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OT ABTOPA

Bo MHOrWX MNejarordyecKMX HHCTHUTYTaX U Ha (aky/abTeTax HHOCT-
paHHBIX f3BIKOB TIPENOAaBAHHE METOLUKH OGYYeHHS AHTIMHCKOMY SI3BIKY
BejeTcst Ha aHIVIMACKOM $I3bIKe, B CBSI3H C YeM BO3HHKJIA HeoGXOAMMOCTb
p co3fanuu yueGHoro mocobusi “Methods of Teaching English”. IToco6ue
TpeHAa3HAYEHO JUI CTY[AEHTOB TelBY30B, OLHAKO OHO MOXKET OBITh TaKiKe
MCIIO/Ib30BAHO YUUTENSIMH aHIMIHHCKOrO f3biKa B UX HpaKTUyeckoii paore.

“Methods of Teaching English” mnpeacraBnsier co6oit Kypc Jex-
nuii, uyMTaeMblii aBTOpoM Ha (akyJibTere aHryiMiickoro ssmika MITIHU
um. B. WM. JleHuHa, u oXBaThiBaecT BCE OCHOBHbIE DPa3fesibl IIPOTPaMMBI.
B Hem craBUTCS LieJb, C OAHOM CTOPOHbI, H3JIOXKHTh KOHUENIHIO Kadexpel
MeTOAMKH, BhIpaGOTaHHYIO HA OCHOBE MHOrOJeTHeH HayuyHO-UCC/eJoBaTeNb-
CKOH paboTel, C ApPYrod — TOMOYb CTYHAEHTaM OBJIafeTb METOAHYECKOII
M 0TyacTH ofleneJaroriyeckod TepMUHOJOr e, BCTPeYAaIOICHCS B aHT M|l
CKOii JiuTepaType (417 3TOr0 aBTOP CO3HATE/IBHO BKJIOYAET B KHHI'Y HE OfluH,
a HeCKOJbKO TEePMHHOB, CYLIeCTBYIOUIMX B aHIVIMHUCKOH MeTOLUUYecKoi
JauTepaType IJis TNepefayd OLHOTO M TOTO K€ TIOHATHS, Hanpumep, Ajs
MOHUMAHHS Peud CO cJAyXa HCNOJNb3YIOTCst ciioBa: hearing, listening com-
prehension, auding, aural comprehension).

ITpy usnoxeHun KaxkHoi# TeMbl aBTOP NPHUIAEPKHBAECTCS CJEAYIOLIErO
TMPUHIIKIIA: BBIALJISIOTCS OCHOBHbIE TPOG/EMBI, C KOTOPBIMH CTa/lIKHBaeTCS
yuHTesb TIPH OOGyueHHH HHOCTPAHHOMY SI3BIKY B ILUKOJeE, pPacKpniBaercs
CyTb KaxJoH u3 mpobaem, npefnaraercs ee pewenue. Msnaras marepuan,
aBTOpP CTPEMHTCS NMOKa3aTb, YTO AEHCTBHS ydallHXCs C SI3bIKOBBIM MaTe-
puajsoM JoMxHbI ObITh aleKBaTHbI (opMUpyeMOd AesiTesibHOCTH. Hanpu-
Mep, ecsid ynorpeGieHue CJAOB B PeyM CBSI3aHO ¢ paboToil ABYX MexaHuU3-
MOB peudt — OTGOPOM CJIOB M BKJ/IOYEHHeM HX B BbICKa3biBaHue (csoBec-
Hyio nenb, no H. M. )KuHKuHy), TO npu H3yyeHHH JIEKCUKH yIpaxHe-
HHS JO/KHBI ObITh HAnpas/eHbl Ha TO, YTOGhI yyallHecss yMesdH GbiCTpo
HaXO[UTh B NaMmsTH HY:XKHOE CJIOBO M ynoTpebJisiTb ero B CBSI3U C CHTya-
LusMu obienust. Miu, eciy ureHue CBA3aHO C OB/MajeHHeM rpademHo-
(OHEeMHBIMH COOTBETCTBHSIMH H pacCIIMpeHHeM TOJS YTeHHS, YTOGH yMeThb
ObiCTpO u3BJIeKaTb HEOOGXONMMYI0 MHPOPMALMIO M3 TIEUATHOTO TEKCTa, TO
M ynpaxKHeHHUst JOJKHbI ObITh HampaBJ/ieHbl Ha OBJIafiecHHE TEeXHUKOH uTe-
HHS BCAYX U Npo ceGs M HAa U3BJIeUeHHe CMbICJIOBOH MHGOPMALHH U3 TEKCTa.

IlockonbKy aBTOp HesaeT TMOMBITKY NPeMIOXKHTb METOLHYECKOEe pellle-
HHe, ucxols u3 cyTd hopMUpyeMoil AesITeJIbHOCTH, TO OH CYesJ BO3MOMKHBIM
B aHHOi paGoTe OrpaHHYUTLCA JIMIIb NPUHUKNHAABHBIM NOAXOLOM K pelle-
HHI0O MeroAuueckux npoGiem. YUrto KacaeTcsi KOHKPETHBIX pPeKOMEHAALHU
No paGore B Kax[OM KJacce WIKO/bI, TO OHH SIBJSIOTCS NMpeIMeToM 06Cyx-
ACHUSI HA NPaKTHUECKUX 3aHSATHSX M BO BPeMs NelarorHyeCKod NpakTHKU
B wKose, C 3Toil ue/ibio B KaxAOi TJiaBe KHUMH CTYIeHTaM Tpedjaraercs
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cepusi BOMpOCOB-3ajaHuii A1s O6CYxIeHHS M HaXOXIEHHA npaxmqecxor\?
peiennsi mpobaevbl Ha KOUKPETHOM MaTepHasne, BbIGpaHHOM CTylleHT&e
Had yKasalliou mperiogapatedeM. OTH BOMPOCH-3aJ1aHHA MOXKHO TaKXK
lICHO1b30BaTh B KayecTBe TeM A5 NOKMAN0B Ha crieliceMHHApe, KypCOBBIX
# IWNJOMHBIX palorT. .

Bri6pannmpit aBTOPOM NOAXON K PACKPBITHIO KaxAOH TEMBI, KaK npen-
CTaB/ISIeTCS, MNO3BOJSET H3IO0XHTh €€ KaK HEeUTO CaMOCTOsITe/IbHOE H 33KOM-
yeHIICe, @ MO3TOMY B C/yuae HCTOIb30BaHHs TOCOOHS NMPH UTeHHH Kypca
METOIHKH TOCJAEeN0BaTe;IbHOCTE H3I0XKEHHS TeM MOxKeT ObiTh M HHOH.

ABTOp OTHIOIb HE CUHTAeT H3/1araemyio B NOCOGHH KOHLENUHIO eMHH-
c1senno npuemaevoii. OH IaeT CTYA€HTaM BO3MOXHOCTb CaMOCTOSITENIbHO
W3yyuTb, a 3aTeM MOIPOGHO H aPryMEHTHPOBAHHO OGCYAHTH WHBIE TOUKH
gpesHs Mo TOH MU nHOH npo?neme. B koHue kaxkao#i raaBbl jpaercs Criy-
COK JIWTepaTyphl, OTpaxaloileli pasinyHble TOYKH 3PEHUs MO H3JIOKEeHHOM
npo6aene U KOHKpeTHble BOMPOCHI JUIsi IHCKYCCHH.

B nensx ob6nerueHusi MOATOTOBKH CTYHEHTOB K OOCYKIEHHIO TeMbl HA
anranfickon s3blkKe B KHUTe AaeTCs CMHCOK CJIOB M BHIPaxKeHHUH MO Kypcy
MeTOLHKH OoOyueHuss MHOCTPaHIbIN sf3blkam B 1ikoje (mpumepro 300 cuio-
BapHBIX cTaTefl, KaxJlasi U3 KOTOPBHIX BKJIOYAeT CJIOBOCOYETAHHUS, YIIO-
TpeGasemble B MeTOAMYECKOH M TNeJaroriyeckoil Juteparype).

Kuura cocrout u3 17 riaas, Gubnauorpaduu u Cnucka c/loB U Bhblpa-
KeHHH N0 MeTojuKe oOyueHUS WHOCTPAHHBIM SI3bIKaM B ILUKOJIE.

ABTop Bblpaxaer ray6okyro GnarogapHocTb KoJJeKTUBaM Kadeapel
meropuku MITIM unm. B. U. Jlenuna, MITIMHUY um. Mopuca Tope3a,
a takxe A. I1. Crapkosy, JI. I1. [lymxapeBoit, A. T'. TunsiHoBoit u 3. A. §o
3a BHUMAaTe/ibHOe NpouTeHUe paboTHl U leHHble KPUTHUECKHE 3aMeuyaHus.



Part One

GENERAL PROBLEMS
OF FOREIGN LANGUAGE TEACHING

Chapter 1

Methods of Foreign Language Teaching
and Its Relation to Other Sciences

Methods of foreign language teaching is understood here
as a body of scientifically tested theory concerning the teach-
ing of foreign languages in schools and other educational
institutions. It covers three main problems:

(1) aims of teaching a foreign language;

(2) content of teaching, i. e. what to teach to attain the
aims;

(3) methods and techniques of teaching, i.e. how to
teach a foreign language to attain the aims in the most ef-
fective way.

