes a 
long time for the learners to catch such nuances of the language. 212



t'ht :k Your Prugress 

I'Joa:;s; . a) Write y*,ur ariswrrs in the space glvsn b e h .  
bj  Compare ymr dn~*aerz v~ii!th I!I I)SC glverl at rne end o f  the unit, 

5. Explain with exzn;g?Ies the ;ii!i-'erence between hcrrm~,phones and Ronsographs. 

I .............................................................................................................................. 

6 .  How d o  hornssaymy and polysemy cotifrase students ? 

I ............................................................................................................................. 

7. How many meanings can the following words have - table, tube, light, bank? 

8. Give examples of two idiomatic expression% whisk you tkivk your students 
may s a d  dlfficull to learrr.. 

15.6 VOCABULARY TEACHING AND EXPANSION - 
SOME SUGGESTIONS 

In the past vocabulary was taught mostly be translation. It was also assumed that 
vocabulary teaching was nothing more than putting across the meaning either in the mother 
tongue or in the target language. But even a learner needs to be exposed to a new word 
a number of times in a variety of ways - like hearing the word in isolation and in a 
sentence, pronouncing the word, understanding the meaning and ultimately using it in a 
situation. 213



Reading Comprehension The meaning of a word can be grasped by the pupils when put across by several methods 
and techniques. Some are given below : 

Definiti~n : Dusk - The period of time when daylight fades and night sets in. 

Enumer'ation : Dogs, cats, horses are all domestic animals. 

Context : The class begins at 9.00 a.m. you should be here at 9.00 a.m. You should be 
punctual. 

A very effective mehtod of teaching the meaning of new lexical items is to present them 
togetherwith their referents either by presenting the object, the drawing or photographs, 
or by demonstrating or miming if possible. Sometimes giving a translation of a particular 
word (if available in mother tongue) can also be helpful. This technique is easily used while 
teaching context words. 

The meqning of a word depends on the context or the real-life situation in which the word 
is used e.g. the word foot can be used with different meanings in different situations or 
contexts. Here are a few examples. 

I have hurt my food. 

I want a piece of wood - one foot broad and three feet long. 

I have enough money to foot the bill. 

A project is on foot to build a bridge over the railway crossing. 

But as a teacher, it is important to exemplify the same meaning of a word in as many 
similar gituations as possible. Students should also be encouraged to guess (deduce) the 
meaning of words from other words in a sentence or paragraph. For example students may 
not know the meaning of the word scarecrow but in the following conversation the 
meaning is well brought out. 

The other day Deepak and I were walking through the fields when Deepak jumped 
when he saw a scarecrow. 

I laughed and said, "Are you a bird to be scared of a scarecrow ?" 

"No." he said. 

"Then why are you scared of a scarecrow ?" 

'Oh, it looked like a real man, fully-dressed and with outstretched arms'. 

"A scarecrow is like that, isn't it ?" 

"Yes I know, still it made me jump" 

(Source : English Secondary Course Despatch 2, National Open School.) 

Every language has groups of lexical items which are very similar in meaning (synonym) 
but are never identical. For example angry, annoyed, upset, and irritated may be 
synonyms but each word differs slightly from the others. As a teacher, you have to pay 
attention to synonyms if you wish to encourage your students to choose appropriate words 
in differ~nt types of writing. 

A new lexical item can often be effectively taught by contrasting it with another item which 
is opposike in meaning. However, the item 'antonym' is used to refer to pairs of meanings 
which a& gradable e.g. hotlcold; talllshort. In other words gradables can be modified e.g. 
very short/shod quite shodnot very shodfairly talllvery tall or hotlquite hotlwannlfairly 
warm1 tepid or luke warmlnot warmlquite coollcoollquite coldcold. On the other hand, 
nongradable opposites such as truelfalse; aliveldead; marriedunmarried have no neutral 
ground between one term and the other. 

A koowl/edge of the structure of words is one of the most effective ways of expanding 
vocabulary and helps in inferring word meaning. Teaching students to guess the meaning 
of wordsby explaining the prefixlsuffix may be one strategy. We all know that prefixes can 
be categbrised by their meaning e.g. prefixes indicate negation (un-, nor-, in-, dis-, a-,); 
indicate number (uni -, mono-,bi/di , tri-, multilpoly-) or distance (tele). Similarly suffixes 
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are related to a part of speech and are often used to change one part of speech into another. 
For example, the suffix - ance usually indicates that the word is a noun, whereas the suffix 
- ant usually indicates the word is an adjective. 

Sometimes new words are formed by putting two or more words together. e.g. armchair, 
headmaster or rainfall. Sometimes words which have been joined together for a long time 
and are in the frequent use are written together (headache) whereas newer or less common 
compounds are hyphenated or printed as separate words. (e.g. tennis-player, crime reporter). 

Dictionaries and Thesaurus can be used for a variety of purposes - to increase one's 
vocabulary, to track down a term that has been temporarily forgotten or just for fun. 

A dictionary usually helps the learner with pronunciation, spelling, the context in which a 
word is found and used. Many dictionaries also describe idioms, special phrases, phrasal 
verbs and compound words - thus providing a lot of help. Some dictionaries also provide 
cross references - thereby allowing the user to look for synonyms and related words which 
might be useful. (e.g. carpet sweeper - a hand machine for sweeping carpets - compare 
vacuum cleaner - see picture at HOUSEHOLD.) 

(Source : Longman Dictionary of Contemporary English, Longman.) 

A Thesaurus, on the other hand helps a learner with a near synonym and is specially helpful 
when one is groping for a word to use instead of using what has already been used. 
However, a Thesaurus should always be used alongwith a dictionary as the words given for 
an entry always differ in shades of meaning. For example, let us look at the following given 
for "walk" in the Collins the Thesaurus. 

Walk : advance, amble, hike, march, move, pace perambulate, promenade, saunter, step, 
stride, stroll, trek, trudge. 

Now consult a dictionary to find out how some of the words have different meanings. 

Nevertheless, using a Therasurus definitely increases ones vocabulary. 

Check Your Progress I 
Notes : a) Write your answers in the space given below. 

b) Compare your answers with those given at the end of the unit. 

9. Mention the technique(s) would use to teach the following words in class V11. 
beehive, envy, lazy, magnify. 

10. Think and write as many words ajon can by adding prefixes and suffixes to the 
word USE. 

I I I .  Substitute the word nice in the following sentences. I 
................................. a) It is a nice day. 

b) My friend is very nice. ................................. 

................................. c) The soup is nice. 1 would like some more. I 
I ............ d) Monisha Koirala looked very nice in the film - 1942 A Love Story. 

Teaching Vocabulary 

The basic aim of vocabulary games is to increase the students repertoire of words - perhaps 
by extending hisher vocabulary or perhaps by giving himher practice in using what (s)/he 
already knows. Some examples of vocabulary games which can be easily arranged in 
classroom are given below : 215



Radimg CorpreLcmlon Word chains : A word is written on the board. The next word has to begin with last letter 
o f  the preceding word. 

Class - Soldier - Rucksack - Kangaroo, etc. 

A#ocirtul Words : W d s  related to a paticular situation are listed down. 

garden - gardener - plants - seedlings - etc. 

%rant& Mapping : This gme is simple to implement and can be adapted to meet a 
v w  o f  objectives. You can use the following procedure : 

I .  Cboose a word or a topic. 

2. Write the word on chalkboard/char&papcr. 

3. Ask students what kind of  infmation they would like to include. 

4. Encourage students to think of  and write as many related words as possible. 

5. Write the words under appropriate heading. 

6. Have a class discussion, using the map as a guide. 

The following semantic map for telephones has been taken from Hayes (1991) : Egective 
Strategies for Teaching- Reading. 

Nrts Things i t  does 

Cord Rings 

Wires Gives Busy Signal 

ah1 Records Messages 

Mouthpiece Telephones Dials automatically 

Receiver Redials last number 

Push Buttons 

Answering Machines 

Kids Uses Workers 

Pay Phone Talk to others Telephone Operator 

Cordless Listen to others Secretary 

C g  Phone Get Phone numbers Installer 

Dial (Rotary) Long distance calls Repair man 

Push Bottom Pole man 

- - . .  , Callular 

The Simple and Compound Came : Choose a base word. Ask students to produce as many 
words as they can which contain the base word. e.g. if the word chosen is self, then the 
words selfless, yourself, self made, self pity and many more. 

In "Wordfinder" the students are given a word and they have to make as many words as 
they can from the letters in it. How many words do you think you can yourself make from 
the word grandmother ? You can also allow your students to use their dictionaries to check 
possible answers. \ 

Circle Comes can be played in circles o f  3 to 7 students. Student A says a letter. Player 
B thinks o f  a word beginning with A's letter and says its second letter. C tries to guess the 216



word and gives a third letter. The player/student who in saying a letter completes a word 
loses and drops out. If a player on hisher him thinks that the combination offered so far, 
cannot make a word (syhe may challenge the previous player. If there is no such word, that 
student has to drop out, otherwise the challenger is penalised. 

A : d  A :  c ('word in mind) 

B : o (*- dog) 

C : 1- (- dole) 

D : l (- dollar) 

E : That's a word 

B :. h (- change) 

C : r (- christ) 

D : o (- chromium) ' 

E : That's not possible : What's your word ? 

D : Loses a life D : CHROMIUM 

E : Loses a life 

rhese are a few exmples. There are many more games that you can choose from, depending 
on the level that you teach. 

r j Cir vf.:e iIri= vocahvlary rrnlrle of :our ci~oice. Explain to your students hou it 1 .^ is ;.layt-.d an3 how 14 .~lau!t bc scored. 
i 
I 

........................................................................................................................... i 
i 
i ........................................................................................................................... 
i 
I ....................................................................................................................... 1 
I i ~ i  .A?:: vr,cabulary gr,r;\c.; i \rpa:;tz of clz?ss-ri:ne ? Give reasons for your answer. 
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Reading Comprehension 15.8 LET US SUM UP 

~okabulary teaching does not end in school classes; it continues well into our adult 
life, 

All of us have a much wider passive vocabulary and a person's active vocabulary 
incieases constantly. 

Teaching of content and structure words is equally important. 

Wards are selected for teaching on principles of frequency, availability, teachability 
and coverage. 

Homonymy, polysemy and connotations of words make learning of words in English 
difficult. 

Several strategies like demonstration, real objects, audio-visual aids, teaching of word 
stnbctures, guessing the meaning of a new word from the context can be effectively 
used for teaching and expanding student's vocabulary. 

Dictionary and Thesaurus work can increase the students word power. 

Vocabulary games make leaminglrevising of known words enjoyable. 1 
- - - - 

15.9 KEY WORDS 

Core vdcabulary : A range of about 800 words with which the learner can 
function. 

Selectian : Deciding on word lists to be taught to learners. 

Teachability : How easily a word can be taught. (for e.g. the word 
camera can be taught easily than the word religion.) 

Availability : The frequency of a word in a particular situation. 

Coverage : The quality of a word to substitute other words and 
phrases. 

Gradable opposites : Some words can be graded as if in a continuum e.g. I 
hot warm tepid lukewarm cold 

4. h 4 4. 4. 

Non-gradable opposites : The words are exact opposites - there is no word in 
between e.g. alive - dead (there is no word which can 

I 
come between these two words). 1 

i 

Active-passive vocabulary : Active vocabulary refers to the words used, while passive 
vocabulary refers to words that are understood. I 

Content words-structure : Contents words are words which refer to a thing, quality, 
words state or action and which have meaning when words are 

used alone. Content words are mainly nouns, verbs, 
adjectives and adverbs. Structure words are words which 
have little meaning on their own, but which show 
grammatical relationships in and between sentences. 
Conjunctions, prepositions, articles are structure or 
function words. 

Homographs : Words which are written in the same way but which are 
pronounced differently and which may have different 
meanings. Exmaples : Lead is a metal. Does this road 
lead to the city. 

Homonyms : Words which are written in the same way and sound 218



Homophones 

Polysemy 

alike but which have different meanings. Examples : Lie 
down. Don't lie, tell the truth. 

Words which sound alike but are written differently and 
often have different meanings. Example : No and know. 

: Refers to a single word with more than one meaning. 
Example : Foot of the stairs. I've hurt my foot. 

15.10 ANSWERS TO CHECK YOUR PROGRESS 

1. Content words - Principal, punished, boys, class XII, found, beating, junior. 

Structure words - the, when, he, them, a. 

2. Judge is a content word and has a meaning of its own even in isolation, whereas the 
word to which is a structure word would be important in indicating meaning in a 
particular sentence. 

3. One shouldn't ask students to make their own sentence with a word they have come 
across for the first time, because the incubation period in learning new words is quite 
long and is never mastered in the tirst time. 

4. On principles of frequency, availability, teachability and coverage. 

5 .  'Homo' means similar, 'phone' means sound and 'graph' means writing. So homophones 
are words with similar pronunciationlsound (like valelveil; sunlson) but with different 
spelling and different meanings. Homographs are words with similar spellings but 
different pronunciation and meaning e.g. Tie a bow. Bow before a queen. Wind the 
watch. The wind is blowing hard. 

6 .  Homonyms include both homophones and homographs which are found difficult by 
new learners. Similarly, polysemy - the different meaning of the same words in 
different contexts can be very confusing for students. (e.g. the word 'head' or 'mouth' 
have different meanings in different contexts.) 

7. Open ended (in case of difficulty consult a dictionary). 

8. Open ended. 

9. . beehive - pictures can be shown, a beehive can be drawn on the board; a 
small portion of a hive can be brought to the class and shown; 
students can be taken to see a beehive if there is one in the 
nearby trees. 

envy - explanation is situation; synonyms. 

lazy - explanation in situation; synonyms, opposites. 

magnify - demonstrate with a magnifying glass; draw on the board; show 
pictures of the same object in 2 sizes. 

10. Open ended. Some exmaples are given below : 

use - useful, usefulness, usefully 

- useless, uselessness 

- usable 

- used, unused, misused, disuse 

- user, using 

11. Open ended : Some examples are given below : 

- lovely, bright, sunny day 

- pleasant, agreeable, good, amiable, friend ' 
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r 
~m6ti.g CorpnLcorian - delicious, mouthwatering soup 

- charming, appealing, captivating, bewitching 

12. Opm ended. 

13. Open ended. 

14. Nd. It makes learninghevising of new words enjoyable. The last few minutes of a 
class can be used for small games which make language learning more meaningful. 

15.1 1 SUGGESTED READINGS 

Bright, J.A. & Mc Gregor G.P. (198 1) : Teaching English m a Second Language, Longman, 
ELBS. 

Doff, A, (1988) : Teach English, Cambridge University Press, Cambridge. 

Ellis, R. & Tomlinson B., (1982) : Teaching Secondary English, Longman, London. 

Hayes, B.L. (ed.), (1991) : Eflecfive Sfrategies for Teaching Reading, Allyn and Bacon. 

Morgan, J. & Rinvolucri M. (1986) : Vocabulary. Oxford University Press, Oxford. 

Wallace, M.J. (1987) : Teaching Vocabulary, Heinemann Educational Books, ELBS. 

Words ond Their Meanings; Open University, Milton Keynes, U.K. 
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BLOCK 4   TEACHING WRITING AND
                     GRAMMAR

The second Unit in the Block discusses the different types of writing. The focus is more on 
non-traditional types of writing - diarise from-filling, information transfer etc. as well as 
traditional types like paragraphs, essays and letters.

The Block entitled 'Teaching Writing and Grammar' begins with a discussion on the 
writing process emphasising on the process rather than the end-product. Here the 
importance of undergoing the process of writing - starting with an overall plan, thinking 
about what is to be said to whom, and how is crucial.

The last Unit namely 'Testing Grammar and Usage' begins with a discussion on the shift of 
thrust in teaching and testing of grammar (which is presently on the teaching of language 
and communication) and links it with changes in 'how' to test grammatical competence.

Block Introduction

The thrust the Unit 19 is to teach grammar covertly by i) making grammar learning 
enjoyable and ii) making grammar help learners to read and write better. Unit 18 which is 
on assessing writing ability emphasise on both the process of writing and the end-product 
(the written material) nad the role of the teacher in taking care of both these aspects. It 
looks at the approaches and the methods to assesd both these aspects of writing. It draws 
the teachers attention to the aspects that when the teacher is directing the learners attention 
to writing as a process her aim is to provide constructive feedback (as opposed to awarding 
marks/grades). On the other hand when she is assessing writing as an end-product she is 
more concerned with finding out how well the learners have mastered the wried skills of 
writing. On such occasions she has to award marks/grades to the students writing and tell 
them where they stand and what they have achieved.

In further discusses at length discrete and integrated tests for their appropriateness to 
situations and finds items like completion, location and correction of errors or 
transformation exercises common to both kinds of tasks.

Beginning with the view that language is a 'skill' rather than knowledge which means the 
more you speak the more fluent you become, Unit 18 focusses on the four linguistic skills: 
listening, speaking, reading and writing and attempts to define study skills.
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UNIT 16 THE WRITING PROCESS 

Structures 

16.1 Introduction 

16.2 Objectives 

16.3 The Writing Process : Salienl Features 

- 16.3.1 Planning 

16.3.2 Translating 

16.3 :3 ReviewingIEditing 

16.3.4 Monitoring 

16.4 Teaching Writing Skills 

16.5 The Organisation 

16.5.1 Introduction 

16.5.2 Supporhng Paagraph (The Body) 

16.5.3 Coiicluding Paragraph 

16.6 Different Methods of Development of llie Body 

16.6.1 Descriptioil 

16 6.2 Narration 

16.6.3 Reporhng 

16.6.4 Argu~~ig  

16.7 Techniques in Structuring Paragraphs 

16.7.1 Examples 

16.7.2 Cause and Effect 

16.7.3 Definition 

16.8 Using Cohesive Devices in Writing 

16.8.1 Reference 

16.8.2 Conjunction 

16.8.3 Substitution 

16.8.4 Lexical Relationships 

16.8.5 Ellipsis 

16.9 Let Us Sum lJp 

16.10 Key Words 

16.1 1 Answers lo Check Your Progress 

16.12 Suggested Readings 

16.1 INTRODUCTION 

Tile focus in language teaching, as you must be aware, has now shifted from 'product' to 
'process'. What doe$ this mean? How does 'process' dlffer from 'product':' Wliat are the 
implications of this difference for classroom teachillg? These are some of the queslio~is we 
would have answered by the end of this unit. 

When we look at writing as a 'product' we x e  manly interested in learning outcomes -that 
is, we identlfy what the students have to produce, e.g. graln~natical accuracy, mechanics of 
writing, proper format, good organization, etc. 

Recent research on writing has provided us with an important insight: good writers go through 
certain processes which lead to successful pieces of written work. "l'hey stiut off with an 
overall plan ill their heads. They think about what they wall to say :uid who they Lire writing 
for. They llien draft out sections of the writing, and as they work on them, ll~cy are consmtly 
reviewing, revising, aiid editing their work". (Hedge, 1988 p 9). It is considerccl useful tu 
enable our learners to engage in this 'process' ralher Illan worry about tile 'product'. For, 
they should learn how to go about thc process of writing, rather Illan what Ule elid product 

, should be. If llie process is proper, the product will take care of itself. 
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T e a c l ~ i ~ ~ g  Writing and Gral~~ntar 
16.2 OBJECTIVES 

In tllis unil, you will be introduced lo: 

the various facets of the process ol' writing; 

the organisallon of writing; 

h e  categorisation of wr~ling tasks according to purposes e.g. describing, narrating, 
reportmg and arguing; and 

the need for linking writing tasks with the language skills. 

16.13 THE WRITIIVG PROCESS : SALIENT FEATURES 

"Waiting is a creative process beci~use it is a process o f  reaching out for one's thoughts and 
discovering them. Writing, as sucli, is a process of meaning m;tkingV ('l'liird Year Stutlent, 
1994, National University of Singapore). 

'I'hc follow~ng d~agr-;ur~ attempt\ to capture lhe malor phase\ 01 the wrlllng process 

Writing 13ocess 

Reviewing 

-. I he planning stage is also known 21s tlie pre-writing stage. Helore pulting pen lo paper, good 
writers try to answer two basic questions: Why aun 1 writing this? Who is supposed to read 
his'] In other words, they have a clear scnsc of the purpose ancl the audience. These two. 
together, constitute the writing context. 

l'heblai, lioweve~. need not be str~ctly adhered to. As wc keep w ~ ~ t ~ n g ,  o u ~  plan keeps cliang~ng. 
Wr~ting 1s 111 fact a messy plocess as repre\ented by Frank Sm~tli (1982) I \  Ill\ book Wrrt~ng 
and she Wrrrer (London : He~nemann). 