Methods of foreign language teaching is closely related
to other sciences such as pedagogics, psychology, physi-
ology, linguistics, and some others.

Pedagogics isthe science concerned with the teach-
ing and education of the younger generation. Since Meth-
ods also deals with the problems of teaching and educa-
tion, it is most closely related to pedagogics. To study for-
eign language teaching one must know pedagogics. One branch
of pedagogics is called didactics. Didactics studies general ways
of teaching in schools. Methods, as compared to didactics,
studies the specilic ways of teaching a definite subject.
Thus, it may be considered special didactics. In the foreign
language teaching, as well as in the teaching of mathematics,
history, and other subjects taught in schools, general prin-
ciples of didactics are applied and, in their turn, influence
and enrich didactics. For example, the so-called “principle
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of visualization” was first introduced in teaching foreign
languages. Now it has become one of the fundamental prin-
ciples of didactics and is used in teaching all school subjects
without exception. Programmed instruction was first ap-
plied to teaching mathematics. Now through didactics it
is used in teaching many subjects, including foreign lan-
guages.

Teaching a foreign language means first and foremost
the formation and development of pupils’ habits and skills
in hearing, speaking, reading, and writing. We cannot ex-
pect to develop such habits and skills of our pupils effec-
tively if we do not know and take into account the psycho 1-
ogy of habits and skills, the ways of forming them, the
influence of formerly acquired habits on the formation of
new ones, and many other necessary factors that psychology
can supply us with. At present we have much material in
the field of psychology which can be applied to teaching
a foreign language. For example, N. I. Zhinkin, a promi-
nent Soviet psychologist in his investigation of the mecha-
nisms of speech came to the conclusion that words and
rules of combining them are most probably dormant in the
kinetic center of the brain. When the ear receives a signal
it reaches the brain, its hearing center and then passes to
the kinetic center. Thus, if a teacher wants his pupils to
speak English he must use all the opportunities he has to
make them hear and speak it. Furthermore, to master a sec-
ond language is to acquire another code, another way of
receiving and transmitting information. To create this new
code in the most effective way one must take into consid-
eration certain psychological factors.

Effective learning of a foreign language depends to a great
extent on the pupils’ memory. That is why a teacher must
know how he can help his pupils to successfully memorize
and retain in memory the language material they learn.
Here again psychological investigations are significant.
For example, the Soviet psychologist, P. K. Zinchenko,
proved that in learning a subject both voluntary and in-
voluntary memory is of great importance. In his investigation
of involuntary memory P. K. Zinchenko came to the con-
clusion that this memory is retentive. Consequently, in
teaching a foreign language we should create favourable
conditions for involuntary memorizing. P. K. Zinchenko
showed that involuntary memorizing is possible only when
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pupils’ attention is concentrated not on fixing the material
in their memory through numerous repetitions, but on solv-
ing some mental problems which deal with this material.
To prove this the following experiment was carried out.
Students of group A were given a list of words to memorize
(voluntary memorizing). Students of group B did not re-
ceive a list of words to memorize. Instead, they got an English
text and some assignments which made them work with
these words, use them in answering various questions. Dur-
ing the next lesson a vocabulary test was given to the stu-
dents of both groups. The results were approximately the
same. A test given a fortnight later proved, however, that
the students of group B retained the words in their memory
much better than the students of group A. This shows that
involuntary memorizing may be more retentive under cer-
tain circumstances. Experiments by prominent scientists
show that psychology helps Methods to determine the role
of the mother tongue in different stages of teaching; the amount
of material for pupils to assimilate at every stage of instruc-
tion; the sequence and ways in which various habits and
skills should be developed; the methods and techniques
which are more suitable for presenting the material and for
ensuring its retention by the pupils, and so on.

Methods of foreign language teaching has a definite rela-
tion to physiology of the higher nervous system. Pav-
lov’s theories of “conditioned reflexes”, of the “second sig-
nalling system” and of “dynamic stereotype” are the exam-
ples. Each of these interrelated theories bears a direct rela-
tion to the teaching of a foreign language.

According to Pavlov habits are conditioned reflexes,
and a conditioned reflex is an action performed automat-
ically in response to a definite stimulus as a result of previ-
ous frequent repetitions of the same action. If we thoroughly
study the theory of conditioned reflexes we shall see that
it explains and confirms the necessity for frequent repeti-
tions and revision of material pupils study as one of the means
of inculcating habits. Pavlov showed that man’s higher
nervous activities — speaking and thinking — are the func-
tions of a special system of organic structures within the
nervous system. This system is developed only in man. It
enables the brain to respond to inner stimuli as it responds
to outer stimuli or signals perceived through the sense or-
gans. Pavlov named this the second signalling system.
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Consequently one of the forms of human behaviour is language
behaviour, i. e., speech response to different communica-
tion situations. Therefore in teaching a foreign language
we must bear in mind that pupils should acquire the language
they study as a behaviour, as something that helps people
to communicate with each other in various real situations
of intercourse. Hence a foreign language should be taught
through such situations.

Pavlov’s theory of “dynamic stereotype” also furnishes
the physiological base for many important principles of
language teaching, e. g., for the topical vocabulary ar-
rangement.

Methods of foreign language teaching is most closely
related to linguistics, since linguistics deals with
the problems which are of paramount importance to Meth-
ods, with language and thinking, grammar and vocabulary,
the relationship between grammar and vocabulary, and many
others. Methods successfully uses, for example, the results
of linguistic investigation in the selection and arrangement
of language material for teaching. It is known that structur-
al linguistics has had a great impact on language teach-
ing. Teaching materials have been prepared by linguists
and methodologists of the structural school. Many prom-
inent linguists have not only developed the theory of lin-
guistics, but tried to apply it to language teaching. The
following quotation may serve as a proof of this:

“It has occurred to the linguist as well as to the psycholo-
gist that the foreign language classroom should be an excel-
lent laboratory in which to test new theories of language
acquisition.”

Methods of foreign language teaching like any other sci-
ence, has definite ways of investigating the problems which
may arise. They are:

(1) a critical study of the ways foreign languages were
taught in our country and abroad;

(2) a thorough study and summing up of the experience
of the best foreign language teachers in different types
of schools;

(3) experimenting with the aim of confirming or refut-
ing the working hypotheses that may arise during investi-

1 Bosco F. J., Di Piefro R. J. Instructional Strategies: Their Psy-
chological and Linguistic Bases. — In: IRAL, v. VIII/1, 1970, p. 1.
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gation. Experimenting becomes more and more popular with
methodologists. In experimenting methodologlsts have to
deal with different data, that is why in arranging research
work they use mathematics, stalistics, and probability
theory to interpret experimental results.

In recent years there has been a great increase of interest
in Methods since foreign language teaching has many attrac-
tions as an area for research. A great deal of useful research
work has been carried out. New ideas and new data pro-
duced as the result of research are usually developed into new
teaching materials and teaching techniques.

It should be said that we need research activities of the
following types: descriptive research which deals with “what
to teach”; experimental and instrumental research dealing
with “how to teach”. More research is now needed which
compares different combination of devices, various teaching
aids, etc.

Recommended Literature:

Anitchkov 1., Saakyants V. Methods of Teaching English in Secon-
dary Schools. M. — JI., ,IlpocBciuenue”, 1966, c. 11—26.

O6was MeTonUKa OOYUeHHS! MHOCTPAHHBIM SI3bIKaM B cpelHell miKoJe.
[Tox pen. A. A. Muponio6oBa, U. B. PaxmanoBa, B. C. Lletnun. M., 1967,
c. 83—111.

beasie b. B. Ouepxu 1o ncuxosioritn oOy4yeHHSI HHOCTPAHHBIM $3bl-
kam. M., 1965, c. 5—10.

Jleontbe A. A. IlcuxosuHrBUCTHYeCKHE €NMHHIbI M TOPOXKAEHUE pe-
yeBoro BeicKasmiBanus. M., 1969, ra. IV, § 4; §I3bik, peus, peueBas nes-
TenbHocTh. M., 1969, ra. 1V, § 1.

Jiaxosuuknit M. B. O cymmuocty u creuuduke sxcnepHUMeHTaNbHOTO
MCC/1eJOBaHUsl B MeTOAMKe OOyueHHss HHOCTPaHHOMY s3bIKV. — ,JMHOCT-
paHHble f13blKM B wiKose“, 1969, Ne 4

Questions for Discussion:

1. Compare several viewpoints on Methods as a science.

2. Give reasons to coniirm that Methods is an independent science.
— Methods possesses its own field of research. True or false?
— Methods is interrelated with other sciences and is fed by them.

In what way?
— Methods utilizes various kinds of scientific investigation.
Consider the kinds you find justifiable.



Chapter 11

A Briei Review
on Foreign Language Teaching

INTRODUCTION

A student who starts studying Methods will be puzzled
by the variety of “methods” he may come across in books
and journals and, of course, there are good grounds for this.
At different periods, depending on the aims of teaching and
learning a foreign language, new methods sprang up. In
each case the method received a certain name; sometimes its
name denoted logical categories, for example: the synthet-
ic method (synthesis), the analytic method (analysis),
the deductive method (deduction), the inductive method
(induction), ! sometimes the method was named after the
aspect of the language upon which attention was focused
as in the cases of the grammar method, the lexical method,
the phonetic method. A third set of methods received their
names from the skill which was the main object of teaching.
Among these are the translation method (translation), the
oral method (oral language). Sometimes the method got its
name from the psychology of language learning: in this
category the following names occur: the intuitive method,
the conscious method, the direct method. Finally, the meth-
od was sometimes named after its inventor. Thus we find:
the Amos Comenius method, the Jacotot method, the Gouin
method, the Berlitz method, the Palmer (West, Fries)
method.

In some cases the methods bear coupled names: they
represent two sides of teaching, for example, the leading
aspect of the language and the skill the pupils acquire (the
grammar-translation method), or the name of the author
and the language activity which is the main aim in teaching —
“Fries oral method”, “the method of teaching reading by
West”. We may find even such names as “hear-say-see-say-
read-write method” 2 and others.

1 See: I'pysunckas H. A. MerolHKa MpenoJaBaHHs aHIJIUHCKOro

a3bika. M., 1938, ra. 1.
2 Foster D. P., Williams C. M. Aural-Oral-Written Versus Aural-

Oral in Teaching Spanish to Fourth Grades. — “The Modern Language
Journal”, 1960, No. 4.
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It would be impracticable in a short chapter such as this
one to give a classification of methods. All that one can hope
to do is to select for comment those methods which have had
a long history and have influenced the contemporary meth-
ods of foreign language teaching, and live on in them. This
brief review will deal with:

(1) the grammar-translation method, the oldest method
of teaching foreign languages which had its origin in Latin
schools;

(2) the direct method which began to be widely used in
schools in the 1870’s;

(3) contemporary methods.

THE GRAMMAR-TRANSLATION METHOD

The grammar-translation method was widely used in
teaching the classics, namely Latin, and it was transierred
to the teaching of modern languages when they were intro-
duced into schools, first as an optional and then as a compul-
sory subject. In teaching a foreign language by means of
the grammar-translation method attention was paid to the
assimilation of grammar rules of the foreign language that
pupils studied. The vocabulary was “tuned up” to grammar.
Translation was extensively utilized both as a means of
explanation of new words, grammar forms, and structures,
and as a means of mastering the foreign language, all exer-
cises for assimilating the language material being limited
to translation from the mother tongue into the foreign lan-
guage and from the foreign language into the mother tongue.

The distinguishing features of the grammar-translation
method are (l) insistence upon grammatical analyses and
(2) the assumption that grammatical categories can be de-
fined in general terms with reference to meaning, the gram-
matical categories being the common denominator of all
languages. According to the grammar-translation method
the best way to say a sentence in a foreign language is to
start with a sentence in the mother tongue, analyze it gram-
matically into such components as subject, i. e., one who
performs the action, predicate, that which denotes the ac-
tion, object, that which receives the action, etc. If neces-
sary pupils go on with the analyses, for example, they name
tense, mood, etc. Then the pupil is told to {ind the
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corresponding forms in the foreign language. Sounds, mor-
phemes, words are always considered peculiar to one language
alone, but the syntax, the patterns of language are thought of
as universals that will allow the pupil to pass from one lan-
guage to another. It is well known that many patterns of
a foreign language do not conform to those of the native lan-
guage, and these contrasting patterns have to be learned as
“exceptions”, i. e., exceptions of the one language from the
stand point of the other language.

The grammar-translation method in its orthodox form

was practised in schools in the 18th and 19th centuries. The
development of pedagogics, psychology and linguistics
brought changes in the grammar-translation method. It was
greatly modified at the end of the 19th century and in the
20th century, and, first of all, these modifications dealt
with the approach to the relationship of “two grammars”.
Instead of forcing the target language into the mold of the
learner’s native language, the “grammars” are compared
with the result of better comprehension and retention in
all points of difference and interference.
" The grammar-translation method is often mentioned even
nowadays when one wants to emphasize a traditional ap-
proach to foreign language teaching. The textbook is the
essential teaching aid. The assumption is that proficiency
in the language can be acquired by learning a set of grammat-
ical rules, to which the language is supposed to conform,
and that by mechanically applying these rules speed and
fluency will grow with the use of the language. Primary
objectives are mastery of the graphic skills, i.e., reading
and writing, with secondary attention to hearing and speak-
ing. Language performance in the classroom takes the form
of reading, translating, and the working out of various exer-
cises which require the application of grammar rules to se-
lected data.

THE DIRECT METHOD

The direct method appeared as a reaction against the
grammar-translation method.

The prerequisites that brought about the appearance of
new method are as follows. The rapid development of vari-
ous branches of industrv and the tremendous development
of international trade and colonial expansion required plenty
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of officials who had a practical mastery of the language,
people who could speak and write a foreign language and
be able to communicate with foreigners. Therefore practical
mastery of a foreign language becomes the main purpose of
teaching this subject at school. The rapid development of
pedagogics, psychology, namely, apperceptive psychology,
and linguistics promoted the appearance of new methods. !

The characteristic features of the direct method are as
follows:

(1) the practical direction in the teaching of foreign lan-
guages which is understood as teaching language skills and
speaking in particular, therefore spoken language becomes
the basis of teaching;

(2) the ignoring of the existence of the mother tongue as
it is assumed that learning the mother tongue and learning
a foreign language are similar processes, merely undertaken
at different ages;

(3) restricted application or very often complete elimina- -
tion of translation as a means of teaching a language which
plays a leading part in the grammar-translation method;
instead of translation, visual aids and various oral and writ-
ten exercises are recommended on a large scale;

(4) the inductive approach to teaching grammar, i.e.,
the learner may discover the rules of grammar for himself
after he has become acquainted with many examples (in the
grammar-translation method the rule is first stated, and
then sentences embodying the rule are studied; later the
rule is put into practice by writing new sentences, generally
by translating sentences from the mother tongue into the
foreign language);

(B) great care in teaching pronunciation throughout the
course, and especially the first weeks and months; correct
pronunciation must be constantly practised since comprehen-
sion and speaking is possible if the learner has adequate
pronunciation in the target language;

(6) great attention to the subjects of the texts, especially
a topical arrangement of the material with the purpose of
ensuring speech development.

The method is called direct because in teaching a foreign
language an attempt is made to establish a direct connection

1 See: OcHOBHbIE HanpaBJeHHsI B METOLMKe MPENoAaBaHUsT MHOCTpPaH-
HbIX a3blkoB B X1 X—XX BB. Ilog pea. ua.-kop. AITH CCCP U, B. Pax-
maHoBa. M., ,llegaroruka“, 1972, c. 27—>52.
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between a foreign word and the thing or notion it denotes
without the aid of the native language.

At the end of the 19th and in the beginning of the 20th
century there appeared several varieties of the direct method
which differed only in some details. The most orthodox advo-
cates of the direct method were F. Gouin, M. Berlitz, M. Wal-
ter, B. Eggert.?!

The teachers who accepted the method, involve the pupil
from the first step of learning a new language in conversation
and supply meaning by referring directly to objects and pic-
ture charts; they act out the meaning of sentences in order
to make themselves understood.

The direct method found ready supporters. It stimulated
enormously the pupil’s curiosity to learn and make progress.
But there were too many diificulties in the use of the method,
the main of them being the following:

1. No scientific principles were applied to selection of
study material and vocabulary in particular. The only prin-
ciple applied was the topical one, i. e., the material was ar-
ranged in topics. As a result of such arrangement of vocabu-
lary, the pupil had to assimilate a great number of words.
For example, in textbooks compiled according to F. Gouin
system the vocabulary listed 8 000 words.

2. School conditions did not favour the development of
pupils’ speech habits (too few periods a week, overcrowded
classes, lack of visual materials, etc.).

3. In the hands of inexperienced and ill-equipped teachers
the direct method did not work and the teachers had to return
to the old grammar-translation method.

However during the period between the two wars it became
possible to revive the main principles of the direct method:
(a) by careful experimentation; (b) by taking note of the new
developments in the field of linguistics (Ferdinand de Saus-
sure) 2 and psychology (Thorndike) 2; (c) by insisting that clear
statements be made as to the aims and objectives of teaching.

1 See: Paxmaros H. B. QuepKu MO UCTOPHUM METOLHMKH NpPEnoLaBaHus
HOBLIX 3aMajHOeBPONEeHCKUX HHOCTpaHHBIX si3bikoB. M., 1947, c. 84—109.

2 Ferdinand de Saussure (1857—1915), a distinguished Swiss professor
of Sanskrit at Geneva. His Course de Linguistique Générale (1916), posthu-
mously edited from his students’ lecture notes, is one of the foremost
works giving stimulus and direction to modern linguistics.

8 Thorndike Edward Lee (1874—1949), an American psychologist,
-professor, author of The Psychology of Learning (1914), The Measurement
of Intelligence (1926), Fundamentals of Learning, etc.
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This was done by H. Palmer and M. West, prominent Eng-
lish methodologists.

The main points in Palmer’s method are:

1. In learning a foreign language the pupil must tread the
path he has followed in acquiring the mother tongue, i.e.,
starting with oral language.