Lel bs look al Ihe praclice of' composition in tht: schools. 'Think of tlie usual topics we ask 
children to write on "Summer I-Iolidays", "Hobbies", "My favourite Book", etc. Children are 
lnosltreluctant to write on such topics wl~icl~ do not molivate them. Further they are not able 
lo co~lccive of an audience and purpose for the writing task. As far as they are colicenled, 
they, are writing for the teacher, who is all knowing 2111d whose only inlention in looking a1 
their work is to assess them and fill their pages with red marks. Instead, if our tasks simnlatc 
an i~bteresting real-life context, cllildren will be willing to write. For exatnple 

c . .  1 hnaginc that your best Illend has been mlsslng slncc yesterday. Write a short but 
good descr~ption ol'liim, to be telecact on "Persons M~ssing". 

2) You have recently seen a l i l~n which was mosl boring. Wr~le a letter to your slsler 
in Bombay, adv~sing her not to see the film. Say why you didn't like the lilm. 

In real life, writing nonnally arlses out of 21 genuine llcccl to commun~calc \oinethlng to 
somebody hut In the classroom that need has to he created 111 \uch a way that sludents do no1 
havd tohack their bralllh fol somelhing lo wrilc but can concentrate on the actual wrltlllg 
~tself. 

16.3.2 Translating 

?'rar)slating here means, putting your thoughts into appropriate language - in other wordy. 
finding the right word.\ and sentences for your thoughts. At his slage we make the first draft. 

h 
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This forms a crucial and diflicult stage for learners who do not have the recluired linguistic 
competence. Though they may have the ideas, Lhey do not have the vocabulary. They tend to 
repeat the same words; they commit a number of grammatical mistakes also. It may, perhaps, 
be worthwhile trying groU@ composition initially as it would ellable peer leanlii~g. 

The Wdih~g  Process 

This may be regarded as thc post-writing btage, cllough, in reality there is a great deal of 
overlap between this and the previous stage. Many good writers keep reviewillg their work as 
they write. Between the first draft and editing there is much re-thinking and re-organizatioa. 
The writer adopts a reader's perspective here and assesses whetllcr thc reader would be able 
to follow histher ideas. Many poor students do not edit their writing as they assume that what 
is clear to the111 must be clear to others! Others are lazy or do not know how'to review their 
own work. 

16.3.4 Monitoring 

As the diagrarn shows (sec. 16.3), tlle process of monitoring is in operation right thrqugh thc 
three stages of composition. As we plan, we moilitor our ideas; while drafting, we monitor 
the mechanics, including punctuation, vocabulary and grammar. Editing and reviewing are 
also forms of monitoring. 

We shall now look at three different tasks in writing which help to develop the skills of 
planning, writing and reviewing respectively. 

Task 1 : Planning : Making Mind Maps 

The task given is a description of a festival - Diwali. Students jot down ideas in a notebook. 
Tllen tlle teacher elicits their ideas and puts them down as a mind map on the blackboard. 

Origin Monsool~ rains 0ct.- Nov. 

Religious Festival Season - Cool 

Significance 
today 

New clothes 

DhVALI crackers, fueworks 
friends 

Personal feelings Sweets 

(Adapted from Hedge, T., 1988, p 30). 

They then write a cotnposition based on the mind map. 

Task 2 : Writing : Writing a Newscast 

Supply the students with a number of cuttings from today's newspaper (about 10) - they 
may be newspaper headlines, news in b h f  or newspaper articles. The studeuts are fird asked 
to listen to a recorded newscast. Then using the cuttings, they are asked to prepare a newscast 
to last for 5 minutes. They may work in groups. 

Task 3 : Reviewing : Ketbrmulating 

011 the first day the students write the first draft and hand it over to the teacher. The teacher 
editslreviews one of the pieces of cumposition. (S)he then makes photocopies of the 'original' 
and retbrmuIated versions and distributes them to all the students the next day. The class 
compares them, looks for changes and discusses the reasons for them. Finally they go through 
their draft essays and revise them to produce a final draft. 

- 

I Cl~eck l i ~ u r  Progress 
I 

hotes : a)  Writc your answcrs in the space given below. 

h )  (loinpare your answers with those given at the end of unit. 

1. Colicct a least three clefinilions oT 'Writing'. Whal is the common feature anlong 
these? Choose wh11 appeals to you, add your own idcas and nrrivc iIt your own 
clcfirkition oi' wri tiny. 

............................................................................................................................ 

............................................................................................................................ 

7 
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Tencbi~~g Writing slid Griu~llnar 

ACTIVITY 

1. Observe the composition classes of your colleagues. What are tlie different stages you 
find? Do they differ from the stages described in this unit? 

................................................................................................................................... 

2. Design one task eacli for the planning, writing and reviewing stages. 

................................................................................................................................... 

16.4 TEACHING WRITING SKILLS 

Teachers nho seek to systeinatically develop the writing skllls 01 their students do not make 
wriEtc11 work a random affair slotted into the occasional slack period or a homework. Instead, 
they choose a variety of written tabks that would be meaiiiilgful and m~~tivatlng for the class 
and glen teach the kills that are required for those varielics. 

Anita Pincas enuinerates (in Teaching English Writing, 1982, Macmillans.) the nine areas in 
which a writer needs some coinpetence besides the abili~y LO wrile correctly and choose 
appl~opr ia te  words. Thcse are : 

1. Coininunicatioii between pcople 

2. Suiting a specific subject 1 
3. Presenting ideas 1 
4. Constructing Sentenceb 

5.  Using Paragraphs Clompositioil 

6. Using Liilking Devices (cohesion) 

7. W-riting in tour inajor styles 
(narrative, descriptive, expository, argumentative) i Style 

8. Achieviilg the desired degree of formality 

9. Creating the necessary emotive toile 
8 
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Because each piece of writing has a different purpose. Students necd to practice tlle writing 
skills for a variety of purposes, e.g., business letters, frequently make requests, offer to help 
or apologise while the aim of advertising is largely to persuade. Similarly, although most 
writing consists of a inlxture of two or more of the four major styles, it is better to teach them 
separately. Some of these organisational patterns and styles of writing are discussed in the 

t following sections. 
I 

The Writlng Process 

THE ORGANISATION 

Generally. the essay consists of three types of paragraphs : introductory, supporting and 
concluding. 

16.5.1 Introduction 

Thc opening paagraph introduces us to the subject matter or topic and the author's attitude 
to the subject matter. The purpose of the introductory paragraph is to attract the reader's 
attention andmotivate himlher to read on. The introductory paragraph could he a definition, 
aquestion, a proverb, an anecdote, an example, a universal truth, etc. Look at the following 
introductions. 

1. Definition 

One of the finest definitions for education comes from SwamiVivekananda : "Education 
is the ma~ifestation of the perfection already in man". And religion is the manifestation 
of the divinity already in man". 

2. Question 

Why don't learners learn what teachers teach? This is a question that worries every 
committed teacher. Who is to be blamed - the teacher? Or the student? Or both? 

3.  Proverb 

A rolling stone gathers no moss. A mam who has no fixed goal, but keeps shifting from 
one thing to another, never achieves anything significant in life. 

4. Anecdote 

Last week I was coinilig out oi a lilt when a young man said to the lift operator, "Scventh 
Floor". The lift operator said "Sorry, this won't go". The young man was furious. "What 
do you mean?" he roared. The liftman answered calmIy, "You must say "Please" if you 
want me to take you up!" 

16.5.2 Supporting Paragraph (The Body) 

The supportil~g paragraphs, as the name suggests, 'support' the main tl~eme in various ways. 
The major types of organisation of the body of an essay could he chronological, spatial or 
classificatory. In chronological ordering, events are narrated in a sequence. This is the most 
suitable order for stories, biographies and narrative. 'Spatial' is used to refer to things relating 
to size, area or position, rather.than time. For instance, if one is writing on the Taj Mahal, sl 
he would use the 'spatial' supporting paragraph which would describe the location, the size, 
the dimensions, etc. of the Taj. In 'classificatory' organisation, categories of items, events, 
etc. are presented. For example, while describillg the history of the English language, we 
present aclassitication of the various languages that have descended from the Indo-European 
parent language. 

16.5.3 Concluding Paragraph 

L The concluding paragnip11 attempts to suminarise, thc essay and provide an ilnpressive 
conclusion. Like the introduction, the conclusion could also bc of various types. It may 
simply restate the contents of the introductory paragraph. It may state limitations and 
constraints. It may use a proverb, an anecdote or a rhetorical question. 
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CKeck Your IDmgress 

Nates : a) Write your answers in the space given bclow. 

h) ('om pare you1 anawcrs wid1 those givcn a1 t11c cnd 01 lhc unll. 

2. I,cwk at hic.rc~iuccionsi(~oi1cIi1sions ol'ess:~ys. Idaltil'y Iwo ways o f  hrgln~~ingie~ld~~~; 
an essity no1 discussed above. 

3. Writc an atu-;tcrive il~~roduct~on and conclusion 1i)r an essay on onc of thc following 
topics : 

a) l'lic Inilia 01' My Dre:uns 

b) 'I'hc Co~npulcr Age 

c) 1)elnocracy 

d) Secul;u-ism 

............................................................................................................................ 

............................................................................................................................ 

............................................................................................................................ 

............................................................................................................................ 

16.6 DIFFERENT METHODS OF DEVELOPMENT OF 
THE BODY 

16,6.1 Description 

Look at thc following contexts : 

ii) You havc won a return ticket to Srinagar in the AIR INDIA QUIZ Contest. You have 
been asked to write a descriptioll oT Srinsgar to be published in the AIR INDIA lntlight 
magazine. 

b) You have gone on an educational tour of the South Indian temples aa a part of your 
IIistory Project. On your return, you are asked to present a detailed description of the 
temples. 

c) One of your friends has applied for ajob and asks you lo give hilnlher a lest~monial. 

In the above contexts. you are asked to describe a place or person. In order to write a good 
de$cription, we must follow certain guidelines. Try to observe carefully what you're going to 
describe. Then collect as inany details as possihle. The inore detailed your description, thc 
better it would be. Then decide on your 'focus'. This will help you to exclude irreleva~ll 
details. An important rule for descriptions is "show your readers don't just tell tliem". In 
other nlords, give life and Iluml-ln interest to your descriptions. In fact, the boulidaries of 
deScription and narration are tluid. A descriptio~l cal tell a story, and a story can include 
de$criptions. 230



16.6.2 Narration 

Wc use,nmative writing when we need to talk about somelhing that has happened within 21 

definite lime spw. Narrative writing relates an event, usually in simple chronological order. 
In other words, it tells a story. Haeker BL Renshaw (1989: 175) present the following grounds 
rules for nanative writing: 

1. Put readers 011 the scene i~ninediately 

2. Selecl details for a specific effect 

3. Keep the story moving 

The use of dialogues and the avoidance of irrelevant dedls  adds to the tempo of h e  n4mative. 

We could devise different types of lasks 011 narration : e.g 

a) Narrating events in order: We can present a jumbled up stoiy and ask learners to put it in 
the right order. 

b) Narrating a story from different points of view-that n, ah told by different charac1er.s. 

c) Using flashback techniques, etc. 

16.6.3 Reporting 

A report usually presents infonnation in a logical, orderly and precise manner. The following 
are some occasions when you have to write a report. 

a) There has been a burglary in your house. You report this to the insurance company to 
claim compensation. 

h) As a1 NCC Juilior Officer you have to present to your Senior Officer a detailedreport 
on the proceediiigs 011 the NCC day. 

c) Your little sister has a heart problem. You are seeking the advice of a famous American 
Cardiologist. Enclose a report on her condition and the treatment she has been receiving 
so far. 

What are the characteristics o f  a good report? 

a) Completeness 

'The purpose of a repor1 is to infonn your reader about things s/he doesn't know. Hence 
make sure you include all necessary details. At the sane time, make sure you avoid 
unneccssary details. 

b) Accuracy 

The report should not include ally false information. 

c) Clarity 

The report should he clear enough for readers to understand, and take action if necessary. ' 
Simple language co~~tribues to clarity. Jargon sliould be avoided. 

16.6.4 Arguing 

Consider the following contexts : 

a) There is a proposal to demolish an ancient 200 year old building in your city. Write a 
note of protest. 

b) The Government proposes to increase the price of milk by Rs. 2/- per litre. Write a letter 
of protest to the Commissioner, Dairy Developlnetlt Projecl. 

In each of the above you have 10 argue your case. as your reader needs to bc convinced 
of yoor point of view. 

m 

The Writing Prnccss 

An argument will be effective if you follow thest: guidelines : 

i) Decide on the precise issues to address 

ii) Select evidence to support your argutnelits 

iii) Anticipate the arguments of the other side 

iv) Avoid fallacies, sweeping statements, emotional language, aruing in a circle, etc. 

231



Teuchlng Writing uncl C;ru~ii~~~ur ACTIVITY 

4. Write why the following description is not very effective: 

My filvourite city is Madras. I was horn and brought up there. 1 have many friends there. 
It is wonderful city. I feel happy whenever I return to Madras after a long trip. Madras 
is the capital of Tamil Nadu. It lies on the shores of t l~e Marina beach. 

5 .  Think of at least 5 interesting topics on which you could ask your students to write a 
narrative, e.g. a car race; a tennis match (last 5 minutes); a cyclonic storm. 

6. Prepare a lesson plan for teaching your sludents a develop the skill of argument in 
writing. Your plan may relate to one of the following topics : Capital punishment; 
Computerisation; Adult Franchise. 

7. Prepare a model report on any one of the following topics. Remember the salient features 
of a good report. (e.g. completeness, clarity and accuracy.) 

Repairing a bicycle; Arranging flowers; Preparing a cup of coffee. 
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16.7 TECHNIQUES IN STRUCTURING PARAGRAPHS 

Every paragraph has a main idea, which is usually stated in a topic sentence. This idea needs 
to be supported and developed in the rest of the paragraph. The structuring of the Paragraph 
may be of different types, depending upon the writer's purpose. In this section, we shall look 
at soine of the major techniques for structuring paragiaphs. 

16.7.1 Examples 

In order to convince the reader of the truth of the topic sentence, a writer may provide a 
number of examples. 

E.g. the history of India's freedom struggle is filled with great people who were brave and 
sacrificed their lives for the sake of their country. Look at Jhansi Ki Rani who died fighting 
for India. The South produced the famous Veerapandiya Kattabomman, who refused to bow 
down to the British. More recently, we have had Mahatma Gandhi, Jawaharlal Nehru and 
countless others. 

16.7.2 Cause and Effect 

Here the topic sentence may state the result, while the rest of the paragraph may list the 
cause or vice-versa. 

E.g. Television is beginning to be regarded as the worst evil of modem life. Children become 
addicted to the TV and do poorly in their studies. Housewives get so lost in TV programmes 
that they are not even aware of burglars entering the house and stealing. Psychologists say 
that the TV turns people into idiots. Doctors feel that constant TV watching atfects the eyes. 

16.7.3 Definition 

Very often we have to detine concepts in a paragraph. E.g. What is Democracy? It is the 
government of people, by the people and for the people. In other words, people rule 
themselves; they elect their own representatives and finally they work for each other's welfare. 
This is radically different from monarchy, where one person rules all the people, as she  
pleases. 

Check l o u r  Progress 

Note\ : 21) Wi itc your answers in the space given below. 

h) C'ompare your alihwcrs with those given at Ihe end of the unit. 

4. 'rl~iok of liilk~l~g w~ius  usually huud ~nparagraphh 01 ditterent types. 

e.p Lauhe/eile~t 

so, lhus, theletole, conscqurntly. 

........................................................................................................................... 

5.  Have you come acrohs any other types ol'paragraph structuring'? 

The Writing Process 
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Teachilag Writing and Gra~nn~ar 
16.8 USING COHESIVE DEVICES IN WRITING 

A writer has to make h e  relationships between sentences and paragraplls clear to t l~e  reader. 
This is usually done with the help (7f "Cohesive devices" or connecting words, or linking 
words or links. 

The six ways to establish links are : reference, co~ljunction, substitution. lexical relationsllips, 
e1lipf;is and patterning. In this section we shd l  look at them very briefly. 

16.8.1 Reference 

Some words do not have any meaning of their own, but ~dke tlle~r meaning from soine other 
ilem they refer to. 

1. Rita is planning to put up an exhihilion. She has painled nei~rly forty landscapes. 

2. I want to leave very early tomorrow. This is my plan. 

16.8.2 Conjunction 

Conjunctions like and, yet, so, then, hut, furthermore, inspite of, as a result etc. connect 
senlences. 

16.8.3 Substitution 

A substitute word is used to avoid repelition. 

1 .  Bt has baked a chocolate cake for the pbi ic .  I too have baked some. (some more chocolate 
cakes). 

2. Mridula believes in being honest, Anib  does so too 

16.8.4 Lexical Relationships 

IJse of synonyms or general words also unify a piece of writing because of siinilarily in 
meaqings. e.g. 

a) you have lo bring your own tools. You will need a hammer, some nails and a saw. 

b) I saw a boy climbing tlle tree. Tlle lad was not more than eight years old. 

16.8.5 Ellipsis 

Ellipsis ineans tlle ommission of words and phrases without any loss of meaning. e.g. It 
didn't rain last week. It niight today. (nightrain). 

i 
L ' ~7 I o i  (. urnixlri. ),o\ii- ansv;ct-s with those given a t  the end of the unit.. I 

Ihe I>li;ib:~ ifoii Uccr I'urk il! .li!il!lpur Jistr~ct of Ki~ja~tSt:in 3pre:trls over :m arcs of 
4!.N :an. '!'-bvc!~i>, Six viLlageq. ~nostly inhahilcd by Lhe vislarois. come wilhin this 
r-m!!c.ciid area. 'l'hc vi.;h!~c;is :w,: well kn<)wn for 111cir unseltish ;uld sili~'t'rt. protection 
.,I ,Ls anti :\zildli!;.. 'They st.ron~ly helicve 111;11 ':I mall may dic hui w deer shoultl ,.' ir,'. 
ij!i!'. I ICI ICU (!!cY V / O \ L ~ C ~  riithi,!. risk their own li;,es to prolcct a dcer than lel one hc 
k~l!i.t! l;y inc1.c.1lc.r.s poaches,., 81 liuutcrs. 'This is onc of the ru;Isons why one can scc 
n c ~ x l ;  i!f b1;li.k buck in and around the villages, fields and highways c?L' Rikallcr :111d 
.hdhpur. 
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16.9 LET US SUM UP 
T l ie  Writilig Process 

- - 

a While teaching writing, it is better lo focus on the 'process' rather than the product. 

a The major phases of the writing process are : Planning, Translating, Reviewing and 
Monitoring. 

a In the planning stage, the writing context, viz. audience and purpose, are envisaged. 

a In the tra~slating stage, ideas are 'translated' into appropriate language. 

a The reviewing stage involves editing and reformulaling. 

a Monitoring is operative in the three stages of writing. 

a Students need to practice different writing skills in a variety of tasks. 

a A piece of writing usually has introductory, supportive and concluding paragr;~pl~s. 

a The four m;?jor types of development of the body of a piece of wri.ting are : describing, 
narrating, reporting and arguing. 

a The m+ior techniques in structuring paragraphs are : exempli~calion; comparison and 
contrast; cause and effect; definition. 

a The six ways to establish links are - reference, coi?junction, substitution, lexical 
relationships. ellipsis and patterning. 

16.10 KEY WORDS 

Monitoring : The process of checking and asscssing as we are engaged in 
planning, translating and reviewing. 

Process 'How' we write. 

Product 'What' is the outcome of the writing activity. 

I'lanning 

Reviewing 

The first stage of writing, when we collect our thoughts and think 
of an audience and purpose for writing. 

The last stage of writing where we edit, reformulate and refine 
whatis written. 

Translating The stage when we 'translate' our abswact thoughts into concrete 
words. 

ANSWERS TO CHECK YOUR PROGRESS 

1. Three definitions of writing could he: 

i) Writing is a process of problem-solving, a way of processing information. 

ii) Writing is a transcription of the process of composing ideas. It 1s not a product of 
thought hut its actualization aid dranatisation. 

iii) Writing is a thinking process. 

2. Two ways of ending/beginning an essay could be with statistics, joke. 

3. Open-ended. 

4. Open-ended. 

5. Open-ended. 

6. a) This - The Dhaba Doli Deer Park. 

h) They -The Vishonis. 

c) This -'The risking of lives by the vishnois for the protection of deer. 
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DIFFERENT TYPES OF WRITING 

Structure 

Introduction 

Objectives 

Teaching Writing in the Classroom 

Different Types of Writing 
17.4.1 Filling in Form 

17.3.2 Information Transfer 

17.4.3 Composition 

17.4.4 Diaries 

17.4.5 Dialogues 

17.4.6 Letters 

17.4.7 Paagraphs/Essays 

17.4.8 Reports 

Let Us Sum Up 

Key Words 

Answers to Check Your Progress 

Suggested Readings 

17.1 INTRODUCTION 

In the last unit, we considered the process of writing in general. Now we shall look at specific 
types of writing, which we are required to teach at school. Research in writing is quite advanced 
today; interesting materials on teaching composition are being published almost every other 
day. With proper guidance, you could use them in your classes. They are sure to make the 
classes live1 y and useful. 