2. The teaching of a foreign language must be based upon
carefully selected material. H. Palmer was one of the first
methodologists who tried to work out the principles of vo-
cabulary selection on a scientific basis. A special Research
Institute was established in Tokyo and H. Palmer headed
this Institute. The results of the work was a 3 000 word mi-
nimum vocabulary list.

3. Great attention should be given to the rationalization
of study material to make the assimilation of a foreign lan-
guage easier.

H. Palmer compiles a series of study guides for teaching
oral language:

English Through Actions — where a system of excercise
drills based upon the concrete showing of things and actions
is given.

100 Substitution Tables — in which typical English sen-
tences (sentence patterns) are arranged in tables for pupils to
make up their own sentences, following the pattern. Since
Substitution Tables is one of the innovations introduced by
H. Palmer and they are widely used in contemporary methods,
it is relevant to mention what such tables allow the learner
to do while using them:

1. To present the most frequently used English words and
word groups in such a manner as to form the greatest number
of useful sentences of general application.

2. To serve as practical ear-training exercises, by the
use of which the student will come to understand the most
rapid speech.

3. To serve as a series of pronunciation exercises, by the
use of which the student will acquire fluency and rapidity of
expression with the appropriate stress and intonation.

4. To provide a simple context for each word in such a way
as to encourage the student to learn words not as isolatéd
elements but as component parts of sentences.

5. To serve as a simple scheme for analysis in which the
function of the various parts of speech and the nature of
group-words are clearly shown.

-~
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6. To offer an extensive choice of model sentenges to be
memorized providing a simple means for converting each
memorized sentence into a vast number of others.

7. To enable the teacher to react against five of the ten
vicious evils, to which most of all language students are sub-
ject, namely:

(a) literal translation from the mother tongue,

(b) artificial separation of words,

(c) non-recognition of group-words,

(d) preference for strong forms,

(e) over-reliance on visual memory.

8. To form the basis of a series of progressive exercises
in the grammar inflexions and semantics of spoken English.

9. To serve as vocabulary and phrase-book, to be used with
a key in the mother tongue for those who find it necessary or
more convenient to study without a teacher. !

Here is an example from the tables:

I saw two books here yesterday
You | put three | letters there last week
We | leit a few | keys on the ta-| on Sunday
ble
They| found | some | good ones|in this box| this morn-
ing

This table will yield 4 096 perfectly rational sentences.

Systematic Exercises in English Pronunciation. In this book
a graded system of exercises in pronunciation is presented.

Standard English Reader contains easy material which
gradually becomes more complicated and interesling to read.
The material is based on selected vocabulary.

English Through Questions and Answers is attached to
these readers.

The hooks present a gradual transition from simple to
complex questions on every text. Later on the books Graded
Exercises in English Composition are added. These books con-

tain various grammar and vocabulary exercises on each text
of the Standard Readers.

1 See: Palmer H. Colloquial English. Part I. 100 Substitution Tables,
Camtridge, 1916, p. V—VI.
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Teaching is a long chain of stimuli applied by the teacher
and a response chain of students’ reactions. In learning a for-
eign language the students pass through the following stages.

1. Receptive work when the students only
assimilate the teacher’s speech:

(a) Subconscious comprehension. The teacher speaks. The
students listen to his speech. There is no reaction on the part
of the learners. They are plunged into a sea of foreign lan-
guage sounds. For example, the teacher speaks pointing to
objects and moving about the classroom:.

This is a book and that is a box. — Look at the book.
Look at the box. — I am going to put the book on the
table and the box on the chair. — Where’s the book
now? — It’s on the table. — And the box? — It’s on
the chair. Is the book on the table? — Yes, it is. Is the
book on the chair? — No, it isn’t. The box is on the
chair. — Now look at me; I am going to open the book
and to open the box. — There! The book’s open and so
is the box. Now I am going to open the door. — Etc., etc. !

(b) Conscious comprehension. The teacher speaks; the pu-
pils are given a definite assignment, for example, “Pay
attention to intonation”.

(c) Exercises in fulfilment of instructions. The teacher
orders a pupil to do something. The pupil does it silently.
In this way he shows that he has understood the teacher’s
order or request in the English language.

Get up. Sit down. Get up. Come here. Go there. —
over there. — to the door. — to the window. — to the
blackboard. — to the table. Go back to your place.
Sit down. 2

At Tirst the teacher accompanies his verbal command by
gestures. Then he stops the gestures so that the pupil reacts
to the verbal signals without visual props.

(d) “Yes” and “No” work. The teacher asks a question,
the students answer “yes”, or “no”. In this way the students’
comprehension is checked.

! See: Palmer H. The Oral Method of Teaching Languages. Cam-
bridge, 1921, p. 41—42. The book has been translated into Russian and
published in our country in 1960,

2 1bid., p. 56,
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In all the exercises mentioned above comprehension is en-
sured by vivid and visual presentation of the material by
the teacher, by his demonstration where necessary of the
actions required, and by arranging the pupil’s activity in
using material. .

2. Receptive-imitative wor k. The teacher
speaks. The students repeat certain speech units after him
(Parrot work, as H. Palmer calls it). These may be:

(a) exercises in repetition of separate sounds and sound
combinations;

(b) exercises in repetition of words and sentences;

(c) simple substitution tables. The teacher does his best
to create conditions in which the students will not make
mistakes in their speech.

3.Conventional conversation. The stu-
dents learn how to ask and answer questions of the following
three types: general, alternative and special. For better as-
similation of the material, teaching is conducted in con-
secutive order, i. e., they are taught how to ask questions of
one type at a time. Finally, questions are asked at random.

For example: What can I do if I have a pen? knife? piece
of chalk? etc. !

4, Normal conversation. The teacher and
the pupils carry on a conversation in the foreign language.

Palmer distinguishes four stages in teaching and learning
a foreign language: elementary, intermediate, advanced, and
subsequent life, as H. Palmer says: “Learning a language has
a beginning, but no end.” H. Palmer gives much attention
to methods of teaching in the first two stages. He says: “Take
care of the initial stage, and the rest will take care of them-
selves.”

Since, in his opinion, it is necessary to begin by teaching
oral langage, he works out most carefully the methods and
techniques of teaching this aspect of speech activity.

In contrast to H. Palmer, M. W e st proposes to begin
by teaching to read. In support of such a sequence in foreign
language teaching: from reading — reception, to speaking —
reproduction, M. West advances the following arguments:

1. In a country where the child must be bilingual and be

! Palmer H. The Oral Method of Teaching Languages. Cambridge,
1921, p. 69.
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brought into easy contact with world culture it is necessary
to begin by teaching to read. The essential need of the aver-
age bilingual child of a minor language is simply that of
reading ability in one of the major languages to supply the
informational and scientific deficiency of his national lit-
erature. ! ’

2. Reading is the easiest aspect of the language to ac-
quire, for reading involves no active use of grammar and idi-
oms and the memory of the vocabulary is merely recognition.
M. West says 2 it is necessary to begin with reading because
“We need not begin by teaching the child to speak for that
would be to teach something easy by means of something
more difficult.”

3. In teaching reading it is easier to develop a sense of
the language and a feeling of what is idiomatic which would
very greatly diminish the child’s liability to errors and very
greatly accelerate his progress.

4. In learning reading the child will sooner feel his prog-
ress in language knowledge and enjoy it. Besides, he can
improve his knowledge independently without the teacher’s
aid.

5. In teaching reading the teacher’s qualifications, and
his command of the language is of no great importance (as
the reading book teaches the child while the teacher is a mere
master of ceremonies), nor is the size of the class of sig-
nificance, as all the pupils can read simultaneously. M. West
compiled a series of teaching material for teaching reading:
ten readers, supplementary readers, exercise books, and
blank companions.

He has developed methods of teaching oral language and
compiled special teaching material for the purpose. These are:
Learn to Speak by Speaking, Improve Your English, Easy
English Dialogues, Book One and Book Two. His book Teach-
ing English in Difficult Circumstances was translated into
Russian. 3

We greatly appreciate H. Palmer and M. West for their
contribution to Methods. These English methodologists have
enriched the technology of foreign language teaching:

! West M. Bilingualism. Calcutta, 1926, Chapter V.
32 West M. Learning to Read a Foreign Language. London, 1941,
p. 3—6.
M jg%’acm M. OGyueHye aHIVIMUCKOMY $3blKy B TPYAHBIX YCJOBHSX.
o 7.
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1. They have raised the problem of careful selection of
language material, worked out criteria of selection, and se-
lected the material.

2. They have raised the problem of the necessity for
rationalizing teaching materials and worked out systems of
foreign language teaching: H. Palmer — speaking, M. West —
both reading and speaking.

3. They have compiled series of guide books: H. Palmer
for teaching speaking; M. West for teaching reading and
speaking.

4. They have introduced a lot of new and effective exer-
cises: H. Palmer for the development of speaking skills,
M. West for the development of reading skills and compre-
hension of a foreign text as well as for the development of
speaking.

CONTEMPORARY METHODS

All the points mentioned above are undergoing further
development in contemporary Methods ! abroad.

There are many methods of language teaching and a con-
siderable amount of controversy as to the best way of for-
eign languages teaching abroad at present. However it is
possible to group them into (1) traditional methods which
have their origin in the grammar-translation method, and
(2) audio-lingual methods which are considered to be a fur-
ther development of the direct method line.

The traditional approach to foreign language teaching is
characterized by (1) the use of the native language ifor expla-
nation, retention and checking; (2) the deductive explanation
of grammar and the use of grammar exercises; (3) the develop-
ment of all the language skills, i.e., hearing, speaking,
reading, and writing from the beginning of the course. This
approach is called traditional because it has been
prevalent in schools for a long time. The traditional methods,

1 It does not mean, of course, that there have been only these two
methodologists who have contributed to the theory and practice of foreign
language teaching in the direct method line. The choice bears rather a
subjective than an objective character. H. Palmer and M. West have
proposed complete systems of teaching English as a foreign language,
and it is this language which is taught in the majority of schools in the
Soviet Union. Besides, some of their books are available for students
and teachers of English as they have been published in our country.
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although they are adopting some kinds of innovation in
teaching techniques and teaching materials, still retain
those distinguishing characteristics which were mentioned
above. Since these methods are often contrasted with a u-
dio-lingual methods, and the latter are considered
to be contemporary-ones, we shall dwell upon the audio-
Jingual methods more thoroughly.

The main features of the contemporary methods are:

1. The development of audio-lingual skill first, i.e.,
listening comprehension and speaking, that is why the meth-
ods are called audio-lingual. ! The justification of the pri-
ority of spoken language in foreign language learning is
found in the observation that a language is first of all a sys-
tem of sounds used for social communication; writing is
a secondary derivative system people use for the recording of
spoken language. Children normally learn spoken language
before they learn written language. Even if the learner’s
aim is only to read or write the language he can attain a surer
mastery of the foreign language if he passes through a sub-
stantial stage of work with the spoken language. It is
thought that reading and writing might, at least in the begin-
ning, interfere with the development of audio-lingual skills,
and that especially the use of writing may lead to spelling
pronunciation. The amount of delay between presentation
of the spoken and the written material may vary from a short
time to a very long time which depends on the aim of teach-
ing, the student’s age, the organization of the course, the
conditions of instruction, etc.

2. Great care in teaching speaking so that the learner
could use the spoken forms as accurately as possible, that is,
with native-like sentence patterns and pronunciation. For
this purpose the student should have some adequate model
of speech — preferably in the person of a native or near-
native speaker of the language, or in the form of a faithfully
recorded voice of such a speaker. This is now becoming pos-
sible because of modern teaching equipment such as radio,
television, language laboratories, and teaching machines.

3. The rejection of translation as the main tool of in-
struction. All the exercises performed by the student are usu-
ally within the target language. The use of the student’s

1 Another name for the method is the confusing homophony of the
phrase aural-oral.
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native language is minimized. It is admitted to supply mean-
ing to the student, although, even in this case the target
language supported by whatever props, pictorial materials,
or pantomimic gestures, is preferred.

4. Teaching grammar through patiern practice. The gram-
matical exercises usually take the form of drills in which
the student is asked to substitute words for other words, or
to make changes in sentences, e. g., from singular to plu-
ral, from past to present, from active to passive, following
the model. Grammatical descriptions of patterns are taught
only after the patterns are well on the way to being mas-
tered at a purely oral level, and then only when it is felt that
such descriptions will hasten the learning process or help
ensure retention. Pattern practice with varying elements
provides drill in the conscious application of structural ele-
ments and leads the student to the “autematic” use of the
structural patterns. Such an approach to teaching grammar
is justified on the basis of theories and observations as to
how children learn their mother tongue, and how they use
well-practised patterns of their native language.

0. Extensive use of “real-life” communication situations
for stimulating the student’s language activity. This is done
to involve the student in the act of communication in the
target language, and in this way to arouse his interest in
language learning and increase his motivation. Modern teach-
ing aids and teaching materials make such situations acces-
sible, e. g., a filmstrip with foreign language sound track
can represent realistic situations and context and “engage”
the student in conversations.

6. The development of reading and writing first using the
linguistic material the student has learned orally, and then
the material characteristic of written language with the aim
of getting information (reading) and sending information
(writing).

These features of contemporary methods may be illus-
trated by Voix et images de France * and Fries’ American Eng-
lish Series.

Voix et images de France is a French course which has been
worked out by the Research Centre in Saint Cloud in France.
The method is known as the Saint Cloud audio-visual method.
The situations and speech patterns have been carefully se-

1 Tonoc u o6pas ®panuun.”
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jected. All these are reproduced by native speakers. Students
«receive” the material through audio and visual perception,
i. e., they see a picture (a series of pictures) on a screen or
in the book and listen to the conversation from a tape-re-
corder. They assimilate the material by memorizing the lan-
guage and the situations in which this material can be used.
The work takes the student through the following stages:
() receptive stage: the student listens to the con-
versation 2—3 times and tries to grasp it; (2) reproduc-
tive stage: the student reproduces the phrases and
sentences said by the speakers. Typically the material mem-
orized consists of dialogues that the student can act out.
The whole course includes a lot of conversations within a set
of everyday situations. Students are taught reading and
writing after they have acquired habits and skills in hearing
and speaking. The method is popular with foreigners who
come to France. ! The course has been created for adult learn-
ers. It is an intensive course, i. e., students learn a foreign
Janguage for 3—6 months 20—25 hours a week, therefore it
cannot be utilized in schools.

Fries’ American English Series is a course of English as
a foreign language. The material, carefully selected for easy
assimilation, is distributed throughout the six textbooks.
Each book is supplied with a guide book for teachers. There
are many interesting exercises of a creative character which
contrast favourably with H. Palmer’s exercises. Palmer’s
exercises are known to be mechanical and they require “par-
rot work” on the part of the learner. Here are some of the exer-
cises from Book One and Book Two which pupils can do after
they have learned the material orally.

— Draw a picture of an animal. Colour it and write
two statements about it.

— Write statements. Tell five things you do every
day, and five things you did yesterday.

— Make statements about the objects that your
teacher shows you.

— Plan a lunch for one day of the week.

— Write a paragraph on the blackboard about one

1 See: Benuepu T. I0. YcKopeHHBIH MeTOX 06yueHHs HHOCTPAHHOMY
A3biKy., —  MHocTpaHHble s13bIKM B lukogae®, 1964, Ne 6; Jlaxosuyxuii M. B.
3pHTebHO-CAIyXOBOil METOL M BOMPOCH OGYYeHHS HHOSI3BIYHON peuH. —
»HMHocTpannpe a3biky B wKome®, 1965, Ne 5.
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of the pupils in your class. Write two paragraphs about
yourself.

— Write a paragraph about one of these pictures
(3 pictures are displayed).
Play a guessing game with your teacher.

— Write a sentence about five people you know.

— Write as many sentences as you can about one
of the rooms.

— Tell the class what you, some members of your
family or a friend did yesterday morning, yesterday
afternoon and last night. )

— QGuess what pupils in your class were doing at
a certain time.

Charles Fries called his method “the oral approach” be-
cause pupils get acquainted with language material
“through the ear”.

He wrote, “... no matter if the final desire is only to read
the foreign language, the mastery of the fundamentals of the
language — the structure and the sound system with a limited
vocabulary — must be through speech. Speech is the lan-
guage. The written record is but a secondary representation of
the language.” ! In the oral approach reading is deliberately
postponed until the structure of the new language is firmly
grasped. The language of the pupil is avoided as much as
possible; it is admitted when necessary, to make sure that
explanations are thoroughly understood. Fries emphasizes-
that “in teaching by ‘the oral approach’ there should be wide-
ly used every means which can be made to contribute to
learning a language: the living voice, mechanical records,
sound films, manuals, textbooks, written notes, written
exercises.” However “the oral approach” centres attention
upon learning a language as a set of symbols to be spoken
and understood when heard, i.e., upon oral language.

There are quite a number of prominent methodologists 2
who have contributed to foreign language teaching, and

1 Fries C. Teaching and Learning English as a Foreign Language.
Univ. of Michigan, 1947, p. 10.

2 See: French F. The Teaching of English Abroad. London, 1961;
Hornby A. The Teaching of Structural Words and Sentence Patterns.
London, 1959; Abercrombie D. Problems and Principles. Language
Study. Longmans, London, 1964; Lado R. Language Teaching. New
York, 1964; Brooks N. Language and Language Learning. New York,
1960.
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English in particular. Some of the most interesting articles
and chapters from well-known books have been translated
into Russian and published under the title Mertoauka mnpe-
0 1aBaHHA MHOCTPAHHLIX sI3BIKOB 3a pybexxom®. Coct. M. M. Ba-
cu.1eeBa, E. B. Cunsickas. M., 1967.

In conclusion, it should be said that between the grammar-
translation method however modified and the direct method
in various modifications there have been mixed or in-be-
tween methods. The advocates of the latter methods try
to avoid the extremes of the former. “Language Learn-
ing” by Peter Hagboldt is an example of such a
method. *

It is not our purpose here to analyze teaching methods and
weigh their relative merits since this may be a subject for
special papers ? and investigations. Besides there is a spe-
cial book in which all these methods are thoroughly dis-
cussed. 3

We have only introduced teaching methods to those who are
going to become teachers of foreign languages, or already
teach them in schools, so that they might learn their main
characteristics and could read articles and books on foreign
language teaching in the English language.