In the days when I was a school kid, composition classes were dreary. All that we were asked 
to write were essays, precis and paraphrase of poems. Of course we failed to tind them useful 
in our day-to-day life. What we learnt in the classroom had little relevance to the world 
outside. Further our teachers believed in the dictum,"themore you write, the better you will 
write". There was little guidance; infact no one took composition seriously. Teachers would 
laugh at the idea of "teaching" composition. After all, how could one teach writing? One had 
to learn to write on ones own. But today the scenario has changed drastically. ELT experts 
today believe that writing can be taught and that writing should be taught. 

In this unit, we shall look at non-traditional types of writing - diaries, form-filling, 
information transfer, ete. iIS well as traditional types like paragraphs. essays and letters. We 
shall first discuss the salient features, if any, of these types of writing and then present a few 
samples of llew types of tasks. You could try these tasks in your classes. Later you could 
design similar tasks on your own. You could also useladapt tasks from the reference material 
noted at the end of this unit. But before we do that we would like to discuss how you can help 
your students to write accurately and effectively. 

17.2 OBJECTIVES 

With the help of this unit, you will be able to : 

e become familiar w~th  the different types of writing that would be useful for leaners: 

0 be able to distinguish the salient features of each of these types of writing; 

e be able to design yom own tasks to teach these types of writing. 237



Tepcl~il~g Writing rncl Gra~ii~iiar 
17.3 TEACHING WRITING IN THE CLASSROOM 

The two most important problems which students face when asked to write something are 
what to write and how to present one's thoughts. In other words, the ideas that can be used in 
a piece of writing and the problems of organising such ideas log~cally and coherently, using 
appropriate linking devices. There are also the problems of choosing the most ~ippropriate 
style and achieving the desired degree of fonnallty. As teachers. we can overcome these 
prohlms with a two-pronged strategy. F~rst, we cim use controlled arid guided writing tasks 
before: proceeding to free writing. Second we can use collaborative writing techniques In 
the classroom. Both these lcchniques atre discussed in greater detail in the following paragraphs. 

- 

In a cdutrolled writing task-both the content and Lhe expression are provided. A student is 
therefore neither at a loss for ideas or for the words, hclshe needs to use. The chances of 
making too many errors ;ire thus minimised and the student gets Lo practise cerlain colnposition 
skills fiystematically and gradually. For example, your students might have read a text or 
writen a paragraph on a t'estival (using say the mind map as given in Uriil 16 of this Block). 
Now ask your students to use lhe same writing plan to write on any other feslival like Rakhil 
Cbris~asl ld.  Insuuct your sludents not oilly to use tllc same organisational piltleni but also 
the sahc seiltencc structures as fir as they can. 

OUler examples of controlled writlllg will he filllng 111 blanks oT a small passage (e.g. a letter 
or paragraph) where only one answer is possible. 

Ftoin totally controlled writing, your students can go to guided writing where you may provide 
a series of hints tllrougll questions - which each student would respond to separately e.g. 
Write description oCa party you recently attended. 'The following questions will help you : 

1.  Who inviled you to the party? When'! 

2. What was the occasion? Who ditl you go with'! 

3. Who all did you meet'! 

4. What did you do later? What did you eat? What was the meal like? 

5. What happened later. 

Another exanple of a guided wriling task can he to give the beginning auld ending of a story. 
Ask your students to writc the middle. 

Now Igt us look at this example of a writing task which focusses 011 interpreting data and 
arrivink at generalisaticins. You have a controlled task if you restrict yourself to Column C 
and yo/u have a guided task if you include Column D also. 

How qtudenls relax over I I Students prefer 
the wqekend watching T.V. and 

Readihg 

Visiti~ig friends 

6% other readpmadc 
entertainment fonns 
LO making an efcort 1 2(TL 1 and t ax ing the i r  
hrains. 

5 2% 
Only 2% indulge in  
........ Thcal~e, Cinemi\ Concerts 1 4% 1 like gardening, I 4a I st"1111p co1Icction Outdoor g:unes 
etc. 

Topic Sentence: 
Different people use 
different ways of 
relaxing. While 

......... readymade 
whereas.. ........ .On 
the one hand, 

Video games 

............. .................., 
on the other hand 

12%) 

In free writing students are presented wllh a topic and are then free to write as they please. 
No ona denies that the ability to write freely ant1 indepcntle~itly is the goal of writing lessons. 
But unKortunately this produces Inany errors (different errors III every composition) wh~ch 
are frustrating to both the teacher and the studem. 111 the communicative apprwacll, however, 
the teacher should be more interested in finding out if the sludent has achieved a reasonable 
comm~nicativc competence and therefore concentrate only on those errors that hinder 
commdnicalion in a sel writing task. 

( ~ d a ~ i e d  from Pincas, A., 1982; Page no. 10.) 
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Writing in the classroom is no longer considered a11 individual activity to be attempted alone Different Types of Writing 

from the beginning to the end. Particularly in the middle and secondary levels, teachers can 
and should all&" students to put their ideas together and work together in pairs, small group 
or a team . In fact. the idea that many students can pool in the content, expressions, editing 
skills and self correction strategies to produce a final piece of writing is bccoming acceptable. 
In many of the learning materials produced for m~ddle and secondary classes, such techniques 
of collaborative writing has been used. One example iq given below: 

1. Discuss in groups of four the following topic - 'It is cruel to keep animals in a zoo'. 

2. Write down the points that you have got under two columns - For and Against. 

3. Write an article tor your class magazine using the points you have discussed. 

4. Try and correct your own article before you read it out before the class. 

Hence with a little tune-planning and management, teacher& can use collaborative writing 
technic1ues for collection of ideas, organising ideas, development of first draft, editing of 
first draft and revising and finalising the draft. Such group activities would definitely help 
htudents to write effectively and accurately. 

Sotes : ; 1 \Vrilc y o u r  :lns\vcl-s in Ihe sp:rce given helow. 

i .  1Vhy (!I: studcr~ts nccti cc~~trolled and guided writing tasks hetbre ~hcy attempt ;uiy 
l'rcL! \\ iltillg'.' 

) 17.4 DIFFERENT TYPES OF WRITING 

1 17.4.1 Filling in Forms 
1 
i On several occasiolls wc need to 811 in fonns for different purposes e.g. application forms, 

f forms torreservation on trains, mohey-order fonns, cheques, etc. Many people feel intimidated 
" by forms and always require someone clsc's help to fill them in. Most often our fonns are 

resected it' they are not filled ill properly. Tliis can be regarded as one of the most basic 
writing skills - where voci~hulary is iuvolved and accuracy is important. 

You may wonder if cliildreii at school need this skill. Yes, they do. And if we train them right 
from smidard I, they will acquire a lot of confidence. We shall now look at some very simple 
tasks requiring this skill. 

239



Teaching Writing and Gra1111nor Task 1 : Here's a label you want to fix on your history notebook. Fill it in. 

Class 

School : 

Now look at the label of a girl in R.K. Primary School : 

Name : Supriya Sridhar 

Class : 111-13 

School : R.K. Primary School 

Sublect : History 

Supriya is a small girl. Herfafl~er's mane is Sridhar. She studies in Class 111-B in R.K. Primary 
School. History is one of her subjects. 

Now, look at the label on your neighhour's notebook, and write four sentences about him. 

Tasik 2 : Rakesh Sinha is 12 years old. E Ie was born on 10th May 1983. His father Ramesli 
Sinha is a doctor. ?hey live at No.10, Meghraj Setl~i Marg, Bombay. Rakesh 
studies in Adarsl~Vidyasl~ram. I-Ie plays cricket andchess. His hobbies include 
painting and stamp collection. Rakesh wants to join the local children's club, 
Could you l~clp hiin to fill in the application foiln below? 

The Andheri Children's Cluh 

1. Namc 

2. Age 

3. Date of Birth 

4. Father's Name 

5. Father's Occupation 

6. Address 

7. Name of School 

8. Sports 

Task 3 : John Smith received the following telegram on his birthday. Write three 
sentences about it. 

To 
JOHN SMTTH, 
7, Kasturha Mar:., 
New Delhi 110 (128 

blessage : HAPPY B IIU'FIDAY 

Sender : Ahmcd Khan 
20, .lawaharlal Nehru Road, 
Madras 600 017. 

17.4.2 Information Transfer 

What do wc mean by "information transfer"? To put it simply, it means, transferring 
information from one form to another e.g. writing a paragraph based on a graph; or drawing 
a table based on given data. 111 almost every walk of life we have to use this skill. While the 
change of non-verbal communication like tables and charts, into verbal comiilunication (i.e. 
aparagraph or a report) develops composition skills, the reverse process enables learners to 
&velop their co~nprehension skills. This is w ilnportant study skill which wouldbe useful to 
children in their study of siihjects like Mathematics, Science, IIistory, etc. In fact, form- 
Illling is also a type of info~~na~ion transl'er. 
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Task 1 : Read Il~e following description of Ileepika's school. 

I study 111 (;andhi Vidyalaya. In front oi' my scl~ool here is a big park. The 
corporation playgroulid is behind my school. To the left of my school is the 
famous super-inakct 'Kutagiri's. St. Joseph's Church is to the rig111 of lny school. 

Now here is a sketch of the school : 

Church Vidy alaya w Super Market 

Now, look at the plan around Shreedi Cha~idhury's house and w r k  a paragraph on it. 

Central liailway 

Task 2 : Look at the boxes below and describe Iiow lo make a cup of coffee 

water coffee rn to taste 

Task 3 : Study the following menu card from "Hotel Dwan-&a". 

Id11 - 3.00 Rupees 

R ~ L  a Dosa - 6.00Rupees 

Masala Dosa - 7.00 Rupecs 

Poori Potato 5.011 Rupees 

Pongal - 4.00 liupeeh 

Sunosa - 2.50 liupeeh 

Vadai - 4.00 Rupees 

Coffee 3.50 Rupees 

Tca 2.00 Rupees 

Raj~v Manon orders the following : 

One plate Id11 Rs.3.00 

One plate Vadai Rs.4.00 

One cup of Tea Rs.2.00 

His friends Kisliore and Rahiin want differcnt items; nolie of them wants to spend Inore Lhan 

Differel~t Types of Writinig 
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i -------- 
Teaching Writing antL.C;ra~maar 

C l i e ~ h  Your Progress 1 / Ntltrs : .I j Wntc your a i i s \~e~  s 111 Uic \I),ICU giircii ~IC~OIY. 1 
ilililkc a 11ht ol'dill'ere~itfi)~-~ns (at least ten) wliicli cliildrr:n may Iri~ve to till-up in (hi. ) 
course o l ' r h ~ ~  \elloo1 lil'e. , 

1 1 
i ............................................................................................................................ ! 

I 
1 4. I<i.I'er Lo {lie scic~~ce/liisto~.yii~i;~llis hook 01' your ]?upiIx. (rlioo5i: ally ri~i~fei~saplii 
1 di:~z~:uiis li-om [lleln i ~ i 1 ~ 1  pl-epaue 21 Lr.;lnsfel. cxercisc hased on i i .  
1 

17.4.3 Composition 

Pictures have always been popular wilh good teachers oC English. Andrew Wright (1989) 
lists a numher of roles for piclures 111 language leani~ng : 

I .  Pictures motivate the student. They make h ~ ~ n  wan1 lo pay attention arid to take part. 

2, Pictures hring the real world into the classroom and provide a context [or languagt: 
I learning. 

1 

3. Different responses :re possihle to pictures; they can hc described in an objective way, 
or inlerpreted, or responded Lo auhjectively. 

4, P~clures can slirnu1;~le aritl prov~de ~nlolrn:~L~on wluch coultl bc reicrred to in convelaatloll, 
discussion and story telltiig. 

Iqictures are easy to prepare, and easy 10 organise. They :ire ~ntercsling :uld provide scope for 
meaningful and authentic use of language. 

pictures can be used with sludents a1 all levels - froin heginners to advanced leaners, fronr 
children to adulls. Once the teacher has a collection of pictures, and has identified tlie ways 
they call hc used. she requires little time for preparation. 'I'liat is, once she has a hank/filc of 
nictures, she call draw 011 them as and when she wed to. Furthcr in a developing country like 
ours where sopliisticaled high-technology, educational aids are not practical, pictures offer 
akl economical hut interesting resource. We shall now look at some tasks where pictures are 
dsed for develop,ing wriling skills. 

'bsk I : This task is suitahle for heginners/small children. We can present a set of ju~nhled 
tip piclures which tell a story. Then we can also write down a senletice matchinjg 
each pictures. Now the pupils could he avked to ~nalch the plciures and sentencca 
and fewrile the story in the correct order. 

22 
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e.g. a) The Lhief drove away in a car 

h) Ile lay down on a stretcher 

c) A thief stole of Rs. 10,0001- from a hank 

d) 'l'lle hospilal warcl boy tookhim to Ule operation theatre 

e) The policeman chased the thief 

f )  I-le looked for him at UIC hospilal hut couldn't find him 

g) Ile escaped through the hack gate of the hospital 

Task 2 : This task call he used at d~fferent levels. Here we need pictures where Ihinga 
are wrong : 

1 
a) e.g. A Inan is wearing a shoe on oue leg and a chappal on the other. 

h) A lady is carrying a shoulder hag, whicl~ has no swaps. 

c) There is a clock, which has no hour hand. 

d) ?'here is a notice which is upside down, etc. 

The children have to look at the picture carefully and identify ihe mistakes. 

Task 3 : Children loday (why, even adults!) love reading comics. We could take a comic 
story and remove Ule words and ask the studenls LO narrate the story on their 
own. 1i.you want the task to he himpler, you could retain the words and ask the 
cllildren to rewritc the story in the form of a narrative. 

Task 4 : An interesting pl~otograph from a magazine or newspaper could he given to the 
sludents and Uley could he asked to construct a story around it. Later, Lhey 
could compare their story wlU1 Lhe original report. 

17.4.4 Diaries 

A diary is personal record. Hence the way in which we write a diary differs from the way we 
write Euglish normally. We don't need to write English nolmally. We don't necd to write 
complele sentences. Nor do we have to worry ahout continuity. l'houghts and feelings are 
often expressed in a disconnected manner, as they flash through the mind. We can use 
abbreviation of our own. The kunguage ofa diary is close to Ihe language of a telegram. 

Task 1 : 'The following is a page from the diary of Sheila. 

Woke up at 7 - Mom not at home - Granny says she has gone to hospital. I'm 
worried. Dad colnes home at 8 - leaves ine a1 school. I want to go to hospital 
- dad says 'no'- evening dad picks me up at school - all smiles - gives me 2 
Five Stars -- we go straight to hospital - and huw nice to see nlo~n - wow. 
There's lny hahy brother. So soft and cuddly -just like a doll. I'm going to call 
him SoJo. Ile'll call me 'akka' - Today happiest day of my life. 

Rewrlte this diary entry in the fonn of a continuous paragraph. 
5 .." 

w .  
Task 2 : Write a diary entry for tile day when your lesults were p u h l i s l ~ e d ~  you 

lealllt that you were promoted to the next class. 

Task 3 : Your Headmaster mainmns a diary for his enga~ements every day. What would 
he write on the An~~ua l  Day celebrations of your school '! 

You lnay hegilt w follows : 

3.00 p.m. Tea for guests 

Diftern~t Types 6:' Writing 

. 
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Teacl~ilig Writiug and Gra~ii~liar 

17.4.5 Dialogues 

Dialogues belo~lg to spoken Engl~sh. But often they are lucluded ;n part of the composition 
syllabi because it is quite difkicult to ted spoken English. Dialogues could be very simple or 
il~atter of fact a in day-to-day co~~versations. They could also be highly artistic arid lmaginatlve 
as in literary texts - especially novels. At Ule primary and secondary levels we could 
concentr;lte on simple dialogues. 

Whi~t makes a dialogue natural - lhat is, very similar to Ule way we speak every day ? 

a) Dialogue need not always be in a full sentence 

b) It is enough if simple vocabulary is used 

C) Allu~nber of abbreviations are used e.g. can't, don'l, etc. 

d) Collocluial exprebsions are allowed e.g. tummy, oops, wow! dad, etc. 

Task 1 : The following is an incomplete conversation between a molher and her son. 
Fill in Ule blanks and co~nplete the dialogue : 

Son : Mom, our class is going on an excursion to Shimla. 

Mother : 

Son : In May, during the summer holidays. 
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Mother : 

Son : For tell days. Two teachers are coming with us. 

Mother : 

So11 : Not much - only Rs. 500 per head. Mom, can 1 go '! 

Motlier : 

Dilferent Types uf CVritinr 

Son : Tli;~nk you mom. You are a pet, aren't you? 

Task 2 : The following is a part of a telepho~ie conversation between Ah~ned and Sliarif. 
Reconstruct tlie whole conversation. 

Nimed: 

Sharif: 

Ahmed: And you know, the Mnths teacher was also on lcave today. 

Sharif: So you had two free periods? That meatis I didn't miss much after all! 

Ahmed: Oh, we liad a 'fab' time! How 1 wish you liad come to school today. 
You and your silly 'flu'. 

Task 3 : Imagine, that on your way to school, astranyer ;nks you the way to the Railway 
Station. Write tlie di;~logue hetween you and the 4traiiger. 

Task 4 : Group Composition 

-4 picture is displayed so that tlie whole class call see it. Each group studies it 
and tlien creates a five ininule drana which finishes with the picture. The11 they 
act out tlie dramain front of the whole class. The other groups watch the drama 
and because the same picture 1s referred to, their interest is retained. 

17.4.6 Letters 

All of us write lctters for various reasons. Letters enahle us to communicate with people who 
are away from us. Some of tlie purposes for wliicli we w~ite letters are: to inionn, to invite, to 
enquire, to complain, to coniratualate, to express syinpatliy, etc. Every letter has a writer, a 
reader and a situation. There are two types of letters: a) formal letters are yltten for husiness 
purposes ucually aiiong 4u;lngers; h) informal letters include all correspondence betwcen 
&ends. members ot a family, relatives, etc. 

The iniport;mt parts ol'the letter are: 

The writer's address, date, the receiver's address, salutation, body of tlie lettcr; subscriplion, 
signature and the writer's full natne below the signature. 

'The important parts o P  a11 infonnal letter are: 

The writer's address, date, salutation, body of the letter, subscriplion and signature. 

Now we shall look at solnc interesting task types on lelter writing: 

Task 1 : Letter to a pen friend on a picture post card. 

Date 

Dear Jane, 

My name is Rani, Will you he my pen friend? I am 
ten years old. I study in class V. I have a brother. My 
clad is an engineer and my mum is a teacher. 

I love swimming and cycling. MIS. Jane Gilpin 
7, Mayfield Roatd 

Please write to me ahoul yourself. Bdinhurgli. 
Great Britain 

Your al'l'ectionately, 

Rani 
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Teaching Wrilillg albci Grullllllar This is Rani's first letter to her pen friend Jane. Now write a similar letter to your pen friend. 

Task 2 : Jumhled up letter 

Read this letter from Asha to her mother. Asha is describing her life in the hostel. But the 
paragraphs are jumbled up. Put them in the right order. 

At nilght we have chapatis for dinner and a glass of milk too. We study upto 10 p.m. Then the 
lights have to be switched off. You know how difficult it is for me. 

How many late night movies I used to watch at home'? 

In the hostel four of us share a room. Each has a cot, a table, a desk and an almirah. My 
roommates are Shannila (from Calcutta), Sapna (from Delhl), and Nandita (from Kerala). I 
a n  learning some Bengali and Malayalam too. We sit and chat for a long time in the nights. 
We always do everything together. 

Dear Mom, hope things are fine with you .You had asked me about the hostel. I'm now going 
to bore you to death with my description! 

Can you believe mom, that your clear daughter wakes up at 5 0'- clock in h e  morning? Yes, 
hostel has changed me a lot. No bed coffee till six, but a mad rush for the bathroom. If we 
don'treach the dining hall by e~ght no bre'kfast either! Don't think your daughter is suffering. 
I must tell you about my friends. 

Task 3 : Suresh wrote the following letter to Liis Headmaster. But his Headmaster w a  very 
angry when he read it. Why? Can you help Suresh to correct it? 

My dear headmaster, 

Hope you are fine . I am not feel~ng very h e .  I have fever. Sorry I can't come to school 
today. Please excuse me. Can I take leave for today. 

Task 4 : A letter from Space. 

Yours affectionately, 

Surcsh 

This is a letter from a girl in Mars to her friend K&jesh on earth. 

5 ,  Center Street 
Red Colony 
Mars 

Dear Rajesh, 

Thanks for your letter and photographs. It was lovely to see them. You look so different. 

You wanted to know about me. My full name is Beepantaina. I have red hair and a'green 
face. Do you know I won the first prize in the beauty contest at my school'? 

How do  you manage with two bands? We all have four anns and four eyes - we cat1 look at 
all thk four directions at the same time. We eat a lot of fruits ~uld flowers. We drink o11ly milk. 

We speak Martians. Our songs are beautiful. On New Year's Day we sing and dance tt~oughout 
the day. We also exchange gifts. 

Please write again soon and tell me more about yourhelf. 

With Love, 

BEEPANTAINA 
-" -"- I Check Ymr IJrogrcr~ 

1 Notes : ;1) Write your ans\vera in the pace give11 h t l ( w  

b) Co~np;~re your answers with those given ;I( thc cncl of the unit. 

0 .  'Illink (>I' :!.t 1c;l:;t 5 crj!ttcxts wllich are {.or common For com~nunication in school 
c.g. A t~:;lclier (lj::~~~'::,i~,g 3 cllilcl's progress. 
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7- 
......................................................................................................................... 

Different Types of Writing 

........................................................................................................................... 
1 
1 10. i!?:nliiy : r t  Irabr 5 occ;lsion.s when a p1.1pil h:ls ro write letlcr c.!:. .; Icllcr asking 1'0s 

tc;r>'c. 

........................................................................................................................... ! 

Paragraphs fonn a part of iiny cont~nuous piece ot writing In essays, reports, letters, etc. So 
it is necehsary to teach our pupils to write good paragrapl1.4. What are the characteristics of a 
well-writlcn paragr;~pll? 

a) It ha\ un~ty-Each paragraph deals w~ lh  a specific idea. Generally most paragraphs 
have ;I topic \entente; i.e. tlic sentence which contain.\ the kcy idea ot the pan~graph. 

b) A paragraph is well org:~nised-I1 has a deti~lite plan. 'l'here arc various lypes ok 
paragraph organisation e.g. cxemplitication of an idea, narration, i.e. a lime-sequenced 
organisalion of events; comparisoii - contrast, etc. 

c) A paragraph has coherence-Each sentelice logically follows l'ro~n the previou~ sentence, 
and anticipates tile next sentence. 

When we teacl~ lhe children paragraphlessay writing, we sllould impress upon them these 
 idea^ of un~ty, cohercilce and proper organisations of ideas. 

Task 1 : A1 the elementary slaye we can provide a modcl paragraph and ask the children to 
closely imitate it. 

Kiran has lost his pencil box and he puts up the following notice: 

My pencil box is red ill colour. It has the piclure of Mickey Mouse on i t .  There arc 
two pencils in it. Onc pencil is black and Ihc other is blue. There is i~lso a pink 
eraser in il. There is a Superman sticker inside the box. I i11so kept a two-rupcc 
coin in il. 

Now wrile a paragraph aboul your school hag in the swne way. 
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Teacllirg Writing U I I ~  Gral~l l l~ar Task 2 : In the passage below, two paragraphs are ju~nbled up. Can you separate them? 

Once there lived a cruel wolf in a town. One day a king saw an old man pla~t ing 
smdl mango plants. He asked him, "When will you get any fruit from theseplantv?' 
Saint Francis visited the town and wanted to see the wolf. The king laughed and 
said "You'll die before the trees bear fruit". People told him that he would he 
killed. Rut the saint would not lislen. The old Inan smiled and said "Yes, but 
olhcrs will eat the fruit. Now, I am eating the fruit from the trees which my 
grandfather planted.  IIe went into the forest. When the wolf ran towards him, he 
said "Come here Broll~er Wolf". The king was ashamed. The cruel wolf closed its 
mouth and sat down at his feet. 

Task 3 : Use the following hints to write a paragraph. 

Mohandas Karamchand Gandhi- born 1869 Porbander - Father Kararnchand 
Gandhi - Mother Putli Bai - went to England to study law - worked as lawyer 
in South Africa- C a n e  to India- joined h e  freedom movement - believed in 
Ahimsa and Satyagraha - won freedom for I n d ~ a  in 1947 - always spoke the 
truth - tried a simple life - fonght for Hindu-Mu\l~m unity -killed by (3odse 
in 1947 - rernemhered as Mahatma, Father of thc Nalion. 

Task 4 : Choose any interesting picture from a magazine. Ask the students to write a 
paragraph describing the picture. 

17.4.8 Reports 

-4 rcport dcscrihes an event or an experience. Reports are ol'sevcral kinds: newspaper reports, 
scientific reports or business reports. The following are the salient features of a report. 

1. A rcport is brief and complete. 

2.  It is usually written in the third person. 

3. It includes only relevant details - there are no digressions. It is accurate. 

4. It avoicls emotional overtones. I t  is clear. 

5 .  The ideas are logically arrangetl. 

Task I : 1n;a~iae that y c m + h  editor of the school newsletter 'School Times'.You have 
to report thefndependence Day celebrations. Use the following hlnh and write a 
report. 

15 August 1395 - 7.00 a.m. - all students in white, assembled under the flag post 
-Chief Guest, the Police Comlnissioner arrivcd at 7.30 a.m. - Flag-hoisted - Every- 
one sings flag s ~ n g  - guard ofhonour presented to Ch~ef  Guest by N.C.C. s~udenta 
meeting at the hail - " Duties of youngsters to Mother India" -Vote of thanks 
proposed by the \chool Principle - Tea for all pupils. 

Task 2 : Nitin telephoned Ben but Ben was not at home. His sister Rita picked up the 
phone. The following conversati011 took place between Nitin and R ~ t a .  

Rita : Hello, this is 8265279. 

Nitin : IIello Rita, this is Nitin. Could I speak to Ben? 

Rita : Sorry, he's gone out. Can I take a message for him? 

Nitin : Ycs, please. You see, we were p1;lnning to do combined study at your 
place tonight, but my mother is down with fever and I havc to take her 
to the doctor. Could you tell Ben that I can't come tonlghl'! Say I'm 
extrendy sorry. 

Rita : O.K. I'll explain it to him. 

Nitin : Thank you, Bye. 

Now Rita wrote down a messagc for Ben, reporting her conversation with Nitin. It beyall as 
follow,r: "Your tiiend Nitin rang up to say ............." 

28 
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Task 3 : The students' union met to discuss the farewell party Cor seniors. The followiilg 
items were discussed at Ihe meeting. 

1. Data and 17enue 

2. Budget 

3. Items on the menu 

4. Gifts for seniors 

5. Speeches 

6. Entertainment 

TJsing this outline plan, write a report of the inceting, to be presented to the Principk~l. 

ACTIVITY 

1. Consult any one oC the books in the reference section at the end of the unit (or any other 
textbook on teaching writing) and selecl a task each on p;lragrapll writing, essay writing 
and report writtiig. 

2. Ask each of your pupils to think of any one topic on which they would like to write a 
paragraphiessay. Collect them and inalie a list of the inoat interesting ten. Write why 
they appealed to you. 

................................................................................................................................... 

3. Collect froin newspapers at least 5 reports which you could use in your class. 

17.5 LET US SUM UP 

Writing can be taught; writing should be taught. For this teachers sllould use controlled 
and guided compositions in the primaryiiniddle school and secondary classes. 

We should teach our pupils what is rclevant to their life. 

Collaborative writing techniques helps students to write well. 

We should teach traditional types of writing, c.g. paragraphs, essay,\, letters, reports, etc. 

\Ve should also teach non-traditional types e.g. dairies, fbnn-filling, infonrlation tralbt'er, 
elc. 

Form- filling is a basic writing skill which demands accuracy and develops confidence 
in children. 

The skill of information-&illlsfer helps childreii to study subjects othcr than English too. 

Pictures ofler an inkresting stiinulus to dzvelop various types ot'wrililig skills. 

Writing diaries helps children to express their e~notio~ls freely without worrying too 
~nucll about grammatical accuracy. 

Different Types of Writing 
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Teaching Writilig and Cra~iil~rar pialogues offer an indirect means of training in spoken language. 

Letters, formal and informal, are useful for various purpose in life. kach has a specific 
formal. 

Paragraphs and essays constitute the backbone of all good writing. A good paragraph 
should have unity, coherence and good organisatlon. 

The three major types of reports are: newspaper reporls, sc~entilic rcports and business 
report$. 

KEY WORDS 

Information transfer : a task which requires pupils to change 11011-verbal coinmuillcation 
into verbal communication and vlce-versa. 

Pictvre composition : using plctures as stimuli to develop writing skills. 

Topic sentence : the sentence contaiuing the key idca of a paragraph. 

ANSWERS TO CHECK YOUR PROGRESS 

Students need assistance 111 writiilg In both content and expression m the begiili1iilg 
stages. They also ueed help with organisation and cluster~i~g of idea. Both controlled 
and gu~ded writing tasks help \tudents wlth thesc \k~lls. Students necd not waste lime 
racking their bra~ns for something to wrlte hut can concentrate on the actual writlng 
itself. 

It is being accepted that wrlting i \  a process and a sene\ ot activities ultiinately results 
in thc fit~ished product. Pooling ~deas for content as well as presentation thuc minimises 
the most important problem laccd by the students - lack of content and how to put 
across whatever content they have. Also peer cooperation reduce\, to some extent. the 
problem of innumerable error. 

Appl~cat~on tonn; bus pass fonn; library membership form; details in hluici book; inedical 
inspectioo fonn; etc. 

No speciiic answer. 

The advantage of using pictures: in~t iv~~t ing ,  parlic~pntlng, Iiie-oriented, xcope for 
oblectivc/sub~ective responses, infonnalive. 

Diaries Telegranls 

Personal Impersonal 

Brie1 or long As b~ let a\ pos$lhl~ 

Personal abhreviat~on.\ allowed No personal abbsevialions 

Meant for one's own self Meant for others 

May or may uot be clear to others Should be vcry clear. 

No specific answer. 

No specific answer. 

a) Students and teacher planning a school event. 

b) Teacher asking Lor explanation of misconduct. 

I c) Student seeking permission (for several things). 

d) A parent complaining. 

e) A teacher colnrnendiilg children. 

a) Let Ler requesting pennissioil to do something. 

b) Letler apologismg for misconduct. 250



d) Letter inviting someone to school. 

e) Thank you letters. 

11. No specitic answer. 

17.8 SUGGESTED READINGS 
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UNIT 18 TEACHING STUDY SKILLS 

Structure 

18.1 Introduction 

18.2 Objectives 

16.3 What are Study Skills? 
18.3 1 Gathzring Skllls 

18.3.2 Storage Skills 

18 3.3 Kekievd Skills 

18.4 Why do Students Need Training in Study Skills? 

18.5 Ilow can Study Skills be Developed in Learners? 
18.5 1 Gathe~mg Skillh 

18.5.2 S t o ~ ~ u g  Skllls 

18.5.3 Rctncval Skillb 

18.6 Let Us Suin Ilp 

18.7 KeyWorda 

18.8 Answers to Check Your Progress 

18.1 INTRODUCTION 

Today language is viewed as a 'skill' rather than as 'knowledge'. What does this mean? If 
you want to acquire lu~owledge about any subject, you read hooks or listen to lectures. For 
example, if you wan1 to know about h e  Moghul rule in India, you readhistory books, or you 
listell to talksllectures 011 this topic. Thus you acquire more knowledge. On the other hand, if 
you want to learn singing, you don't read books on singing, you practise singing until you 
attain competence. 'The sane is true of dancing, painting, cycling or swimming. These are 
known as 'skills'. Skills are acquired through practice. Language is also regarded as a skill 
by experts. The more you speak, the inorc fluent you become. The inore you read, the t'aster 
you can read. There a e ,  as you know, four linguistic Lskills : listening, speaking, reading and 
writing. ?'hese four skills have to be mastered by any user of the language. If you want lo 
study auylhing through a language, you have lo inaster what are known as sludy skills. In h e  
next section we shall ~nake ~ ~ 1 1  altempt to define study skills and also look at the various types 
of study skills. 

18.2 OBJECTIVES 

At the end of this unit, you will be able to: 

m define study skills; 

m list the various types of study skills; 

0 explain why study bkills are iinportant 10 learners; and 

m drsign tasks to develop study skills. 

18.3 WHAT ARE STUDY SKILLS '? 

111 very simple tenns, 'study skills' may be defined as skills which help learners to study 
incrrc efl'icicntly. When we t.e;~ch sludy skills to our learners, we achieve two purposes : 
(a) Ilirectly - Wc help the sludelll to increasc hislher knowledge of tlie subject matter, and 
(b) Illdirectly - We inlprove his/her abilily lo learn other subjects independently and at. 
will. In other words, we enable hiinlher to 'le;iru to learn'. 

We must b:: careful lo distinguisli linguistic skills from study skills. Linguisbc skills help 
leanlers to 'cornmunicate'; sludy skills, 011 the other haid, enahle the learners to 'study'; and 
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the process of study involves four operations : perception, comprehension, retention and 
retrieval. In other words ale student should iirst perceive what is relevant to histher needs, 
and select only tliose areas which are important. (S)lie cillinot study everything available in 
cvery book (s)he clui lay liands on. Once (s)lie lias decided on areas significant to liiin/her, 
(s)lie lias to read and understand - or comprehend - Uie material thiiL (s)lie has selectecl, for no 
1e;u-niug can take place without coinpre'liension. What is not undcrstood is not learnl. 
(:omprehension thus consitutes an important stage in the process of 1e:uniiig. I-lowcver, rncre 
comprelleiision does not guarantee mastery 01' Uie subject; for liumiui melnory is so transient, 
that, whi~t is understood, may easily be fogorten, haice Uie Icwier lias to make special 
efforts Lo retain what (s)lie has learnt. Different slucltr~~ts adopt dill'crent means towards 
retetition. Very weak students blindly memorize the whole lesso~l: hrightcr lear~iers, however, 
try to rernernber tlie basic principles in tlie form of short notes. which could be paraphr;rsccl 
later. 7'hc last stage in Ihe learning process i~wolves the retrieval of whaL has bee11 Icarnr. 
When rccluired, for cxample, in the exaniliation hi~ll, tlic learner should be able to retrieve 
all thal (s)lie has lewi t  throughout the year. We shall look at each of tliese sub-skills of study 
in greater detail. 

In the lilerature on study skills, we refer to three major types of study skills corresponding lo 
the four operations in Lhc process of study. 'l'liey are : 

a) Galliering skills (Perception. Comprelicnsion) 

b) Storing skills (Retention) 

c) Retrieval skills (Retrieval) 

18.3.1 Gathering Skills 

These are also known as reference skills and enal,le a leu-iter Lo gather infonni~rion as cluickly 
as possible. This recluires two sub-sGlls: locating and cornprehencling infor~natio~i. 

How do we go about locatin2 the information wc need? Wc should first of all, know tlic 
sources available. e.g. books, journals, etc.; once thc Icar~ier lias idenlilied the sources, (s)he 
should make effective use 01' Ihem. 

A major source of iiiformat~otl, which all educated people keep consulting ofen,  is Ille 
dictionary. We mainly look for meaniogs ol' words in tlie diclionxy. Most students don't 
even know how lo use a dictiooary. Nor are they aware of the fuiid of inli,rmatioii available 
in a dictionary, e.g. pronunciation, gr;unmar, etymology, derivations, etc. In a later section of 
this unit we sllall present several tasks which enable a lealner to exploit the pote~ltial of the 
dictionary for language learning. 

What are thc other sources of information available to a sludcnt? Ilnagiiie that tliere is a 
student ot'cliemisLry who has been asked lo wrlte an assignment on a specific topic. 

FJisIlier lextbook alone will nor be sufficietlt nor can (s)lie afforcl to copy verbatim from the 
same. (S)Iie has to go to tlie library. Here (s)lle should know how to make use 01' library 
catalogues. In the era ofcotnputerisntion loday, (.\)lie sllould know how to gel the infortnation 
from the coniputer. Once (s)lie has located thc rcle\~auit books l'rom tlie libnu-y cnlalogue, (s)lie 
ciin start referring lo them. As il is impossible to read cvery wort1 of cvery hook on the area, 
(s)lie, needs LO be seleclivc. I-Iere (s)he could get some guidance from Uie contents page or 
the index at the back ol' the book. Aiier localing the relcviuit pitgcs, (s)he should cluickly 
skiin th~iough them and perhaps scan only Iliose sections which are rtseful for his/lier 
assignment. Most students roday do not want to go llirough these laborious processes, witli 
rhe result, the xeroxed materials pile up but nothing gels assimilated. The gathering skills 
may be summed up as follows : 

a) Locatiiig inl'onnation - through reference to dictionaries, library catalogues, Tahles of 
Content, Index, etc. 

b) Comprehending information - tiirough mastering the sub-skills of reading, like skim- 
ming, scanning, clc. 

18.3.2 Storage Skills 

As tlie name suggests, htorage skills involve Uie ability to store in fo rm~t ion  for ready 
retrieval and use. You may ask : What is so clil'ficult 'storing' infol~nation? Once we have 
read and understood some inlhnnation, is it nor autotnaticilly stored in tlie memory? I woultl 
say, 'parlly yes'and 'partly no'. What does tliis tnean? We do remember what we readllisten 

Tescl~ing Study Skil!s 
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Teschi~ig Writing and Grnli~lnar to; but not everything. So, most of us hasten to copy down importait facts. If we are not 
properly uainetl, we would waste a lot of time in copying; further, just before the examination, 
when the students revise all the lessons, it would bejust impossible for thein to read through 
hundreds of pages. They should havethe notes in a brief and precise form, ready for quick 
reference. I11 facl, each student adopts hisllier own way of storing information. However, 
(s)he will benefit greatly from a training in storing skills. 

Sloring skills are of two major categories : 

a) Note-taking - wh~cli involves listening to lectures and taking down notes - 1.e. the maln 
and subordinate points. This is a skill every student lieedb to master. In fact, slnce slu- 
dcnts have not mastered this skill adequately, we teachers are forced to resort to dictat- 
ing notes after we have finished lecturing on a topic. 

b) Note-making is very similar to note-taking, except for the fact that note-making in- 
velves reading books and making notes, whereas note-taking involves listening to a 
lecture aid taking down notes. Note-making is a more leisurely activity. 

Both the skills above, may be divided into the following sub-skills. 

i) Comprehension of the textllecture 

ii) Identification of the main points 
... 
I:]) Distinguishing main factors from subordinate ones 

iv)  Deciding on the order of pr~ority among the viuious points 

v) Indeiilifying the organisation of points 

vi), Organising the points into a visual display 

Note-makmg and note-takicg are meant only for the student's private use, hence (s)lie is free 
to use any abbreviation, symbol, etc., alttiougli it would be a good idea to tell the students 
about certain reduction devices. 

18.3.3 Retrieval Skills 

While writing an exanination, or participating in a conference or seminar, students need to 
summarive their ideas in a coherent form, so that their readers can understand them. Or 
sometirneb they have to prepare a research abstract based on their reading. 

The student w ~ l l  of course base their summary or abstract on the notes they had prepared 
earlier. Tht: length of a summary may vary deperiding 011 the purpose for which it 1s mtended. 
General1 y the preci4 i.1 t\t: t.rarn~nation papers is requiretl to be one-third of the ong~nal; but 
all summaries necd not be an. 

Summarising is 1.1ot an eaercist: to be learnt for use in tlie classrooln alone; it has relevance for 
life. We can summarise articles, chapters and even books for future reference. If you are a 
secretary, your bess may ask you to present the gist of a document. A newspaper reporter's 
job is to sum~narise speeches and reports. Scientists and researchers read abstracts of 
important bookstpapers to keep themselves uptodate aid save time as well. A good summary 
requires several skills on the part of the learner: reading, comprehension, analysis, judgenicnt. 
clarity, brevity, etc., 

Check lirt~r Pn~grrss 1 
I I I Notes : ;I) Wrltc your .ai\\rer\ ai lllc sp:~cc g ~ v e ~ i  heloiv. I 
I I;) Cnmp:~;c you1 :tn$wcrs bvitlr tilow glveii at I he elirl ol the u!;rt. I 

............................................................................................................................ I 
I 2. L L ' I I ~ I I  are t11c 1n:~ji)r S:II~.~;; skills'' I 
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T c a c b i ~ ~ g  Study. Skills 

WHY DO STUDENTS NEED TRAINING IN STUDY 
SKILLS ? 

Students have two types of goals: tile short-te~m goill ih to pass thc examination. The long- 
term goal, on the other hancl. is to prepare for lifc; in other words, the s~!cond goal extecds 
beyond examinations. I11 orcler to achievc hot11 these goals they have to know how to study. 
Hence the importance o f  study skills. 

It is a sad reflection on our eclucation system that our Icanlers do not know the study skills 
even in relation to their mother tongue. They do uot know how to locate information or 
make notes even when they refer to books in tile vernacular. Very often, the English teacher 
tells them what study skills are, as well as, how to develop hem.  By training them in study 
skills, the teacher indirectly helps them to study tllcir other suljects also more efiiciently. 