The chief tendency in the development of Methods abroad
may be characterized by a scientific approach to the teaching
of foreign languages, extensive use of linguistic science, psy-
chology, psycholinguistics, and experimenting. The.progress
made in the sphere of phonetics, vocabulary, and grammar
study has shed fresh light on the content of teaching, i. e.,
on what to teach, what linguistic material should be used
for developing audio-lingual skills and written language (read-
ing and writing). Diiferent approaches are followed in the
selection of linguistic material for teaching speaking and
reading; for the former, recorded speech should be analysed
with the aim of selecting those language units which are
characteristic of spoken language and are necessary to cover

! The book has been translated into Russian. See: Xse60.0m II.
Hayyenme nuoctpannbix asbikos. M., 1963.

2 The reader can find a critical analysis in the paper “On Some Con-
temporary Trends in Foreign Language Teaching” by Oleg Mutt in “Meto-
dika”, Tartu, 1972.

% See: OcHOBHbIE HanpaBjieHHs B MeTOJHKe NpenojaBaHHsl MHOCTPaH-
HbX a3pikoB B XIX—XX BB. Ilog pea. un.-xop. AITH CCCP U. B. Pax-
MaHoBa. M., ,Ilexzaroruka“, 1972.
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the most frequently used situations; ! for the latter, printed
texts are analysed and the occurrences of words, phraseologic-
al units, and grammatical structures are counted in order
to select those which the learner needs to read foreign
texts.

The practical application of some theoretical views of
American descriptive structural linguists and psychologists,
such as the primacy of the spoken over the written language,
has led to the oral approach to foreign language teaching;
the treatment of language as a complex of habits and skills,
as a form of social behaviour, has been realized in teaching
a foreign language as behaviour, i. e., areaction of the organ-
ism as a whole to a social environment. The learner should
know what a native speaker’s response would be in a cer-
tain situation. \

In his article Learning English as Behaviour ® M. West
gives the following examples of wrong and right responses:

Wrong Right

What’s this? This is a book. What’s this? It's a book.
Where is the book? The book Where is the book? It’s on

is on the table. the table (or: On the
table.)
How many books are there on How many books are there on
the table? There are three the table? There are
books on the table. three. (or: Three.)

He says that those who merely learn the language as a form
of verbal expression cannot gain an understanding of f{or-
eign people. In order to understand the English it is not enough
to know what they speak but how they speak, or rather how
they converse. In a behavioural method of teaching it is
necessary to combine a correct and systematic build-up of
linguistic elements (structures and carefully selected vo-
cabulary) and a vital and behavioural use of the language. This
is possible provided real and close-to-real situations are
created. So situational approach in foreign language teaching
is essential. “Ideally one needs television or a film so that

1 See, for example: Abercrombie D., Gougeneim G. — In: , MeTojuka
npenoflaBaHisl MHOCTPAHHBIX S3KIKOB 3a pyGekom“. M., 1967.

2 See: West M. Learning English as Behaviour. — “English Lan-
guage Teaching”, v. 15, 1960, No. I.
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the pupil may not merely hear how the English language is
pehaved but see it behaved as well.”?

The behaviouristic stimulus-response and reinforcement
theory in psychology adopted by foreign language teaching
nas resulted in repetitive drill of certain patterns of language
or in pattern practice; for this purpose language laboratories,
programmed instruction, and other innovations have been
oifered. However, this has not brought the results which
were promised and expected. Here is what American meth-
odologists write on the point, “The ‘New Look’ proposed by
theoretical linguists in the 1950’s, the audio-lingual method,
has not lived up to expectations, the NDEA ? institutes
failed to stimulate major improvements in language learning,
the language laboratories have not become efficient repla-
cements for live teachers, and, as a result, a great many stu-
dents — and an increasing number of administrators — are
actively questioning the relevance of foreign language in
modern education. ... the opposition to the school learning
of foreign languages is being generated by the failure to make
language programs a meaningful, satisfactory, and success-
ful learning experience.” 3

In the past few years the stimulus response theory (as
applied to education) has begun o be strongly criticized by
psychologists and by the teachers and students themselves. ¢
As a consequence of this criticism the cognitive code-learning
theory has been proposed. According to the cognitive code-
theory a language is more than a system of habits which can
be formed through repetitive drill. It is a specific system and
the learner should know how this system works in actual
communication. Cognitive processes imply recognition of
form, perception of meaning, relations of -universals and
particulars, > generalization, and analogization. Since the
cognitive code-learning approach is characterized by the

! Ibid., p. 8.

> NDEA — National Defence Education Act.

3 Bull W. E. and Lamadrid E. E. Our Grammar Rules Are Hurting
Us. — “The Modern Language Journal”, v. LV, 1971, No. 6, p. 449.

4 See: Carroll J. B. The Contributions of Psychological Theory and
Educational Research to the Teaching of Foreign Languages. — In:
Trends of Language Teaching. Ed. A. Valdman. New York, 1966; Bolin-
ger D. Let’s Change Our Base of Operation. — “The Modern Language
Journal”, v. LV, 1971, No. 3.

5 Relations of universals and particulars — oTHowenuss ofiiero u
YacTHOroO,
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use of exercises designed to teach grammatical understanding
of the concepts being introduced; by the deductive expla-
nation of all grammar prior to any practice with the struc-
ture; and by the practice of all the language skills from the
beginning of the course, * it is considered a more modern
and sophisticated version of the grammar-translation method.

The results of scientific analysis of the contrasts between
the learner’s language and the target language are taken into
consideration in the arrangement of the material and the pu-
pil’s activity for its retention, because the typical learner’s
difficulties can be identified and predicted in advance on the
basis of contrastive analysis in phonology, structure, seman-
tics, and culture.

The development of engineering has made possible the in-
troducing of new teaching aids and teaching materials: tele-
vision courses, tape lessons, audio-visual courses; pro-
grammed instruction is being introduced into foreign language
teaching. Textbooks have appeared which differ greatly from
those used before; each new textbook is only a part of the
teaching materials designed for a partucular set of pupils.

Considerable attention is given to testing in foreign lan-
guage teaching, to measuring pupils’ aptitudes and achieve-
ments in language learning. ? Various tests have been sug-
gested for measuring pupils’ knowledge of vocabulary and
structures, their comprehension of oral language and written
language. Most of them are very primifive and inadequate.
The problem of testing, because of the complexity of the
subject, is still far from being solved.

There is a tendency towards more intensive language teach-
ing since the requirement for people who can use a foreign
language as a means of communication is increasing from year
to year. To prove this we shall quote words which sound like
a motto “more people, more often and more speedily”.3?

! See: Chastain K. D. and Woerdehoff F. S. A Methodological Study
Comparing the Audio-Lingual Habit Theory and the Cognitive Code-
Learging Theory. — “The Modern Language Journal”, v. LII, 1968,
No. b.

2 See: Lado R. Language Testing: the Construction and Use of For-
eign Language Tests. London, 1962; Language Testing Symposium.
Ed. Alan Davies. Oxiord University Press, London, 1968; Stack E. M.
The Language Laboratory and Modern Language Teaching. London, 1971,
Chapters X, XI.

8 Van Willigen D. M. Modern Languages in a Technical Age. —
“Modern Languages”, March, 1963, p. 7.
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In this connection various intensive courses (in which the
total number of hours of instruction is concentrated within
a short period of time, for instance, 10, 20 or 30 hours per
week instead of four or five) are suggested. The idea of great-
er intensity of teaching than is usually accepted has been
borne out as a result of experimenting at various centres.
The Intensive Course is an example. ! The Intermediate
Course, for instance, provides material designed for approx-
imately four weeks of intensive study. It is recommended
that each study unit be used for four to six hours of com-
bined classroom and language laboratory work. The course
consists of thirty lessons. They are of three types: lessons
that introduce new reading and dialogue materials; lessons
that provide dialogue practice, as well as intonation, pro-
nunciation, and grammar drill; and two review lessons.
All the materials except those marked Classroom Practice
and Homework Only are recorded on tape.

In conclusion, we may say that much effort is being ex-
pended on the development of more effective methods of
joreign language teaching and, although practical results
are not yet encouraging, as one can judge from different
publications on Methods, 2 one can hope that a scientific
approach to foreign language teaching will bring consid-
erable improvement.

SOVIET METHOD
OF FOREIGN LANGUAGE TEACHING

A scientific approach to foreign language teaching has
always been followed in the Soviet Union.?® Every pupil
has to learn a foreign language and acquire habits and skills
in using it. As early as 1932 the Decree of the Central Com-
mittee of the USSR Communist Party emphasized:

! Intensive Course in English. Volume I, Intermediate; Volume II
and [1I, Advanced; Volume IV, Specialized Studies. English Language
Services, Washington, 1960.

2 See: Savage J. F. Whatever Happened to the Grammatical Revo-
lution> — “Elementary English”, v. 49, 1972, No. 4, p. 559. He writes:
“We've had the revolution in theory but not the revolution in practice.”