Many teachers argue that there is no need to focus on study skills or give special training in 
this area. Conscious te;~ching of study skills is not necessary. They say : "Most of us 1e;lrnt 
our study skills unconsciously. No one taught 11s how to make notes. We learnt it on our own; 
similarly our learners will idso 'pick up' these skills. There is no need to 'waste' precious 
class time on such trivialities". 

There are two basic f a w s  in this argument. Firstly, we know l'rom experience that ]nost 
students do not lean1 study skills on their own. Eve11 when they join the undergraduate 
course, they do not k11ow how to make notes or how to write a summary. They lift words at 
random and string them together and call it a precis. '['he co~lcept of note-~naking is totally 
strange to them. 

Secondly, even learners who call learn these skills on their own, might take a long timc 
doing so. In the absence oi' guidance, they havt to adopr Ihe 'trii~l and error' mclliod to 
develop these skills. It', o n  the other hand, they are given some Iraini~lg, they will learn these 
cluickly; this, in turn? will accelerate their pace 01' learning Llle other sub.jects as well. Instead 
of regarding the tiinc spent on developing study skills as a wastc of time, it is necessary to 
regard it as a wise investment. 

Study sk~l ls  are needed at all levels. Even ch~ldren at the prlmary lrvel need them. For 
example, Identifying the moral of a story is a \tudy skill. Locating answers to que~tions I \  

another study skill. As students go to higher classes the nature oCstudy skills becomesmore 
complex. 

35 
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Tearhl~~g Writing aud Grslumnr 1,earning lo leanl, aw we pointed out earlier, is more important, than learning per se. 

Why shot~ld study skilk tbr~n a part of the English curriculum? 

Evan those who slrongly advocate the introduction of' study skills as an integral part of 
school education, suggest that the teachers of various subiects should undertake the 
responsibility of developing study skills in their learners. ' b o  major reasons are offered in 
support of this view : 

a) Study skills help learners to study their subjects better. 

h) The English teacher is not a master of all the subjects and hence may find it difficult to 
deal w~th subjects like Physics, Economics, etc. 

While we admit the valid~ty of both these reasons, we would still argue for the inclusio~l of 
study skills in the English curriculum for the following reasons. The attitude towards the 
nature of the English to be taught in schools and colleges has undergone a sea change in 
recent years. Teaching of English literature, though it has its value, is no more regarded as 
the $rimary aim of Geileral English courses. English is now rcg.aded as a service language 
or a tool, which enables learners to acquire mastery in other subjects. Hence there is an 
urgent need to relatc the teaching of English to the teaching of other subjects. 

Of cr)ursc=Che English teacher cannot master all the subject\; and (s)he need not. It IS enough 
it (s)lle is hie to steer lhe middle course between literature and other hubleclh as far as the 
content goes. The English teacher is not expected to teach the sr~biecL\; hut only the strategies 
to sL11dy Ihcm. This becomes teasible at the secondary school level, where most Engl~sh 
teachers also hmdlc subjects like Sciencc, I-Iistory, etc. . 
ACI"nTl'Y 

1. How would you convince the Secondary School Board of Studies to include study 
skills in the English curriculum? 

2. Select any six students two each from bright, average and weak categories, and conduct 
an experi~nent to identify their relative mastery over study skills in 1,1 and English. 

................................................................................................................................... 

3. Interview colleagues who teach subjects other t l ~ m  English and fiild out 

a) if they trail1 their students in study skills; 

b) 2und if so, 110w they go about it. 
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18.5 HOW CAN STUDY SKILLS BE DEVELOPED IN 
LEARNERS ? 

In this sqction we propose to present simple taskslexperiences which may he used to develop 
the various study skills iu our leanlerh. 

18.5.1 Gathering Skills 

a) Using a Dictionary 

Task 1 

Arrange the words in each lisl below in the correcl alphahe~ical order 

question separate prayer 

person sanc lion primary 

ancient ' '- sublime proficient 

doubtful stately practice 

handsome space prude11 t 

troubleso~ne smooth 

Task 2 

presentation 

If you want to refer to the dictionary for thc lneaning of the following phrases, under which 
word will you look them up? 

(e.g.) to pull on, pull 

1. at the end of 6. on account of 

2. put of place 7. to sail through 

3. break out 8. bum the midnight oil 

4. turn down 9. look down upon 

5. in spite of 10. make both ends meet 

Task 3 

Look up the ibllowing words in your dictionary and find the four different kinds of information 
about each word. 

(Note : All these words have more than one meaning). 

i) Parts of speech (Noun, Verb, Adjective, etc.) 

ii) Inflected forms (Tenses of verbs, plurals of nou~ls, degree of comparison, etc.) 

I iii) Pronunciation 
* ,  

I iv) Meaning 

) e.g. book - Noun, Plural - books ; Pronunciation -/buW 

a) bear 

c) lead 

d) tire 

Many different types of exercises are possible on the use of the dictionary.You could design 
many more such tasks on your own, relating to what you are teaching your leanlers at the 
mom en^. 

Temchh~g Stutly Skills 
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Tcaclrirrg Writing and Gralnmer 13) Using the Library 

The following is a part 01' the Index laken from a book. What illfornation do you get Krom tht: 
book '1 

i) 1. Abbreviations - 76 

2. Collocluial expressions - 25-27,48,92 . 

3. ldiomatic usage - 43- 46,57, 85 

4. Pronunciation - 15-20,37,90 

5. Reported speech - 35-38,52,79 

6. Wordorder - 53-57,68,87, 98 

ii) Where would you Cind inforination related to the lollowing? stress; short fonns: slang. 

iii) YOU wait to find out what is wrong with (he following sentences. Where could you 
possihly find the infonn:~tion? 

1. The Minister gave to each of his friends on his birthday an expensive gift. 

2. IIe asked me where are you wrong. 

3. 1 read in the newspapers that he has kicked the bucket. 

18.5.2 Storing Skills 

a) Note-Making 

Kead the following passage, then fill in the notes below : 

Upto the end of the c~ghleenth century, small-pox was a part~cularly dreaded d~sease, 
no1 only l~ecause it was often iatal but also because thoac who recovered were perrna- 
nently di\figured. A very large proportion of the population bore the ~iiarks 01 alnall- 
pox on their faces. 

I In the seventeenth century. people in Turkey began to inject themselves deliberately 
with mild forms of small-pox with the hope of making themselves immune to severe 
attacks. So~netilnes they developed a light iiifectioii as a reaction; sometimes they suf- 
fered the very disfigurement or death they had sough1 to avoid. I t  was a risky business,, 
but people were willing lo risk the horror in order to escape from it. 

Certain countryfolk in England believed h a t  a case ol cow-pbx, il disease that attacked 
cows and sometimes people, would make a person llnlnune to both cow-pox and small- 
pox. An English doclor, Edward Jenner, decided that lhere might be some truth in this 
'folk' superstition. Milkmaids, he noticed, were paucularly prune not to he pockmarked 
by small-pox. 

Very cautiously Dr. Jenner began lu lest this notion. In 1796, hc decided to make the 
supreme test. 

Now fill in the blanks in the notes below : 

1. Small-pox-a dreaded disease till the end uf the 18th century. 

Reasons : 

.............................................................. b) 

2. Attempts to concluer small-pox -Turkey- 17th ccntury - Risky method - Injectmg 
mild fonns of small-pox. 

Results : 
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Task 2 

Read the following passage on 'Insects'. then fill in l l~c  noks in Ihe oulline given 
below. 

-. 
lnsects are sn~all creatures having six legs, no backbone and a hody divided into three 
pasts. They ase the most plentiful of all livinz creatures. I;rorn m:~n's point of view. 
insects can be divided inlo two main kinds : those insects which are useful to rnan and 
those which ;xe merely interesting or heauliful. 

Bees and silkwonns are exa~nples of useful insects. Bees collect honey and produce 
wax from flowers which we can use. Silkwornls supply us with tine, strong silk. These 
insects provide man food and clothing. 

Locusts and mosquitoes, on the other hand, are h;u~nful lo man. Locusts will eat all 
growing planls and every year lrees and crops :re destroyed by thcse llungry creatures. 
Moscluitoes, on the other hand, are harmful to man. 'losquitoes pass the dangerous 
disease of malaria from person to person, and every year millions of people becoine ill 
and even die because of the activities of mosquilocs, which are a great danger to health. 

There art: solne insec~s which kue no1 directly usel'ul or hannful Lo man, bul :re inleresl- 
ing and heautilul. Examples 01. such insects are colourl'ul hulterllies, pretly litlle lady- 
birds and lluttering molhs. 

a) useful - example - (i) bee (honey) 

b) ......................................... .............................. (1) 

(ii) 

c) ............................................................................. (i) 
(ii) 

(iii) 
Task 3 

Notes may also be rnade diagriun~natically. Read the passage below : 

A studenl can ;lccluire inh)nnaLion in scvenil ways. His texhcrs give .Icclures, conduct 
tutorials and issue handouts. l-Le can read lihrilry hooks, lislen to lhe radio or watch the 
1'V and thus learn froin otller experts. He can gel inl'o~~nalion frwn fellow sludents through 
seininars or infonnal conversation. IIe call also lemm from himscll' by thinking about 

i his subject when he is alone. 

I Now till in the diagram below : 

Acquiring Information 

I 
(Adapted tiom Michael J. Wallace (1 980) : Stuciv Skill v r r i  English. Cam hridge Universily 
Press, (Imnbridge. 
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Tlie diagra~n~natic prese~itation of notes as seen in the task above, is also known as 
diagramming. Diagrarns are of various types : trees, pie charts. histograms, graphs, tables, etc. 
Such visual display can be grasped quickly and also facilitates retention. In most disciplines, 
writers ksort to such diagrammatic or visual presentalion. e.g., labelling of the digestive 
system or genealogy of a king, etc. 

'Information Transfer' lneans the restatement of verbal infonnation in lion-verbal forni or 
vice-versa. 

Read the following paragraph and coinplete the table given below : 

'rlie li+j+ns and the llavids are very good friends. They have a m6nthiy in come of Rs. 7,000 
and Rs. .5,000 respectively. The Raja~is buy inilk for Rs. 7001- whereas the Davids spend only 
Rs. 500 on milk. The Rajans, being vegetariuis spaid Rs. 200 more'on vegetables than the 
Davids, who spend Rs. 200 on vegetables and Rs. 150 on meat. The provision bill for the 
Davids conics to Rs. 700 per montli whereas tlie Rajans spend Rs. 200 inore on the same. Since 
Mr. and Mrs. David are both working, tliey have little time to prepart: snacks at home. Helice 
they buy bakery for Rs. 200 every month. The Rajans spend only Rs. 100 for the bakery. They 
both buy fruits for Rs. 200 every montli. 

Items The Raja~is (Rs. 7000) The Davids (Rs. 5000) 

I.  Milk Rs. 700 Rs. 500 

Task 2 

The following pie chart represents the budgel of the family of Mr. lqbal. Study it carefully and 
rewrite it in the fonn of a paragraph. 

I .  Food 40 "%, 5. Transport 8% 

2. Education 14% 6. Recreation 8 % 

3. Clotl~es 14% 7. Savings 5% 

4. El$ctricity 8% 8. Rent , 3% 260



Task 3 

Given below is Che lloor plan of a deluxe rooin 111 Hotel Bombay International. Write a 
paragraph describing the room. 

al 
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18.5.3 Retrieval Skills ... 

Summarising is the major retrieval skill. Once a student has inastered the skill of note-making, 
suminarizing becomes easy. In addition to identifying the main and subordinate points in a 
text, and their inanner of organisation, summarising requires a learner to write a coherent, 
logical piece of discourse in the fonn of a continuous paragraph. The length of the suinmary 
may vary according to tlle purpose for which it is written.'Generally a summary needs to be 
comprehensive but precise. It should include the major relevant points but should not add 
any extra points not included in the text. 

There is a more detailed discussion of summarising in the units on Writing. 

Task 1 

Refer lo 7hsk 1 on note-making in 16.4.2. Based on the notes you have prepared, write a 
summary of the pahsage not exceeding 100 words. 

Task 2 

Based on Task 3 on note-making in 16.4.2, write a brief abstract in about 50 words to be 
included in the guidebook for students. 

Task 3 

Read the Editorial of today's newspaper and suminarise it in about 100 words, to be put upon 
the school News Bulletin board today. 

ACTIVITY 

4. Prepare a task on each of the study skills discussed in this section, viz. Reference skills. 
Note-making, lliagramining and Suminarising. Try to relate each of them to a subject 
that your students study e.g. Science, History, etc. 

Tendling Stucly Slrill~ 
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Teacl~il~g Writing and Grammar 5. Look through lhe tasks in the above section agalll carefully. Could you identify some 
basic principles of designing tasks to develop study skills in your lem~ers? 

18.6 LET US SUM UP 

Language is skill, 11ot knowledge. 

Skills are acquired through practice. 

Study skills are different from the four linguistic skills of Listening. Speaking, Reading 
and Writing. Study skills enable lew~ers  to study Inore efficiently. 

The process of study involves four operations : perception, comprehension, retention 
mld retrieval. 

There are three study skills corresponding to the'four operations, namely, Gathering 
skills, Slorage skills alid Retrieval skills. 

Gathering skills help lemers to locate and coinprehend sources of information, e.g. 
use of a dictionary, skimming, scanning, etc. 

Storage skills enable lem~ers to store information for ready retrieval and use, e.g. Note- 
making, Note-taking, Diagramming. 

Retrieval skills help learners to retrieve information when they need it, e.g. suminaris- 
ing. 

Students necd training in study skills. 

'The English teacher is the best person to develop study skills in learners. 

Study skills may be developed through tasks which requlre a problein-solving ap- 
proach. 

- - 

18.7 KEY WORDS 

Gathering skills : skills useful for gathering nlformation. 

Information transfer : transfer lilformation from verbal to non-verbal medium or 
vice-versa. 

Linguistic skills : the four skills of Ilstening, speaking, readillg and writing 
FSRW). 

Learner training : enabling learners lo learn on their own. 

Note-taking : l~stening to a lecture and taking down important points. 

Note-making : referring to a wrilten text and taking down mportant points. 

Retrieval skills : slcllls used for retrieving the Information thal has been stored. 

Study skills : skills which enable a learner to study more efficiently. 

Storing skills : skills useful for storing the ~nforination. 

Sumarising : identify lng the gist of a text. 
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18.8 ANSWERS TO CHECK YOUR PROGRESS 
Teaching Stucly Skills 

1. 'Skill' is a special ability to do soinethmg. gained through practice. Knowledge refers 
to the information one has gained through learning. 

2. The major study skills are of three categories : gathering skills, storing skills and 
relrieval skills. 

3. Notc-laking is related to oral communicalion and note-making 10 wr~ling. 

4. A summary saves tllne for the reader. 

5. Sk~lls required lhr writing summary : 

Comprehension : ability to identify major and ~ninor points; ability to recognize the 
hierarchy of ideas in a text; ability to write a coherent piece of discourse. 
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UNIT 19 TEACHING GRAMMAR: NEW 
TYPE ACTIVITIES AND GAMES 

Structure 

19.1 Introduction 

19.2 Objectives 

19.3 Advantages of Grammar Ganes 

19.4 Grmntnar Games 

19.5 Granlmar Practice Activities 

10.6 Guidelines for Using Grammar Games/Crmmar Practice Activities 

19.7 Types of Grammar Garnes 

10.8 l'e:lching Grammar liules 

19.9 Let Us Sum Up 

19.10 A~rswers to Check Your Progress 

19.1 1 Suggested Readings 

19.0 INTRODUCTION 

Most of us do not have very pleasant memories of granmar classes during our school days. 
Except for the few gifted grammar 'whiz kids' who revelled in grammar, the average students 
generally used to dread, if not hate granmar. Perhaps this is due to the traditional approach 
to teaching grammar. The general pattell1 was to present the rules of grammar first, i'ollowed 
by a number of exercises which were inechau1ical and monotonous. Furtlner, even if the 
students were able to do all the exercises correctly, there was no guarantee that they would 
be able to read and wrlte English well solely based on their mastery of grammar. 

111 other 4ords we can say that the emphasis was 011 teaching of formal gr~ninar.Forma1 
gramnu-  refers Lo theoritical grruntnar in which d l  the gwninatical rules are taught irrespective 
of the hct  whether they are of wider application or not. Emphasis is laid on leatrnmg definitions 
and in accluiring lerminology. 

Recently LL~ere has been a lot ot'rethinki~ig on Leaching of grxnmar and the strcss is more on 
functional glkuninar. I1 is the study of that portion ot grammar wwh~ch helps Lhe learner to 
speak and wrlte correct English. Although certain grlunmau areas like tenses, numbers etc. 
are taughl,, the emphasis is 011 helping the leanler to accjuire the language inc~dentally by 
~~nitatioil t)r consciously by observatioil and deduction. Specially in the early stages, no 
attempt is made to teach the learners rulcs or definitions of grammar. 

While no o~ic denies the in~portance of teaching grammar wllilc Uying to teach the language, 
the fact remains that language is better learnt through its use than through leanling rules of 
gmnrmi~ar. 

Hence 111 the primary or elementary stages, the students inay he asked to do an ~nformation 
gap aclivihy or read a text where new grammar is introduced and pract~sed, but the students' 
attention is drawn to the aclivity and not to the grammar. Ciraminar teaching is thus covert 
and nor overt. Changes have been introduced with specific reference to two major issues: 

h) inakiilg grmnlnar help lcanlcrs lo read and write better. 

I11 this unit wc will study how Gr~unmar Gamcs (GGs) and Grammar Practice Activities 
(GPAs) can helps stude~~ts it) leanling a language. Lct us then understand what the tenns 
Grammar Games (GGs) and Grammar Practice Activities (GPAs) mean. 

I Grainmar Games (GGs) 

Grlunlnar games are similar to play-way methods of teaching. Practice in important areas of 

1 4 . 4  
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grammar is provided through games. So while studeuts think they are just playing a game, in Teacl~ing Grammar: 

fact they are unconsciously getting practice i n  a particular grammatical structure. New Type Activities and Games 

Grammar Practice Activities (GPAs) 

Grammar Practice Activities, as the term implies, provide practice in grammar. The practice 
is made interesting and not mechaiical like traditional exercises. Further these activities provide 
opportuiiities for learners to use language for communication. As Earl Stevick cautions us, 
"Though a student may repeat over kund over the i'onns of the language, in doiny so he may 
not be using the language". 

The GGs and GPAs help learners to engage in active language use - while lean~ers are producing 
structure which they should practise, they are at the s ane  time actively involved in 
communication. They listen, speak, understand and interpret. This improves their 
communicative competence. 

19.2 OBJECTIVES 

In this unit we shall learirn the following: 

a what are gramlnar games (GGs) and graminar practice activities (GPAs)? 

a the usefuli~ess of GGs and GPAs in the ESL classroom; 

a some GGs and GPAs and how to organise them. 

19.3 ADVANTAGES OF GRAMMAR GAMES 

1. Games help to motivate learners and sustain their interest. 

As we pointed out earlier, grammar is serious study and requires hard work. Granina  
exercises, though useful, ]nay become mechanical and prevent learners from becoining 
actively involved. But the spirit of competition generated by a game can make them 
participate enthusiastically. hi fact they master language structures, without being aware 
of the fact they are doing so. As modem language experts say, language is best lean~t  
when the focus is not on language, but on meaning. 

2. Games helps the teacher to create contexts in which the language is useful andmeaningful. 

While playing the gane it is l~ecessary for learners to listen to and understand what 
others say and also speak. In other words, games provide meaningful practice in real life 
contexts. By making the language convey information and opinion, games provide the 
key feature of 'drill' with the opportunity to understand the working of language as 
living communication. The 'quality' of the practice provided by these games is much 
richer than the amount or 'quantity' of practice provided by lraditional grammarexercises. 

3. Games provide practice in all the four skills: reading, writing, listening and speaking. 

4. Games are useful in all the stages of teachinglleaming sequence - that is presentation, 
practice , re-combination and free use of language. They can also be designed to suit 
various levels: primary, secondary or tertiary. 

5.  Games also have a diagnostic role: while the studerlts play the games, the teacher could 
quietly observe the students' perfonnance and identify their strengths and weaknesses. 
This feedback can prove very valuable to teachers for further planning of their teachjhg. 

6. Games provide situations of genuine infor~nation g'aplopinion gap. What is infoAation 
gap? We speak or write because we want to pass on information or convey an opinion 
which the listener might be interested in. If the listener is familiar with the information 
or is of the same opinion, there is no gap and (s)he will probably switch off. The 
information may seem terribly obvious. In many language classes, there is no information 
gap at all and opinions are rarely asked for. When the teacher asks the student, for 
instance, "Where is the book'?" the student knows that the teacher knows the answer ! 
The teacher is more interested in the form than the content of what the learner says. In 
grammar games, on the other hand, there is a1 ways a genuine infonnationlopinion gap. 
This makes the game more interesting and life-like. 
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19.4 GRAMMAR GAMES 

In tliis section we shall present to you a few grammar games. 

Game 1: What am I doing'? 

Level: Secondary 

Grammar: Present Continuous Tense. 

Procedure: Write a number of statements which describe different interesting actions, on 
different slips of paper. For example: 

1. You are trying to keep awake in a boring class. 

2. You are eating noodles witli a fork. 

3. You are trying to get change from your pocket in a crowded bus. 

4. You are trying to thread a needle while travelling in an autorickshaw. 

5.  You are trying to switch off an alarm clock, lying in bed in the dark. 

Now ask students to volunteer each time to pick up a slip and act out the command. Ask the 
class to guess what action is being performed. In their attempts to guess they would come out 
with a number of sentences in tlie present coi~tinuous tense. R e ~ a t  this with another volunteer. 
This will giw'e your learners agreat deal of practice in tl~e use of the present continuous tense. 
Compare this with a traditiol~al exercise. 

Change the verbs in the following sentences into the present continuous tense: 

1. Ram climbs the mountain. 
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2. I walk to school. 

3. You write on $e blackhoard. 

Terchlng Granimar: 
New Type Activities and Games 

Game: Noughts and Crosses 

Level: Sccolldary 

Grammar: Conjuc tions 

Procednre: Most of your students should bc familiar with the game of noughts and crosses 
and the same rules apply, except that there are words instead of noughts and crosses. Draw 
the followi!ig 011 rlie blackboard. 

either.. .or 

though neither ... nor 

since because 

Divide the class Into two goups. The first group should choose one of the words and construct 
a sentence with it, for example; 

I like bananas but hate apples. 

Now the second group should choose another word and make a sentence. They should be 
careibl in the selection of words so that they will the game and not allow the other group to 
win. That is, they sho111d select words across a row, down a column, or diagonally. This Sane 
can be adapted to apply to any granmatical area, e.g., parts of speech, prepositions, 
conditionals. 

(Adapted licxn Rinvolucri M.) 

Game 3: Tomatoes are red. 

Leviel: Secondary 

Grammar: ITse of simple present tense for habitual actions. 

Procedure: Divide the students into groups of live. Ask each group to think of a$ tnany 
sentences as possihle describing universal truths. Give a few sample sentences e.g. 

Tlie sun rises in the east. 

Honey is sweet. 

Tomatoes are red. 

Give a time liinit of 10 minutes. Tlie group that comes out wtth the maximum nurnher of 
gra~nmatically correct sentences wlll be declx.ed the winner. You could make the game inore 
challenging hy ahking the learners, 

a) to write sentences relattng to one particular context, 

b) to use a different verb each time. 

Gaine 4 : Tbc burglary 

Level: Secondary 

Grammar: Passive Voice. 

Procedure: Tell the children that a burglary had taken place iii Mr. Gupta's house wlle~i he 
was on a holiday. When Ciupta came back lie was shocked to find the following: 

The windows were broken. 

The safe had beell opened. 

Now ask the leatiers to write ten more sentences about the burglary. This would provide a 
natural context for tlie usc of the passive voice. You could inake the task inore interestilly if 
you would give tliem a picture of tlie room after the burglary. 
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Tenching Writing and Grammar AcTMTY 

1.  Given below are two exercaes. Compare them with the grammar games presented above 
and discuss the relative merits of each: 

Exercise (i): Fill in the bliulkh with the appropriate coi?junctions: 

1. Ran studied hard ........ he faled. 

2. ........ 1 am angry, 1 will not punish you. 

3. He was late ......... he missed the bus. 

4. .......y ou don't come by 0, we will leave the place. 

5. ............y ou sow, so you reap. 

Exercise (ii): Change the tbllowi~~g sentences into Passive Voice. 

1. Rama killed Ravana. 

2. John ate the apples. 

3. Susan rang the bell. 

4. 1 drank the coffee. 

5. lie tauyhtme English. 

19.5 GRAMMAR PRACTICE ACTIVITIES 

a) Level: Secondary 

Grammar: Present Perfect (Passive). 

Draw two pictures of a classroom. In the first one put a number of things in ;I state of 
disorder. e.g. Children all over the place, furniture messy, blackboard dirty, papers 
strewn all over, etc. In the second picture present a tidy, well organized cliusroom. Now 
ask the students to identify the changes that have taken place. 

(e.g.) The blackboard has been cleaned. 

The children have returned to their places. 

The floor has been swept., etc. 

This provides a natural context for the use of the Present Perfect and the Passive form of 
, the same. 

b) ' Level: Secondary 

Grammar: Gerunds as object. 

Procedure: Think of your last birthday. Tell us all that you remember about it. 

getting up very eirly. 

(e.g.) l remember wearing a ncw dress. 

distributing sweets to my friends. 

This will encourage students to use gerunds as ob.jects in a continuous discourse in a 
iiatural context. 

c) Level: Secondary 

Grammar: Articles and Prepositions. 

Procedure: Think of a number of telegraphic messages. Ask the students to expand 
thein Into complete statements. This will require them to insert articles and prepositions 
wherever necessary. 

e.g. Exam postponed. Cancel ticket. 
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The examinations have been postponed. I-Ience the licket you have booked for my Teaching Grinonar: 

return niay be cancc!led. New Type Activities and Games 

e.g. Arriving Madras Second G.T. Meet Station. 

I a n  miviug in Madras 011 the second of this month by the G.T. Express. Please meet me 
at the sb t~ou.  

f Iil fact the exercise could be adapted for other areas of grammar as well, e.g. Conjuctions. 

d) Level: Secondary 

Grammar: Future SiinplcReported Speech. 

Procedure: Divide the students into groups. Ask them to choose one of the group 
members Lo be the fortune-lellcr. He should sit apart while the other members of the 
group go to him olie by oue with questious like, "Whal will be my career?", "When will 
I get inarried!", "Will 1 become faunouh ?" etc. They should note down hislher answers 
and come back to report thein to the whole group. 

e.g. He said that 1 would become a Professor of English. 

He said tllal 1 would get inarried at the age of twenty-eight, etc. 

ACTIVITY 

2. Try out my  one of (he gaineslactivilies presented above. Carefully observe the reactions 
of the sludenth. 'J'hen wrlte down how their reactions diiyer i io~n their response to 
traditional exercihes. 

3 .  Choose any area of grammar and prepare a g;une/activity :o teach it. You could use 
popular advcrtiseinents shown over TV. 

19.6 GUIDELINES FOR USING GRAMNIAR GAMES1 
GRAMMAR PRACTICE ACTIVITIES 

a) To begin with, when leuners are not f:unilix with the new approach, ganes could be 
used to suppleinelit the inain course. Later, as teachers and learners acquire greater 
fiuniliarity, gaunes may he used as substitute for parts of the course. 

b) We must remember to choose ;I gaine appropriate to the level of the learner. The 
instructions should be clear. We may also use the mother tongue to explain the rules of 
the games, if necessary. 

c) At the begin~iing all learners may not participate eilthusiastically. Soine inay feel shy 
and inhibited. Do not compel thein to participate. A time will come when they are willing 
to participate. 

d) 'The teacher should be alert and note when 1ex:lers beg111 lo get tired ofa  game. Ar this 
atage, ahe should stop and chru~ge oler to allother activity. Otherwise there is the 
dmgzr that learners may develop graminar game fatigue. 
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Teachi~ig Writiag and G r a ~ ~ i ~ i i o r  e) 111 the course of playing a game, learners are sure to make mistakes. However the teacher 
should riot stop the game 1t1 order to correct the in~stakes. @)he sliould quietly note 
down the mistakes witliout iiilerruptiiig the game, and lake lhe~n up tor discussion later. 

1) Grammar games could be used in three ways: 

i) before preseiitii~g a structure - to diagnose learner's knowledge, 

ii) after presenting a structure - as feedback to find out liow much learning has 
taken place, 

iii) as revision. 

Notes : a) W l  l[c youl ;ilisucrs 111 ~ l i c  >pace glvc~l hcloit 

I?) ..................................................................................................................... 

19.7 TYPES OF GRAMMAR GAMES 

IZinvolucri (1984) divides gatnes into four types: 

a) Competitive Games: This include traditional giunes l~ke  "noughts and crosae~", "snakes 
and ladder", "double or cluits", ctc., which have been adapted lo highlight a specific 

-. . grammar point. Here students are asked to think consc~ously about grammar. These 
g+mes pose a cognitive challenge. 

b) Collaborative Games: In accordance with the huina~iistic approach, thesc grunes require 
Warm cooperation among students ratlier ha11 coinpet~tion. The teacher generally 
reinains in the background and plays the role of a facilitator. 

c) Alvareness Activities: Here the htudeiili engage in activ~lies which require them to 
tllink and feel about human relationsliips e.g. their chilclliood, friends, etc. li~directly 
they practise grammar. 'Tile students' focus is on what they arc saying, not on the fonn 
they iue using. On the other hand, the teacher's job is to control the structures. I 50 
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d) Grammar though Drama: During these activities, students are active, they practise Teaclii~ig Grammar: 

grammar through movement; when students art: shouting or disinterested these games New Type ~ctivit ies and Gallies 

are ideal. Or when you have a set of lively youngsters with a lot of energy to expend, 
this is the best way of channelising it. 

Given below is a sample for each type: 

a) Competitive Games 

Game: Find Who 

Level: Secondary 

Grammar: Simple Past - ActiveIPassive 

Give each student the following sheet, which they have to complete by locating the 
appropriate person from anon:: themselves. Find a person, who, when aged between 3 
and 10. 

a) rode a bike 

b) bit his father 

c) broke his leg 

d) had chickenpox 

e) fought with other children 

D slept in the afternoons 

g) was spanked for stealing sweets 

h) was often inade to stand in the corner 

i) was forced to drink milk. 

Now the students must go around and find various people to whom these things 
happened. They should then write the name of the person on their sheet. Make sure 
that for each item they enter a different name. The winner is the person who gets the 
most names soonest. 

(Adopted from Rinvolucri) 

b) Collaborative Games 

Game: Sentence Collage 

Level: Any 

Grammar: World Order 

Take a long sentence for example, Look dad, if you let me have my dress inade the way 
I want, I'll have it done by your tailor. 

Put each word on a separate slip of paper. Divide the class into groups of seven. Give 
each group a complete set of words. Ask them to form a sentence into which all the 
sentences lit grammatically uid intelligibly. They may come out with different sentence, 
which is fine. 

(Adopted from Rinvolucri) 

c) Awareness Activities 

Game: True Names and False Professions 

Level: Primary 

Grammar: Sentences with linking verb; vocabulary (professions) . 

Organise the students into groups of tifteen. First give your real name w d  a false 
profession, beginning with the tirst letter of your name, e.g. I am Peter the painter. 

Now ask the student next to you to repeat your name and profession and then add his 
own. 

(e.g.) He is Peter the Painter. I am Tina the Tailor, etc. The last person will have quite a 
few natnes and professions to remember! 

(Frank & Rinvolucri) 
5 1 
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Tencl~il~g Writing nlld Grn11111lar d) Grammar through Drama 

Game: One idea at a time 

Level: PrimaryISecondary 

Grammar: Adjectives 

Ask a learner to volunteer. (S)he sl~ould think of an adjective and iriime il. Others 
should lry to guess what (s)he is miming. An example is provided. 

Learner 1 : Are you tired? 

Mimer : (Shakes head) 

Leanier 2 : Areyoulazy? 

Milner : (Shakes head) 

Learner 3 : Are you bored? 

Milner : (Nodshead) 

(Wright et. al.) 

ACrWlTY 

4. Think of any popular game you have enjoyed playing. Can you adapt it to teach any 
specific area of grammar? 

19.8 TEACHING GRANIMAR RULES 
,L'l ' 

A1 some poinl, specially in higher classes, i.e. secondary or senior secondary, you may have 
to teaclr gruninar rules and provide detailed explanations to enable learners to avoid pitfalls 
of incorrect expression and to secure reasonable accuracy. FIow would you go about oigmisiiig 
such granmar lessons? 

In a traditional grainmar classrooin (refer to the first paragraph in the introduction) a teachcr 
announced the grammar itein that would be taught, gave the definition, the rules related to 
the particular ileln and then usually followed it up with an exercise where the itzni taught 
was practised. The learners 011 Llieir part were expected lo learn the rules and definitions by 
heart add apply them wherever necessary. Such deductive methods usually weakened the 
initiative of the learner and gave hiidher no opportunity to think about h e  rules or tlie 
situatioos in which it was to be applied. 

Language experts now suggest that a grammar class should be organised in a slightly different 
manner. They are of the opinion that the teacher should encourage sludents to fixmulate 
certain rules by working t11:ough a lot of exanples. As the leaniers have a sense of achievement 
in reaching their own co~iclusioiis (through principle of discovery), they remember the rules 
for a loilger time. The difrerenl stage of such a gruninar class can be summarised as follows: 

4. Reinforcement of Rules 4 1 3. Practice Exercises 14 

I-lowever, the problem of this kind of an approach is the time required and the thoughtfully 
planned correlation between the text and grammar itein presel~ted. 
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A teaacher, despite hislher best intentions, may be compelled to teach directly a set ot'grammar 
rules. For example, student$ often use the double past tense. In such cases the teacher can 
save a lot of timc by pointing out that the tcnse marker is used only once in sentences like. 

"He did book his tickets for the concert a week back  or "I took a lot of pains over this 
embroidery. I didn't finish it in a hurry imd not". (I-Ie did hooked his tickets ... etc. or I didn't 
finished it in a hurry.) 

Notes : :!i Write yrju;- ;lllswcr:; il l  the sp;kLe givcn below. I 
I t-i) ( ' ~ > ~ n p u c  )"'iir i ~ l i \~v t ' ~ i  W I U ~  those glvell at Ule end ot Uic un~l. 

5 .  'Sl~lirk ol';.r grnlnnw ;rrea W ~ C I ~  y o ~ l ' r s ~ ~ ~ d c n ~ s  111ake il Io~.~l'~nisL;lkcs. Flow will you 
I~cl;) your s!utli.nts tc?  corrt.cl such 1r1is~ake.i. Menti011 a1 leas( two ways. 

19.9 LET US SUM UP 

a Grammar should he enjoyable and help learners to improve Iheir skills in reading and 
writing. 

a Grammar games provide practice in grammar in an interesting way. 

a Grammar Practice Activities provide practice in grammar in an en-joyable manner. 

a The advantages of grlunlnar games are providing opportunities for meaningful use of 
language; practice in the four language skills; usefulness at all levels of learning; 
diagnostic; offer genuine infonnation gap. 

a In order to make grammar games effective, we need to follow certain guidelines: gradual 

C introduction; appropriacy to learner's level; no compulsion; variety; incidental correction. 

a There are four major types of gram~nar gatnes : competitivc game.4; collaborative games; 
awareness activities; grammar through drama. 

P a In higher classes, a teacher may have to teach grammar to help students monitor their 
own progress and specially to edit their own written work. 

a Students remember the rules of grammar if they I.l~ernselves discover it by working 
through a lot of examples. 

19.10 ANSWERS TO CHECK YOUR PROGRESS 

1. 'l'raditional 1Sxercises Grammar Games 

Serious Both serious and en.joyahle 

Mechanical practice Meaningful practice 

Learners conscious of Learners iiot conscious of 
learning grwmar learning grammar 

Contrived Related to real life 

Individual work Collaborative work 

No information pap Genuine information gap 

2. Advantages of gratnmar games. (Refcr 19.3). 

Teaching Gran~mar: 
New Type Activities and Games 
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Teaching Writing ancl Gra~llnlar 3. apen-ended. No one correct answer possible. 

4. b) learner-centred; 

c) don't force learners if they are not ready; 

d) need for variety; 

e) incidental correction. 

5. Open- ended 

19.11 SUGGESTED READINGS 

Frank, C. & Rinovolucri, Mario (1983): Grammar in Actiotz, Pergamon Press, Oxford. 

Makey, Sardra L. (1985): Teaching Grammar, Pergamon Institute of English, Oxford. 

Rinvolucri, Mario (1984): Grammar Games, Cambridge University Press, Cambridge. 

Ilr, Pehny (1988): Grumnlur Practice Activities, Cambridge University Press, Canbr~dge 

Wright, Andrew, Betteridge, David & Ruckby, Michael (1984): Garr~es .for Language 
Learning, Canbridge Ulliversity Press. Cambridge. 

Channel 1 - 10 (1 990): Orient Longman Ltd., Madras. 
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UNIT 20 IMPROVING AND ASSESSING 
WRITING ABILITY 

Structure 

20.1 Introduction 

20.2 Objectives 

20.3 Student Involvement in Assessment 

20.4 Devising a Marking Code 

20.5 Setting Writing Tasks for Assessmeilt 

20.6 Grading the Composition 

20.7 Let Us Suin Up 

20.8 Key Words 

20.9 Answers to Check Your Progress 

20.10 Suggested Readings 

20.1 INTRODUCTION 

You have already read in IJnits 16 and 17 that writing can refer to both the process of writing 
and the written products. You also know that as a teacher you have to take care of both these 
aspects. When you direct your learner's attention to writing as a process, your aim is to 
provide constructive feedback (as opposed to awarding marks or grades) - to provide maximum 
support for redrafting, rethinking. rewriting parts of the texts and editing. On the other hand, 
when you are assessing writing as a product, you are more concerned with finding out how 
well the learners have mastered 'the inany and varied skills of writing', viz. 

- language use : the ability to wrlle correct and appropriate sentences. 

- mechanical skills : the ability to write a neat hand, use correct puncluation and 
spelling. 

- treatment of context : the ability to think and develop thoughts. 

- stylistic skills : the ability to manipulate sentences and paragraphs for focus 
and effect. 

- judgement skills : the ability to write in an appropriate inanner for a particular 
purpose with a particular audience in mind, together with an 
ab~lity to select, organize and order relevant information. 

On such occasions, you have to a w i ~ d  marks or grades to your students' writing and tell them 
where they stand, whal they have achieved and what still has to be taken care of. 

In this unit we will look at approaches and mehods lo assess both these aspects of writing. 
But before we proceed further, we must bear in mind a few things. 

a) "There is no simple transilion from spoken to written language". Students have to 
move from casual (colloquial) speech to fonnt~l acceptable language, from sponlaneous 
to planned language use, from known audience to unknown reader. In India, this 
transition becomes more difficult because of sludents translating some experiences 
literally from their mother tongue. Not only is a tolerance of errors essential, but also of 
Indianisms and cerlain adoloscent slang expressions. 

b) Students do no't learn parliculaf features of written la~iguage once and for all at a 
parlicular stage. Like all skills, the abilily to write well develops slowly and gradually. 
Therefore, writing tasks should be repeated with varying degrees of complexity and 
difficulty at all stages. 
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Teaching Writing and Gra111111ar c) Shldents show different ability on tasks of differei~t k~ntls. Therefcre o ~ l y  a relatively 
broi~d raige of tasks demanding use of ditTerciit wuretics ot' iangoage can prcvide reliable 
assessment. 

d) As teachers, we need to use a cc:mbination of i11form;rl ( continuous evaloation) and 
formal (unit testlterm end) assessinelit to measure leaner ability. 

20.2 OBJECTIVES 

After going through Illis unit, you will he able to: 

8 involve students in assessing their own writing; 

8 assess systematically students' written work; 

8 writing tasks for assessment; and 

8 devise and use a mruking scheme for marking written compouitior,. 

STUDENT INVOLVEMENT IN ASSESSMENT 

Research studies by Brian Johnston (1087) suggest that when IXnglish ieachers avoid grades 
or~narks and iiivolve sludents in assessing their own work, then !he st~~dents are inoremotivated 
to imprc?ve heir writing Illan are students who continuously receive grades or marks. He 
recommeiids that teachers should "cncoura~ge student iiivolvenicnt in arriving at nsscssmenrs 
by : teaching students self assessment and peer groop assessment, skills, teaching stndents to 
specify h e  aspects of their work that they wait responses to; and teaching students to negoiiate 
assessments". 

Tricia Idedge (1988) advocates students' involvement in tlie desrgning of a grading scheme 
on tlie grounds that this raises " student aware!iess of what inakes a good piece of nrrit~ng" 
and "prevrnts inisunderstiinding about the role of grading in writing cl:1ssrooms". Let us 
work at \one  01 the ways orprtrmoting student iiivolveinent and inoh:vat~on in impr:)ving 
their writing skills. 