3 Kapnos HU. B., Mupoatooos A. A. COpok JieT COBETCKOIl MeTOIHKe
NpenogaBaHuss MFOCTPAHHBIX S3LIKOB. — ,HIHOCTpaHHble SI3LIKH B UIKOJIE",
1957, Ne 5; Pozosa I'. B. Vitorn u mepcrekTHBBl., — ,,IHOCTPaHHblE A3LIKH
B wikone®, 1967, Ne d.
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»IIpH3HaTh HEOOXOAUMBIM, YTOOBI CpeAHsis IuKosaa obs3a-
TeJbHO oDecreyn/ia 3HaHHE OJHOIO HHOCTPAHHOTO 3blKa KaX-
JOMY OKaHYMBAlIOIEMY IIKOJY“.

Since then intensive research work has been carried out
in this field. As a result our schools have received new courses
adjusted to the needs of Soviet schooling; various text-
books and books on the improvement of teaching methods
have been published.

Further development of foreign language teaching has
been encouraged by the Decree of the Council of Ministers
of the USSR “On Improving Foreign Language Learning”
adopted in 1961. This gave rise to extensive research work
with the emphasis on experimentation. The result is new
textbooks and a whole series of supplementary teaching
materials now in use in schools. These are the main features
of the method which we believe may be recommended for
the teaching of foreign languages in schools: !

1. The aims of our teaching are practical, educational and
cultural. The teaching of a foreign language must first and
foremost lead pupils to practical mastery of it. There are
four abilities to train: hearing, speaking, reading, writing
with understanding as the main ingredient in each.? This
indicates that the teacher’s chief concern should not be only
over difficulties of pronunciation, the growth of vocabulary
or grammar, but over language abilities, that is, over getting
pupils’ language abilities into action. The learning of any
new language can add to the pupil’s mental equipment, sharpen
his wits and develop his intelligence. Foreign language teach-
ing in schools should also contribute to the pupil’s general
development.

2. The method is based upon a scientific approach to the
determination of the content of teaching. This implies careful
selection of linguistic material, a clear idea of the desired
result in terms of the habits and skills that should be ac-
quired by pupils; in other word, the exact knowledge of what
one expects to achieve at every stage of instruction.

1 See also: Muxaiirosa O. 3., Haccos E. H., [Hlamuaos C. &. OcHos-
Hbl€ YepTbl COBPEMEHHOTO MeToiad IpenofaBaHusl HHOCTPAHHOIO sI3BIKA
B COBeTCKO# wiKose, Te3uchl JOKJIaNoOB CenMHHapa IO MOBHILEHHIO KBajH-
¢ukanuy npenojasartesell MeTOAMKH OOyueHHs HHOCTPAHHBIM f3LIKAaM Tie-
naroruueckux uHctutytoB PCOCP. Ilaruropck, 1970.

2 See the syllabi for secondary schools.
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3. The method is guided by the following principles:

(a) oral language is the principal means of teaching
q foreign language to achieve any objective the teacher
sets;

(b) the method is based on the following sequence of lan-
guage activities: pupils assimilate the material orally before
they redd and write it;

(c) active teaching techniques are widely used: visual,
audio and audio-visual aids, teaching materials for stimulat-
ing the pupil’s speech activities;

(d) a special emphasis is laid on a definite sequence in
forming language skills:

— getting information about a language unit;

— various drill exercises within the target language suffi-
cient for fixing the material in pupils’ memory and forming
habits in using it;

— a large number of creative exercises for the pupils to
participate actively in the process of communication;

(e) the method strives for the constant increase of active
time for each pupil to practise in hearing, speaking, reading,
and writing.

All this should find its reflection in a sequence of lessons
as well as in each separate lesson. It should also be applied
to work after classes (extra-curricular work and optional
course).

Since the distinguishing features of the method are (1) a
conscious approach to language learning, and (2) the acquisi-
tion of the language through pupils’ practice in using it, we
may accept the name offered by B. V. Belyaev, ! the conscious-
practical (cosnarenbHo-npakTHyecKuii), to emphasize the path
followed in the acquisition of the language skills from con-
scious approach to automaticy. Such an approach to foreign
language teaching is psychologically sound and fully justified
as has been proved by numerous investigations and experiments
carried out by Soviet methodologists.

Since it is the teacher who teaches pupils a foreign lan-
guage, a few words should be said about his work.

Teaching a foreign language is hard work. But hard work
will nearly always bring success when a teacher does his best

1 A well-known Russian psychologist, author of the book ,Ouepku
o meuxosornn 06yueHUsT HHOCTPaHHBIM s3biKaM™ (M., 1959) and a number
of articles on the problem.
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to make his pupils do the work.* P. Gurrey is right when he
says that few people realize what an unceasing expenditure of
thought and energy is essential for teaching this subject,
Indeed, a foreign language teaching requires so much mental
and physical activity because of the complexity of language
learning. On the one hand, the teacher must provide his
pupils with the knowledge of diiferent aspects of the language
(phonetics, grammar, and vocabulary), on the other hand, he
should equip them with habits and skills in hearing (listen-
ing comprehension), speaking, reading, and writing. Hence,
the teacher of a foreign language needs: (1) a*good command
of the language he teaches, and a sufficient knowledge of its
phonic, graphic, grammar systems and vocabulary; (2) a
knowledge of pedagogics and psychology; the nature of the
learner and the nature of teaching and learning processes;
(3) a knowledge of teaching methods and techniques, the best
and most efifective ones to use; an understanding of the pur-
pose and aim of each method and device he uses; (4) confidence
and skill in his handling of teaching techniques.

This will allow the teacher to find the right approach to
each particular situation and, therefore, to be really profi-
cient.
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Questions for Discussion:

. The grammar-translation method.

— Mention the main do’s and don’ts of the method.

— Principles of the grammar-translation method can be applied
nowadays. Give reasons to support your statement.

2., The direct method.

— Recall the distinguishing features of the method. Compare
the grammar- translatlon with the direct method and state the
difference.

— Express your own opinion on the direct method.

3. H. Palmer is the prominent advocate of the direct method. Do
you agree with it?

— Make a survey of the maipn points in H. Palmer’s
method.

— H. Palmer fights against some vicious evils to which most of
the students are subject. Name them. Say how far you agree
with the views of H. Palmer.

4. Make a survey of the main points in M. West’s method and recall
the arguments he advances to justify them.

5. H. Palmer and M. West have enriched method; of teaching
foreign languages. In what way?

6. Make a review of the main features of the contemporary methods.
Illustrate your statements with some concrete examples from Vois et im-
ages de France, Fries’ American English Series, Language Learning by
P. Hagboldt.

— In teaching a foreign language considerable attention is paid
to all kinds of tests. Express your own opinion on the
subject.

— Lately one witnesses a vividly expressed tendency towards
more intensive language teaching. What are the practical
results of this?

7. Soviet method of foreign language teaching.

— Outline the main characteristics of the method used in teaching
foreign languages in Soviet schools. Do you believe they are
fully justified? Give your reasons.
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Chapter I/

Aims, Content and Principles
of Foreign Language Teaching in a Secondary
(Ten-Year) School

AIMS OF TEACHING

Aims are the first and most important consideration in
any teaching.

JlIpoliecc oOyueHHs TMpejcTaBjasieT cOo00H mepexojl yuya-
IIUXCS W3 OJHOTO COCTOSAHHUSI B Jpyroe... 3agaud oOyueHHs
COCTOSIT B TOM, YTOOBI MEPEMeCTUTh OOYyYalllMXCs U3 HX Ha-
YaJbHOTO COCTOSIHHSI B OIpejie/ieHHOe COCTOsSTHUE (MJH, TOUHee,
BO MHOXKECTBO COCTOSIHHI), O3Hauawoliee HajluuydHe y HUX Ompe-
JleJleHHBbIX 3HAHWH, HaBBIKOB M YMeHHA™ 1.

Hence the teacher should know exactly what his pupils
are expected to achieve in learning his subject, what changes
he can bring about in his pupils at the end of the course, at
the end of the year, term, month, week, and each particular
lesson, i. e., he should know the aims and objectives of foreign
language teaching in schools. ‘

The terms “aims” and “objectives” are clearly distinguished
in this work in accordance with the suggestion given by R. Ro-
berts.? Here is what he writes: “The term ‘aims’ be reserved
for long-term goals such as provide the justification or rea-
son for teaching second languages ... the term ‘objectives’
be used only for short-term goals (immediate lesson goal),
such as may reasonably be achieved in a classroom lesson or
sequence of lessons.” In this chapter we shall deal with long-
term goals, that is, with the aims of foreign language teach-
ing which dictate the teacher’s approach to this subject.

The changes the teacher must bring about in
his pupils may be threefold: practical— pupils
acquire habits and skills in using a foreign language;
educational — they develop their mental abilities
and intelligence in the process of learning the foreign language;

1 I'nedenko 5. B. O nareMaTHueCKHX MOJEJAX B IeJaroruke. —
JBectHuk Boicwell wkojbl“, 1966, Ne 9.

2 Roberts R. Aims and Objectives in Language Teaching. — “Eng-
lish Language Teaching”, v. XXVI, 1972, No. 3, p. 224.

k)
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cultural— pupils extend their knowledge of the world
in which they live. Therefore there are three aims, at least,
which should be achieved in foreign language teaching: prac-
tical, educational, and cultural.