Self Assessment : At the secondary level, when studelits develop greater 
uiiderstanding of the wr:ting process, it is a good idea to give 
Lhem time to read tlirough and revise their own writing, to 
give advice ;~boiil what they should look k,r in tlicir own 
writing aiid sh(:w diem examples o i  rcvised scripts. ('f!iey 
can see how some other studcn1.s mark a script l'orrcvisicn). 
The ability to idenlit'y probleins in their own writiiig is 
inculcated through this process and with your (1.e the 
teacher's) lielp a good deal of cffeciivc revision can be done. 

Pair nTork Editing : Stude'nts can work in pairs. correcting a ~ d  helping with each 
other's work. They car1 l:dk ahout tlieir ideas for their writing 
with each other :rmd once the lirsr drdt in written, exchange it 
with the parlncr to mark the Lvork and write conlmcnrs. In 
case of doubt or clarification of some points, they can seek 
your lielp. 

As pair work editing takes place imincdiatcly after the l,~rfiting, 
it makes i l  useful and meaningful to Ihc writcr. Also students 
learn to recognise errors in heir  own writing by suggesting 
corrections in the.ir partner's work. Also it in;kcs thern think 
abonr clarity ancl acccptahili,ty in writiag. 

Negotintiilg Assessment : With your students (conwnl) yrioritiw tlie critcria for 

1 asscssmcnt. You can either write tllcin on thc blackboard or 
1 use photocopies of the following: 
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Marking Conlpositions 

What do you thing is most important in a composition? Put these things in order 
of importance (1-10). 

correct grarninar 0 
length 0 
originality of ideas 0 
spelling 0 
punctuation O 
neat llmdwriling 0 
a good range of vocabulary 0 
complex and well structured sentences 0 
good organisation with introduction 0 
body and conclusioil keeping lo the title n 

Improving and 
Assessh~g Writing Ability 

u- 

What would you prefer ? 

marks out of 10 

a letter grade 

(Adapted fro1n:Tricia I-iedge (1988): Resource Book,for Teachers: Writing.) 

Have a class discussion to prioritise these criteria and having arrived at some kind of 
consensus, use the criteria for self or peer assesslnent. All these activities for involving 
students in the assesslneilt of their own work will be most effective when the criteria for 
assessment are understood and accepted both by Llle studerlts' and teachers. 

111--------- 
! ci$ei. 5. Ii~tl i -  i3r4;:?p:,.-; 7 

I 
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20.4 DEVISING A MARKING CODE 

Teacliirig Writirig arld C;raniniar 

There 1s no doubt that studcnls' confidence in tile exploration of ideas and manner of their 
prescnplion is best ~iurlurecl in a "helpful, non-llueatening at~nosphcre, wherc experiments in 
language are not only acceptable but encountged". Neverheless, there has to he some routine 
correctio~i of technical errors and these surface t'ealures can he taken care of by devising a 
code of correction. Students should not get a copy .marked with red ink with no illkling of 
what iq m i s s  and therelore with no opporlullity for self correction. Also a middli~ig or poor 
grade at the end of compositio~i without detailed comlnents for further i~nprovelne~ll has a 
negative impact on students. 

4. 111 which 01' 111c l'oor stages of writing (viz. planni~ly, 
'ccli~ing) can you involve s(uden\s in asessi~lg Ihcil. own  w o ~ i ' !  

Many teachers use some symbols which tell the students where or what the error is so that 
they cah correct them when they get their copies. Sume common symbols which are used h r  
the pu$ose are 3s follows: 

I I 

T - - wrong lellsc 

( 1 - - rearrange ideas, reword and rewrite this par1 

llUNR - - irrelevaullnot required 

y. w - - wr011g word 

etc. 

You can add more i tem depending on your requirement. Also just a 'I' iu the margin lnay not 
help borne students. You lnay perhaps writc the correct tense in some cases. 

Detailed cominen~s at the end of thc work, ~hough time consuming, are specially benef'icial 
to thoha ~nvtivated studenls who like to monitor their own development. 

! Check Your lJrogress 

Notes : a) W~.ilc your ;lris\vcrs ill tllc sp;~cc givcn hclow. 

I 17) ( 'o~np;l~c your anyucrh L V I L ~  [11o\c ~ I \ J C I I  ;I(  1 1 ~  end ot tile ~11\11. I 
/ I;clac;~tiol~ tibr AII (taken il-a~n an ;ln\\ver script o1:1 (:art. (;irlr Scllaol rtucle~~t) i 

Ilidi;~ is a dc\:::lopil~g 'l'hc 75% pcoplc 01' 11rtli;i arc poor. In them mosl ol' 
thcpcoj,lc illi\cri~tc ant1 LLlcy 11;1cl to sui'lcr in calcu1;rting nloncy, llley a]-c chcatctl 
by s1iopkecpe1.s clc. It is tlic duty ol.tl~t: (;ovt.'to IilcraLc ll~c people. h4any prprivalc 
soc.i;,l workc~.s sho111(1 ;11so 11olp tlle (io\,t. in tl~is work. No\vi~dayx. the I,itcr;~uy 
mission 11;~s hcen skirted ils ; u~n  is lo lirer;~tc mor-c and Inore pco(1ie 01- Lndi:~. l'hc 
acive~.ii~cmmcnls ; re  given i u  J)cllli I>oorcl;~rsl~;ul. 12;ltlio clc. 111 school Llicrc slioulil 
he :i rule th;ll  caclr srudcnI leach one person. ,411 extra gracil~? II~LII-ks coultl also to 
tlle~n i l  needed. Il' the people ut: India could I7u fully litcratcd. thcn the country 
yo~~lcl  progress a~ril could hccornc a clcvclopcd coul1iry. 
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SETTING WRITING TASKS FOR ASSESSMENT 
I -.- We have ~nentioned at the beginning of this ~ ~ l i t  tllal wc: must set a number of writing tasks 

(and not just one composition) for purposes of assessment. Can you write two reasons why 
this is important? 

If you have written that students need to be Familiar with different methods of developing 
ideas (depending on the text type) and that different task types demand different language 
use, you are right. (While a personal letter can be written in informal larlguage, a report has to 
be very precise and fonnal, while a picture composition de~nands a chronological development 
of a narrative, arguing for a cause implies the use of persuasive language with lots of evidence 
lo support the line of thought/arguinent.) If we rely too heavily on one writing task, we may 
not assess a student properly because sludents perfonn differently on differenl tasks. I-lence, 
the combination of marks on different tasks is a beller guide to student competence aid 
proficiency. J.B. Heaton and others suggesl that we should not provide any internal choice 
to the students in aparticular task ( in the unit test or term tests). No1 only does this provide 

i a common basis for evaluation, but it also prevenls the candidate from wasting time on 
choosing an item. On the other hand, when writing tasks are set for (internal) continuous 
evaluation purposes, a choice of topics will cater lo Lhe interests of eacl~ student. (Please 

r note that we do just the opposite - any question paper from schools will show you that there 
is a lot of internal choice in paragraph or lelter writing but the homework set is the same for 
everybody in a class. Well, we do have to unlearn to learn). 

Let us look at some writing tasks which are usually set to evaluate the writing ability of 
students. 

1. e Write a paragraph of about 100 words on 

i) Lavish Living 

ii) Patriotism. (1 0 marks) 

Write a letter to the Editor of The Indian Express about the menace of loudspeakers 
at night. Sign yourself as Hem. (8 marks) 

In recent years, those Boards of Education (like West Bengal or CBSE) which have adopted 
the Communicative Approach to language teaching are introducing a different type of test 
to evaluate writing ability. Let us look at some examples: 

I. Ashok Mathur of ClassVIII A has just passed his annual examination. Two of his books 
are in fairly good condition and he wants to sell them at reduced rates. He puts up a 
notice on the school notice board giving all thc necessary details. Write this notice in the 
space below, using not more than 30 words. Try to make the notice catch people's 
attention. You may use the space on the side of this page for rough work. 

(5 marks) 

I1111~uving and 
Assessing Writing Ability 
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Teaching Writing and Gram~~lar 2. You have met the followllig handicapped persons. You want to put up the infomallon 
on your school notice board. Do it In two simple paragraphs In about 120 words. 

3. Your friend Suinan Mehta is a boarder of Eden School Hostel, Calcutta-96. Write in 
about 100 words a letter to Suman advising him to give up the habit of smoking which he 
has recently picked up from some of his senior friends. You may stress the bad effecls of 
sinaking using the following points. 

S.No. 

1. 

2. 

i) affects the mouth, nose, and other respiratory orgalis 

ii) develops cancer risks: mainly lung cancer 

Name 

P ~ i n l a l  Roy 

Bina Matldal 

iii) causes growth of tumour and lieart diseases 

iv) increases blood pressure 

Pareilts 

Fathir: 
Biren Roy, 
Anny Officer 
Mother: 
Ulna Roy, 
Teacher 

Father: 
Teacher 
Mother: 
Teaclier 

V) causes premature dearh. 

(1 2 marks) 

4. Use the followiiig ilow-chart to write a paragraph describing how hand-made paper is 
made really for market. 

Award won 
so far 

Slate Award 
for Employees 
1988 

State Award, 
Handicapped, 
1089 

Handicap 

Unable to walk 
(both legs affected 
by polio) 

Blind and slight 
deformity m leg 

I Collect I 

Employmelit 

Manager in 
a chemical 
factory 

Muaic leacher 
in a music 
academy 

I ragsltorn clothes I 

cut into r - l  I small pieces I 

I ready for inarket I 

dry again 
and pack 1 

I wash and I I drain out excess I 
clean water 

soak in bleach beal into 
(3-4 days) lift in fine 

lift paper from 
blankel pieces 

and dip in liquid gum 

or heating I pieces I I chamber I 

What changes do you tilid in these tasks? A meaningful specific situation ensures that the 
students have something to say and a purpose for saying it. They also have an audience in 
mind when they write. The input or infomation which the students have to incorporate in 
their writing is much more. So they don't waste much time chewing the pen trying to figure 
out whal they should write. As the task ismore controlled, the teacher can evaluate all the 
students on tile same parameters. 

(14 marks) 
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I A ncs;rp:k!.cl. i ~ r  r\;l:~!r;tp!lr u.;lr~!s to ~?i~l,lish' :un ;u.liclu ab(:,it Ulc icic~-cusin~ 
L,,,, ., ,,, !,( . .,., tL .  ..,.. - >  01' 11!;~1l!ii ;:lid c!ic!, 'I'hc: [:tl~!!~ i?<:J!~;v di(iw$ so~rtc of the C!I:III~CS 111 

h/i;llj;!!:::~- ?y~~v,~~:i.:r~ l(,,'70 :t:r(i lOO(). 1Tsi::g U I ~ \  I I I ~ ' O I I T ) ; ~ I ~ ~ I I  !o;!,cIhiLr v i i h  your 
n\1:11 itJc;i> i'r:):n Ihc U : I I ~  i;n ' I ici~i~li  ;lnil Mcclicinc' wrjl i :  the articlc in [hc space 
~ ~ R I ~ . ~ I { ~ ( ' ~ ~  \>['I  <~)'2>', 

-- b,t t , t l% I l l  k!i~!l:!p!ll 

1111provi11g and 
Assessing Writing Ability 

3. T)!11-ing hi.: iI!!li:J:~)l,, Rc;hi~ !!a:; visiLcrlYc1k11 z n t l  Rcia;utl~. Iicloa: you can .eo pict.urc.s 
c-~t'lh.~:vt~ ta:! plr~~:i:i. C:hoo.;e clntt pic:!irc oI'tlic:::~ two pl;~ccs. (:hooat. cjnc placc anrl 
::~ritc ;I p:?st c~u-ii fi.ol;~ liii!111 !.!!hi:; i ~ i c a d  (Git,:~ I:;~~~i;\.;c-nmy eLcscrih;lig wh;\t l i ~  saw 
;u~t?  nrll:tl hc 11k.cd iihoi~l the: pi:rc::. !Vricc t!ar p(1i1 L:;IIX! i n  1111.: spi~~.:c. ~;rovi:lctJ oil the 
siiic. 1 i t 1 . 1  Iriity list ?ilc >p;~ce at the side of !Ili?; pilgc for ror~sli tsc?rk. 

1 ( I ( )  ~ n ~ k i ; )  
& .. 
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Teaching Writing ancl Graa~mer 

ii) WLlich sentence tells you Itla( writing as a prwessis dsv heen t;:k::!~ t.i~rc i)f iri 

fbic task? 

111) U'hat c h a n ~ e k  do you I ~ n d  111 I h e v  r;~*k\ t r o ~ i i  t r~~J~ t ro r l ,~ l  Icstlz~ v r lf  In. ;ultl '\ 
paragraph nnlrng ~trmk'! 

20.6 GRADING THE COMPOSITION 

Composition may be marked according to onc of the two methods : the impressionistic 
method or fie analytic method. 

The impregsionistic or holistic scoring involvcs Lhe awarding of a single score to a piece of 
writing on @e basis of an overall impression. In open ended ti~sks (where no hinls are providcd 
for the learner to fall back on like essays, paragi;lphs or letters) it is quite possible for a 
composition to appeal to certaiii examiner but not to another. On the other hand, the s i n e  
coinpositio~ can be marked by three or four examiners and then the marks can he combined 
or averaged. Such multiple-markingprocedurc reduces subjectivity. Rut few teachers have 
the opportutlity to get three or 1-our colleagues to help thcrn with multiple marking and so 
ilnpressio~iistic marking usually bccotncs the subjective impression oCtlie teacher. 

~ 
The aniilytie method, on the other hand, depends on ammking scheme where the total marks 
are spread over separate aspects of the taqk like grammar, vocabulary, mechanics, fluency, 
fonn, ctc. At1 example is given below: 

Total = 14 

Source : J.B. Heaton. (1988): V'ritiizg English Lunguage Te.rrs. 
62 
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If this kind of a scheme is attached to the end of a composition, then the students are able to 
see how their particular grade has bee11 obtained. 

Improving ancl 
Assessi~lg Writing Ability 

Flexibility regarding divisions needs to be maintained in tlle analytical method. In lower 
classes, grammar and mechan~cs are usually given more importance; hence fluency can be 
omitted. In higher classes, originality of ideas and organisation of thought become Inore 
important than mechauics of writing. Again, it is not necessary to give.equa1 weightage to 
these different aspects. The teacher can decide on the weightage to be given to different 
aspects. The students score is the sum of the weighted scores. 

In the writing assessment scale prepared by the CBSE English Language Teaching Prolect 
Team the total marks of 10 are divided as follows: Content 4; Fluency 3; Accuracy 3. These 
marks are then shown as a scale where how the marks are to be awarded further specified as 
shown below. 

WritingAssessn~e~~t Scale 

Content/.l 

0 The answer bears almost no relation to the task set. 

1 The answer beaus llmitecl relevance to task set. There are many gaps in the treatment of 
the topic and/or pointless repetitions. 

2 Much of the answer is In line with the task set, but there is some repetition, redundancy 
and/or ornlssion. 

3 Tlie answer is largely relevant and adequate, with little repetition redundancy or omission. 

4 The answer is fully relevant and adequate to the task set. 

Fluencyn 

0 Ideas are fragmentary, not organised In a coherent manner, and Ihe theme is not clear. 

1 Although the general theme is clear, idea.; are not logically presented and the style may 
be inappropriate. 

2 The general theme is clear. Main ideas are adecluately presented in a fairly appropriate 
style, but supporting details are not always coherent. 

3 The general theme. main ideas and supporting details >re all well organised and presented 
m a style appropriate to the situation. 

Accuracy13 

0 Inadequate vocabulary even I'or the hasic part of h e  writing task, most grammatical 
paltcm:, inaccurate, frecluenl punctuations spelling errors. 

1 Frequent gaLmmatical and/or vocabulary inaccuracies, poor use of punctuation and ' 

spellmg . 
2 Use of vocabulary is adequate, though perhaps sometimes limited. There are still some 

minor grammatical, punctuatron andlor spelhng errors. 

3 Use\ appropriate vocabulary with hardly any grammatical, putlctuation or spelling errors. 

Layout 

Where layout is to be assessed, up to one mark lnay be deducted as follows : 

-1 The work is inappropriately or inaccurately laid out. 

-112 The layout is general1 y appropriate, but with a few minor errors. 

-0 Thc layout is approprlarc 2ind accurate. 

Both the impressronist~c and the analytic methods have their own advantages and 
disadvantages as we can see from the table below. Depending on particular circumstances 
the teacher can declde whether lo use the impressionistic or the analytic method. 

63 
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Teaelling Writing alirl Gralrll~ar 

20.7 LET US SUM UP 

r 

Holihtic 

Analytic 

As teachers you have to play several roles as guide, facilitator, and vigilant scorer. 

Not all writing work should be awarded grades or marks. 

Advantages 

a Scoring very fast 

a Students can see 
how a particular 
grade is obtained 

Students feel inotivated and involved if they understand the basis on whiclr marks are 
awardcd. 

Disadvantages 

a Subjective 
a Less rellable 

Time consuming 

a The overall effect of a 
piece of wri ting is not 
considered. 

Studencs shoulci he involved in the assessment procedure in informal situationsldaily 
classroom situalions. 

A code of' correction coupled with detailed comments ca i  help motivated learners. 

A range of tasks demmiding different registers, language use, methods of developinent 
shopld be used to assess students. 

No internal choice in items should be given while students are being assessed. 284



a Specific situations, writing contexts and clear instructions should be given with each 
and every writing task. 

a Ilnpressionistic and Analytic methods of marking have their own advantages and 
disadvantages. 

Analytic marking, though lime consuming, is more reliable. 

20.8 KEY WORDS 

Analytical marking : a method 111 which a marking scheme is used. The marks are 
divided in value pointslaspects to be covered. 

Code of marking : symbols (understood by students) used to correct written work. 

Holistic marking : (also called inipresssionistic marking) a method of marking where 
a single score is awarded on basis of overall readinglassessment 
of the written work. 

Multiplenlarking : the same scrip1 is marked by three or four examiners by the 
unpressiotiistic method for greater reliability. 

Pair editing : students work in pairs to correctledit each other's work. 

Self assessment : a student uses a set of assessment criteria to mark her own work. 

20.9 ANSWERS TO CHECK YOUR PROGRESS 

Primary level - mechanics of writilig (neat handwriting, punctuation). 

Secondary level - originality of ideas, coherence and cohesion, range of vocabulary 
and syntactic structures, range, fluency and accuracy. 

Students play it safe and try to anticipate what the teacher wants; students who 
constantly get poor grades are demotivated and devalue these grades. 

Inter-personal and group dynamics have to be taken into account and pairs and groups 
need to be changed frequently - students would rate their friends high and not so go6d 
friends low - weak students may not be able to identify their ownlothers problems and 
errors. 

/ 

Teachers should move about in the class when the class is engaged in su& activities 
and give her advice, suggestions wherever necessary; students should maintain a file 
where all writing tasks are kept - teachers can occasionally go through them. 

Translating - self assessment; pair editing. Reviewinglrewriting. 

Open-ended. 

Open-ended. 

Open-ended. 

i) table : to compare and contrast ideas and arrive at conclusions. Picture : description 
of a locationlplace of interest. And personal experiences a id  reactions. 

ii) last sentence - where planning, organisation of ideas and rough draft is being 
taken care of. 

iii) more illformation included in task so the students only have to transcode 
information from a table and write it in a paragraph form., 

- .  
a) Marking scheme showing weightage to releva~lce of ideas, tl"e"Gy, accuracy and 

complexity of sentence structures. 

Ini1noving and 
Assessilig Writiug Ability 

b) Open-ended. 
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reaching Writing a11t1 <;ra~mnar 10. a) Open-ended. 

h) In both cases you ignorc local errors, e.g. tenselaflicle and concentrate on global 
errors wliich i~~vo lve  overall slrucrture of a sentence or break down in 
communication. Hut, while currecling you use the correcling code to provide 
opportunities for self correction. sclf improvclllenl. Nut marking is nol f ~ r  
diagnosing hul assessing the level of achievemcn~. 

20.10 SUGGESTED READINGS 

Rrindley, Susir~i (ed.) (1994): 1Eachini: Englrsh. Roulledge. ['ondon. 

I-lcdge,Trici:~ (1988). \Vrifitig, Oxiord Un~ve~sily Resj, Oxto~d. 

JohnhtOn, nnan (1987): A.\se.,.rrng l?t~',zglish. Opcn University Preas, Mill011 Keynca. 

Ilugue~, Arthur (1990): Testit~g for- Lar~gr~age 'l'eatlrers, Canibridgc University Press, 
Canhridge. 

I-Ieaton, J.B. ( 1988): V7r-itrrlg fit;,zgli.sh Lctnguage Tests. liolipman, ELBS. 

<'USE : lr~rerrrrr in English Wbrkbook, Ncw Delhi. 

CDSE, 1993 and Qucstioli Papels - Board o f  Scc. Education, West Uengal. 
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UNIT 21 TESTING GRAMMAR AND 
USAGE 

Structure 

21.1 Introduction 

21.2 Oblectlveh 

21.3 Discrete and Integrated Items 

21.4 h4ultiple Choice Items 

21.5 Completion Tasks and Word Order Items 

21.6 Transformation Items 

21.7 Error Ident~tication ltems 

21.8 Integrated Graninar Tasks 

21.9 Let Us Sum Up 

21.10 Answers to Check Your Progress 

21.1 1 Suggested Readlngs 

21.1 INTRODUCTION 

At present the main thrust in language teaching is on the teaching of language as 
communication; to enable the leanlers to engage more effectively in natural "communication 
activities". To do so the leaner must produce grammatically acceptable sentences appropriate 
for the occasion in tlle target language. 

Although this is in total contrast to the earlier approach of learning grammatical patterns of 
the target language (with or without social contexts), yet the crucial role of the granlmatical 
system in the successful communication of ideas aid intentions cannot be denied. "The shift 
in emphasis in language teaching programmes has neitlier elimi~iated nor even reduced the 
need for leachers to assess their students' grasp of structural items of the target language. The 
requirement to assess grammatical competence is as necessary today as it ever was. "(Pauline 
H. Rea : An Alternutivr Appi'ouch to Testing Grunmzuticul Competence). It has beell long 
accepted that the student's ability to recognise or produce correct fonns is more important 
than hislher knowledge of grammatical terminology. 

In this lesson we wlll discuss 111 detail both the discrete and integrated item types you can 
use to assess your learners' grarninalical competence. 

21.2 OBJECTIVES 

After reading this unil, you will be able to: 

a explain the shift of thrust in teaching and testing of grammar; 

a distinguish between discrete and integrated tests of grmlnar; 

a explain the usel'ulness of different types of clueslion to test discrete points of grammar; 

a discuss the different types of integrated items for testing grammar. 

- - - - - -- - - 

21.3 DISCRETE AND INTEGRATED ITEh4S 

For Inany years, different aspects of English grammar like determiners (any, some), modals 
(may, can, ought to) or tenses (present continuous or past perfect) were assessed through 
single sentences. 
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Teacl~ing Writing ant1 Grammar 
For exarnple : 

Fill itl the blanks as directed. 

a) Use appropriate words : 

i) This year it has rained harder ever before. 

ii) You callnot leave - you have finished your work. 

b) Use appropriate fonns of the verbs given in brackets. 

i) The concert when we reached. (just, begin) 

ii) Mother - up the house before the guests arrived. (tidy). 

Such isolated single sentences provided no context to test the students' ability to recognise 
or produce correct grainlnatical fonns. Moreover, the iteins did not test the students' ability 
to use language to express meanings. attitude, emotions, etc. But such discrete items focus 
on the ~eanler's attention on a particular aspect of granmar and make it possible for the 
learner to score inarks (even in stressful conditions) in examinations. 

Integrakd iterns, on the other hand, provide a situationlcontext in which different grammatical 
aspects are tested at one go. 1,ook at the following example : 

- 
Complete the passage below by writing one suitable word in each space. 

Sollna : Jagdish Prasad is a boy of thirteen and serves food, tea, etc. to custoiners in a 
roadside hotel. His father, tills a few bighas of land in his village in Bihar, is 
a sindl farmer. Poverty and drought forced him his elder brother, who works in 
a factory, to seek means of livelihood here near Delhi. 

Jagdish Prasad's day begins 5 a.m. in the inorning and he does not go to bed 
-- i t  is 11 p.m. at night. 

Thus th$ context clues enable the learner to derive the global meaniilg and supply the omitted 
items aucordingly. 

f b) ('cl~npa~rc your ; rn\wc~\ with 1110s~ given :I( thc cnJ ol'tllc unit. 

! 
i 1. Is !.c::;liii!g ; a ~ l  tcxllr~g ol.gl.;u~~nl:~t. i~rrpor~ant ir-1 tllc (:orn~nunicati\;c Approach lo I 

icachiiis I.;1igliah'.' i i ivc  rc:;~sc rns tor your answer. 
I 
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21.4 MULTIPLE CHOICE ITEMS Testing Grammar and Usage 

Predominant among the item types which test discrete grammar points are: 

a multiple choice items 

a completion items 

a word order items 

a transformation items 

a matching items 

a error identification items 

We will discuss these item types in the next few sections and in this section we will begin 
with multiple choice items. - 

Multiple Choice Items are constructedin two parts : 

a the stem 

a three or four distractors and the key 

The stem can be an incomplete statement and the correct option completes the meaning, e.g. 

The stem may be a complete statement based on which the student may have to ask a 
question. For example 
\ 

The stem may be a complete sentence for which the correct answer has to chosen. E.g. 

Choose the correct word with a tick (4) to complete the sentence. 

a) After I the letter, I realised it was unstamped. 

A was mailing 

B. had mailed 

C. had been mailing 

D. mailed 

b) I-- come to Delhi in February, but I an not very certain about it. 

A must 

B. will 

C. can 

D, may 

Choose the right question with a tick (4) to which the word(s) islare in bold, the answer. 

Bull~ul and Meenakshi of Class XI D are planning and organising the Teacher's Day 
programme of this year. 

A What are Bulbul and Meenakshi planning ? 

B. In which class do Bulbul and Meeilakshi study ? 

C. Who are plannlng the Teacher's Day programme this year ? 

D. Where are Bulbul and Meenakshi going this year ? 

"If it rains, the picnic will be cancelled". 

This sentence means : 

A. If it rains the picnic will not be cancelled. 

B. If it does not rain the picnic will be cancelled. 

C. Unless it rains the picnic will not be cancelled. 

D. The picnic is cancelled because it is raining. 
- 69 
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Tenchiag Writing and Gra~ll~ilar While framing multiple choice items we should be carel'ul not to use a wrong gralnmatical 
form as a distractor e.g. 

Choose the correct word with a tick (4) to complete tll~s sentence. 

I that you would bring home sandwiches. 

A. think 

B. thinks 

C. thinked (this distractor is unacceptable) 

D. thought 

Notes : 21) Write your ;inswers 111 Lhc \pace glrrctn helou 

<:heck Your Progress 

('hoosc thc c o ~ r c c ~  word will1 tick (u') to r:omplc\tr the ~rivauiu::. 

a! I will wail for you . the liajghar hus stop. 

A. nCau 

h) Are you going ro C,llcutt,i licat ucch ' 

h Illlay. 

1 

I I .  I will. 

........................................................................................................................... 

. How c;ui you i~nprove iteiri no. 4 '! i - 

6. 1;ralne your mult~pla cho~cc ~tclris to ~ckt your Iea~ner\' hliou Ictlge ol ylaJllnl,lr. I 
I 

............................................................................................................................ 

7. What difficulties, if cury, did you have wliile !'ramin2 tl~csc i(cms ? 
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21.5 CONIPLETION TASKS AND WORD ORDER 
Testing Gran~ll~ar and Usage 

ITEMS 

Completion items are a useful means of testing students' ability to produce acceptable 
and appropriate forms of language. 'l'he omitted words have to be filled by the learner. 

For example : 

1. Fill in the blanks with alan or the where necessary. 

a) Paris is capital of Rance. 

b) -- Mr. N~yar  wanted to meet you. 

2.  Fill in the blanks with a personal pronoun. The person and number for each 
pronoun are given in the brackets. 

Raghav and (first person, singular) decided to clean the house. 

Raghav inslsted that (third person, singular, masculine) would dust 
all the furniture. (firbt person, plural) tossed a coin to decide. 

In the lower classes, however, fill in the blank items can be made less difficult by providing 
a set of words at the end or some choice in the sentence itself. For example: 

I. Fill in the blanks with an appropriate word. 

a) There is a bridge the river. (on, up, across) 

b) An old man is sitting the tree. (under, over) 

2 .  Fill in the blanks with !he appropriate words given in the word box. 

a) Manish do this sum. It is difficult. 

b) Rallul know my address. Do you ? 

c) Find the answer yourself. I tell you. 

doesn't, can't, isn't, won't 

Completion items, without given options, have the advantage of measuring production 
rather than recognition, testing the ability to use the most appropriate word in the given 
blanks e.g. 

Fill in the blanks with appropriate articles and prepositions to complete the following 
text. 

The lion safari Nandan Kana1 is largest one the country 
and covers an area nearly 20 hectares. 

J.B. Heaton (1988) in Writing English Lctngnuge Tests provides an interesting example 
where an isolated sentence can be i~terpreted in a different inanner and hmce filled in 
with another set of correct prepositions. 

As soon a.9 possible the next day I sent my story the editor the 
magazine which my best work usually appeared. 

Heaton argues that it is quite possible to write a story about an editor and send the story 
about the editor to a magazine. As teachers, you must either be so careful that there can be 
no two answers or you have to give credit for all acceptable answers although you may 
not have thought of these while writing the item. 

hi word order items a learner is required to arrange items or parts of sentence in a 
meaningful and acceptable order. 291



Teacl~ing Writing 311d ~rallllllar For cxmnple : 

1. Make a meaningful sentcncc by putting tlie words 111 proper order. 

a) any questions/'rhe elepllant's chilcllasked 

b) The croccldile/the elephant's child/tor dinner/wanted to eat. 

2. Make questions from these lnlxed words and plirdses. 1)on't forget Ule capital letters 
and the questlolls marks. 

a. mrs. ~ ~ a g l p r ~ ~ c i p l l i / o i  the hcliool. 

b. at the partylwadlast wceklshe. 

/ Notes : i ~ j  Wrirc yollr ; I S ~ ~ ~ C ~ S  i n  111v sp;tcc ; ! i ~ r c ! , ~  hclow 1 
I 

i 11) t?o~npiirc y o ~ ~ r  ;)IIT.VI:::; \ \ , r i ~ i ~  {JI(J\C !!vcii :I! \I]< < * I I ~  ~ 7 , t ' ~ i i ~ b  I:!II[ 
I 
i I - I I I  111 t ! ~ !  ~ I : I I I ~  \\:it11 21 SII~I:I \?IL:  ~1etcr1111ncr. 
1 
[ 8. 1 \~:jih( -- s u g a r  in m y  I ~ ~ i i .  

i I 9. Ilo~v c;al y o u  ilnpn~vc illis i l i ~ ~ ~ l ' !  I 

I 10. You 11it1st he F:~n~ili:\r wit11 suhsti!t~tio~i [ahles like ~ I I C  o11c yivc~i I>c>!o\\~. 
I 

I 1 I 

Shc 1 "OC\ 

I I C  C - i  {O SC:I!OOI I:Y~:I-> 

we j j! 0 ~ I I O ~ l ~ l l ~ ~ ~ .  

YOU i 
- 

21.6 1 TRANSFORMATION ITEMS 

lkansfoi-mation items arc extre~nely useful In testing lealner competence in producing 
correct xtutences. You are familiar with the followiug kind OF transtormation item>. 

72 

1. a)' Rewrite the following in Indirect Speech. 

i) "Keep quiet. boys. Do not make any noise" said the teaclier. 

ii) I said to the teacher, "Plcasc cxplain this questiou to lnc". 

b) Telephone wires have been cut. 

(Change the voice.) 

C )  There was 11;~rdly a young prince who did not dcsire to win ha^ for his wife. 
(Rewritc after removing negatives.) 

d) I Shall I ever forget those happy days ? 

(Rewrite as assertive sentencej 

2. He d i s l ~ ~ i s s e d  his old ministers and advisers. 'l'llis was a foolish act .  
(Cnmbine these sentences into one beginning with. "It was foolish ................ ") 
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An important point which you should keep in mind while framing such transformatio~l items 
concerns the marks to be allotted to the item. Let us look at this example : 

Rewrite this selltence in reported speech. 

He asked me, "Will you come to the club tomorrow ?" 

What marks would you allot to this item ? Write it in this blank space . 

If you have written threc then you are correct. If not, then you are wrong. Let us see why. 

How many changes including those of punctuation do you expect your leanlers to make :' 
Atleast six? 

He asked me if I would come to the club the next day. 

(Removal of comma, inverted commas a~ld  question mark (replaced by fullstop). 

Introduction of iflwhether, change 111 pronoun. change of adverb). 

If for every change that you expect your learner to make you allot 112 (halt) mark, you must 
have three marks for the six changes. Otherwise you'll tind it very difficult to award marks to 
partially correct answers. 

1 Check Your IJrogress 1 
Notes : a) Write ~ O I I I .  ; L I I ~ \ V ~ ~ S  111 tlie s j~ ;~ce  2 1 ~ ~ 1 1  1)elow. 

h) Corni-r;~~: :,.our :rnswora w~tli tliosc given at tire c:ii! 01' the unit. 

17 :)'I E ~ ~ o w  ~ilany clx111ges Ilave to hc 1!1acle in  Lhe foilowi~:g itcm ' I  

'I'he truck is hei~rg u~iloacleil. 

(('liaugc into Aclivc: Voice.) 

........................................................................................................... I 
I , I  What :narks should you allot 10 his  i k ~ n  ? 

..................................................................................................................... 

cj Llili~~L will your 171-ohic~rt hc it-yi;u allor one murk (1 m;i1.6) to this i~eln '1 

21.7 ERROR IDENTIFICATION ITEMS 

-- 

Testing Grammar and Usage 

In an error identification item a lewler is required to identify and sometimes rectify the 
error. Such items can be written in either of the two ways. 
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Tenclli~rg Writing auld Grn~~r~lrilr Simple ldel~tification 

Which oi the underlined words is wrong in thc givcii sentences '! 

a) I know a little I-Iindi, I call understi~nd when my frierids s~eak .  

b) I a n  womed that youU11 be anerv to me. 

In which part of the following sentences does the error lie ? 

a) Mrs. Raghavan/eiljoyh/looking the chlldren/pIaymg 111 the park. 

b) Sunlis shining/brightly today,/isn't it ! 

Idemtitication and Correction 

1. Some parts of this mini-dialogue is incorrect. Identity it and write the correct form 
in the hlai~kprovided. 

A :  Ouch 

B : What've you done ? 

A : I have heen hurting my foot. 

2. Correct the errors in tlie following bentences. 

a) I have not had some breaklast this inoining. 

h) Bring inc any water to drink. 

Error ~dent'ltication itelnx can only he effectively uhed when the learners have acquired some 
competence iii the language. However, you can focus your students' attention on the common 
errors in the area which is being dealt with the classroom at Lhat particular time, e.g. 

The following sentences have two errors each. Rewrite the sentences after correcting the 
erred. 

a) A student who broke an wiiidow should staild up now. 

b) Earth revolves rouiid sun. 

21.8 INTEGRATED GRAMMAR TASKS 

An import an^ change has heen brought in (especially in the testiilg ot grammar) by tlie 
Boards:wliich have iiilroduced tile C:ommunicative Syllabus. Iiitcgated grammar tasks, 
with a lot 01' emphasis on meaui~igl'ul situatio~is and global comprehension of 'the text used 
are beiirg used. Four different task types are being used lhese days. 
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1. Location and Insertion of Omitted Words 

In the following paragraph, one word lias been omitted in each line. Mark the place 
where you think a word lias been omitted. using '1'. Write the word you think has been 
omitted in the space provided. The first correction has been done as an example. 

Therelno doubt about it - fish is very good for you is 

Not only it contaiii protein and vitamins, as --- 

well as minerals such as calcium and iron, but it 

can also low in fat and calories. In 

white fish fat content can be as little as 

10% or 20%, and average serving provides ------- 

at least one third of the daily recornme~lded mount 

Niacin, which is vital for healthy skin. 

2. Error Identification and Correction 

The following passage is intended as a part of a tourist brochure, but it has not been 
edited. There is one error in each line. U~lderline each error and write your correction in 
the space provided. The first correction lias been done as an example. 

Nishat Bagh, Kashmir 

Nishat Bagh, 11  Km. to the east of Srinagar is 

situate on the banks of tlie Dal Lake 

with Zaharvan with the back. Waler 

is supplies to it by the Harvan Stream. It 

commands a magnificant view of the lake 

but the snowcapped Pirpanjal mountain range. 

3.  Con~pletion Item5 

situated 

-- 

Fill in each hlank with one word that fits in the context. Read through the text once 
before you start filling in the blanks. (Remember 111at all the words will be grammaticall 
structural words). Tlie first one has been done for you. 

Strange Silence at Zoo Lake. 

Tlie sprawling lake a t l i e  Alipore Zoo is no longer a favourite haunt for thousand of 
migratory birds used to spend the winter months here. a couple of 
years ago the tumultous cries whistles of the "winter guests" from Siberia and 

foothills of the Hiinalayas he heard. But his  year there is silence 
-- the lake. 

4. Controlled Composition 

Below you can see a cartoon. Complete tlie following parag-apli reporting what happened 
in the cartoon. 

Vikas asked Vinay ...................................................................................................... 

........................................................................................................ and Vinay replied 

At this, Vikas regretted ............................................................................................... 

..................................................................................................... Hearing this, Viiiay 

(If you look at it Inore carefully this is just another way of changing narration. An 
interesting but simple cartoon has been used to test the learners' knowledge of 
transfornation iiihtead of isolated sentences which do not have any relation with each 
other). 

Testing Gramnlar a ~ ~ d  Usage 
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Teacl~i~lg Writing and Grom~ear 

5. Cloze Tests 

Another example of integrative approach in grzunmar testing is the use of cloze tests - 
wbicli measure the lex~ler's ability to negotiate meaning from thc: context despite gaps 
or interruptions. 

In this kind of tests a passage is selected in which every heventh or ninth word is deleted 
and students have to fill in each gap using an appropriate word. 

A11 example is given below 

Co~r~plete the passage by filling in Ule gaps. 

Sometimes people sit up in bed and shout. Some people talk in their sleep, repeating 
phrases during Uie day, or something else. They rarely what they 
have said the next morning. Occassionally inay walk while they are asleep. 
Such sleep-walkers clumsily, bumping into furniture. Their eyes may be 

and they matter to . Ullless they wake up they rarely remember 
anything tlie day. 

Apart from dreaming, the most cotninon sleeping activity is . Snores usually 
disturb other people, but not the , although some people snore so loudly thal 
hay _____ tt~einselves up too. The only way to stop snori~ig is lo wake 
he;m up. 

In a cloze test each acceptable ai~swer is awarded marks as it is not necessary that thc: lei~rner 
would get the exact word which has been deleted. In the words of J.B. Heaton (1991), "If a 
reasonable equivalent is provided it should be ;~cceptable". 
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21.9 LET US SUM UP 
Testing Gramnlnr and Usage 

The communicative approach to language teaching has not minimised the need and 
importance of grammar teaching and testing. 

The change in emphasis from learning of forms to language as communication has brought 
about changes in 'how' to test grammatical competence. 

Discrete items test single grammar points through isolated sentences. 

Integrated grammar.tasks do not test one particular grammar point at one time. The tasks 
are a!vlays a number of sentences on a meaningful situation. 

Several items like completion, location and correctioi~ of errors or transformation 
exercises are common to both kinds of tasks. 

21.10 ANSWERS TO CHECK YOUR PROGRESS 

1. Yes. In the Communicative Approach accuracy and appropriacy have received more 
attention than ever before. Both are impossible to achieve without grammatical 
competence. 

2. It tests discrete (single) grammar points through discrete (isolated) sentences. 

3. Discrete point tests focus on one single area of grammar while integrated tasks do not 
focus on a single grammatical point. Such integrated tasks are more meaning-oriented 
and usually use small paragraphs, letters or other text types to test students. 

4. All distractors are correct and acceptable. 

5.  By providing a picture in the first case and a context/situation in the second e.g. 

A : Where is the interview for this job ? 

B : At Calcutta 

A : Are you then going to Calcutta ? 

B : etc. 

6. Open-ended. 

7. Open ended. (time consuming, finding plausible distractors would be common.) 

8. Many determiners are acceptable (e.g . somelmorela littlelless). 

9. Specify determiners like fill in the blanks with some or any. 

10. In word arrangeinent items one has to think of the structure and the meaning, but in a 
substitution table the structure is given. Only rarely does one have to make a choice for 
grammatical accuracy. 

1 1. Open-ended. 

12. a) A student lnusb rewrite the sentence with four changes. (1) Supply an agent, (They, 
the coolies) subject verb agreement (plural verb - are) present continuous form 
(unloading) and change in subject object position - (the truck) at the end of the 
sentence. 

b) At least 2. (113; x 4 = 2) 

c) The students will be either penalised for minor mistakes or marked too liberally. 

13. Yes. You can pick up any examples related to tense, prepositioil or subject verb agreement. 

14. Open ended (mosl common - double past tense - did wanted to go; pronouns - My 
father lost her car keys; or present continuous tense - I'am having two sisters). 

15. Students whose coinpetence level is high find the integrated tasks easier - but the 
average and the below average students do not always understand the nature of task>. 
Also it is easier to take students to sustained writing tasks from such controlled 
compositions. In discrete test items, the students do the g r m a r  exercises mechanically 
and do not transfer their knowledge to written work. 

77 
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