Practical aims. The foreign language as a school subject
differs from other subjects of the school curriculum. Whereas
the teaching, for instance, of history is mostly connected
with the imparting of historical laws and facts which pupils
are to learn and the teaching of the mother tongue leads to
the mastery of the language as a system (which is already used
for exchanging thoughts and feelings) so that pupils will be
able to use it more effectively in oral and written language,
the teaching of a foreign language should result in the pupil’s
gaining one more code for receiving and conveying informa-
tion; that is, in acquiring a second language for the same pur-
pose as the native language: to use it as a means of communi-
cation. In this connection we should like to quote G. Perren *:
“Whatever a new language is being taught as a curricular extra
... or as an essential medium for education it will be learned
by the young child only if it obviously makes possible some
purposeful activity othert han language learning.
If it does not do this, attempts to teach it may be largely a
waste of time.”

In modern society language is used in two ways: directly
or orally, and indirectly or in written form. Thus we distin-
guish oral language and written language. Direct communi-
cation implies a speaker and a hearer, indirect communica-
tion implies a writer and a reader. Hence the practical aims
in teaching a foreign language are four in number: hearing,
speaking, reading, and writing. '

When adopting the practical aims for a secondary school
course the following factors are usually taken into considera-
tion: the economic and political conditions of society, the
requirements of the state; the general goals of secondary
school education; the nature of the subject, and the conditions
for instruction.

The Soviet Union is establishing closer economic, politi-
cal, scientific, and cultural relations with various peoples
of the world. International relations are extended and streng-
thened through the exchange of delegations as well as

! Perren G. New Languages and Youriger Children. — “English
Language Teaching”, v. XXVI, 1972, No. 3, p. 238,
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scientific, technical, and cultural information. The peoples of
the Soviet Union want to know what is going on in the world in
all spheres of human activity: science, engineering, culture,
politics, etc. They also want to acquaint other peoples with
their life and achievements. In this situation foreign language
teaching is a matter of state significance. The Council of Min-
isters of the USSR in its decision “On Iinproving Foreign
Language Learning” has obliged educational boards to ensure
that school-leavers master a foreign language as a means of
communication in its two forms — oral and written, therefore,
proficiency in speaking and reading are the desired skills.
They are both of great importance, since oral language, though
opportunities for conversation are rare for most of the school-
leavers, creates favourable conditions for language learning.
Besides, practical aims as they are understood here, corre-
spond to the idea of secondary school education — to provide
pupils with the fundamentals of the subject. Hearing, speaking,
reading, and writing within carefully selected linguistic ma-
terial will constitute the fundamentals of the language.

The nature of the language should also be taken into consid-
eration in determining the aims of language teaching. Learn-
ing a living language implies using the language of sounds,
that is, speaking. Scientific research gives a more profound
insight into the problem. It is nol so much the ability to speak
that is meant here bul rather the oral treatment; in other
words, the language of sounds, not of graphic signs (which is
usually the case when a dead language is studied) should serve
as basic means of teaching.

The length of the course, the frequency of the lessons, the
size of groups should also be taken into consideration in adopt
ing practical aims. The amount of time for language learning
is one of the most decisive factors in-mastering and maintain-
ing language proficiency since learners need practice. The
more time is available for pupils’ practice in the target lan-
guage, the better results can be achieved. Moreover, for the
formation of speech habits frequency of lessons is a more es-
sential condition than the length of the course. It is not
necessary to prove (it has already been proved) that intensive
courses are more effective than extensive ones, for example,
six periods a week for three years are more effective for lan-
guage learning than three periods a week for six years. In our
secondary schools, however, we cannot aiford an intensive
course because school curriculum includes a lot of essential
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subjects and the foreign language is one of many which
should be taught. The time which can be allotted to foreign
language learning is distributed throughout the six years
with the following frequency of lessons: V — 4; VI—VII —
3. VIII—X — 2 periods a week. As to the size of groups,
large forms are divided into two groups for foreign language
lessons so that a group should not exceed 20—25 pupils.
Proceeding from these considerations the school syllabus
emphasizes reading and speaking as the chiefl practical aims
of language teaching. Writing is restricted to teaching the
ability to compose simple letters on everyday topics. Thus the
syllabus sets out to teach pupils to carry on a conversation
in a foreign language and to read texts with complete compre-
hension.

The syllabus for the eight-year school concentrates on the
development of speech proficiency. Pupils should be able:

(1) to give a short talk and carry on a conversation on the
topics included in the programme;

(2) to read without a dictionary texts containing familiar
grammar material and no more than 4—6 unfamiliar words
(per 100 words) the meaning of which, as a rule, should be
clear from the context or due to familiar word-building elements.

The syllabus for the ten-year school requires that school-
leavers should:

(1) read and understand a foreign text both with and with-
out a dictionary;

(2) understand oral language and speak within the topics
and material required by the syllabus;

(3) write a letter.

In foreign language learning all forms of work must be in
close interrelation, otherwise it is impossible to master the
language. However, attention should be given mainly to prac-
tice in hearing, speaking, and reading. Thus pupils must
achieve a level in their knowlédge of the language which will
enable them to further develop it at an institute or in their
practical work.

At the present time, however, foreign language teaching
in school does not quite meet the demands of our society;
better results are desirable. In this connection we should
welcome O. I. Moskalskaya’s proposal ! to investigate the

V' Mockaasckan O. H. TlonaTue ‘MpakTHUCCKOC BJAaJelHe MIIOCTPaRHbIN
Astigon’, — ,MHocTpauHble a3kiKi B wKogae®, 1971, Ne 2,
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aims of foreign language teaching to be able to establish what
can really be achieved under school conditions.

In conclusion it should be said that the achievement of
practical aims in foreign language teaching makes possible
the achievement of educational and cultural aims.

Educational aims. Learning a second language is of
great educational value. Through a new language we can gain
an insight into the way in which words express thoughts, and
so achieve greater clarity and precision in our own communi-
cations. Even at the most elementary level learning a second
language teaches the cognizance of meaning, furnishes a term
of comparison that gives us an insight into the quality of
language. When learning a foreign language the pupil under-
stands better how language functions and this brings him to
a greater awareness of the functioning of his own language.

Since language is connected with thinking, through foreign
language study we can develop the pupil’s intellect. Teaching
a foreign language helps the teacher develop the pupils’
voluntary and involuntary memory, his imaginative abili-
ties, and will power. Indeed, in learning a new language the
pupil should memorize words, idioms, sentence patterns,
structures, and keep them in long-term memory ready to be
used whenever he needs them in auding, speaking, reading,
and writing. Teaching a foreign language under conditions
when this is the only foreign language environment, is practi-
cally impossible without appealing to pupils’ imagination.
The lack of real communication forces the teacher to create
imaginary situations for pupils, to speak about making each
pupil determine his language behaviour as if he were in such
situations.

Teaching a foreign language contributes to the linguistic
education of the pupil, the latter extends his knowledge of
phonic, graphic, structural, and semantic aspects of language
as it is through contrastive analysis of language phenomena.

Cultural aims. learning a foreign language makes the
pupil acquainted with the life, customs and traditions of
the people whose language he studies through visual material
(such as post cards with the views of towns, countryside, and
people; filmstrips, for example, “Great Britain”, “What Tour-
ists Can See in London”, “Disney Land” {ilms) and reading
material dealing with the countries where the target language
is spoken. Foreign language teaching should promote pupils’
general educational and cultural growth by increasing their
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knowledge about foreign countries, and by acquainting them
with progressive traditions of the people whose language they
study. Through learning a second language the pupil gains a
deeper insight into the nature and functioning of language as
q social phenomenon.

In conclusion it should be said that practical, educational,
and cultural aims are intimately related and form an insepa-
rable unity. The leading role belongs to practical aims, fcr
the others can only be achieved through the practical com-
mand of the foreign language.

CONTENT
OF FOREIGN LANGUAGE TEACHING

The content of foreign language teaching or what to teach
is one of the main problems the Methods deals with. In this
chapter an attempt is made to touch on the chief components
which, we think, should constitute the content of foreign lan-
guage teaching in schools; a more detailed consideration will
be given in appropriate chapters dealing with teaching various
aspects of the language and language skills.

The first component of “what to teach” is habits and skills
which pupils should acquire while learning a foreign language.
According to the aims of learning this subject they are: hear-
ing (listening comprehension), speaking, reading, and writing.
The level of habits and skills is determined by the syllabus
for each form. However, quantitative and qualitative char-
acteristics of skills, or the so-called terminal behaviour,
is not defined yet for different types of schools and stages
of instruction. This is one of the problems for methodologists
to investigate and solve. Nevertheless, some attempts have
been made in this respect. Thus in school syllabi we can find
some directions as to the level of skills that should be reached
in each particular form and their development from form to
form. For example, the requirements for hearing and reading
skills differ in the 9th and 10th forms. In the 9th form pupils
should be able to understand oral language on the basis of
the material previously learned and within the topics cov-
ered, while in the 10th form the material for hearing should
include 1—2 unfamiliar words for pupils to guess their mean-
ing, and to understand a text received by ear, based on the
material learned and on a topic close to those pupils have
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worked at. This is a new “qualitative step” for pupils in under-
standing oral language. If in the 9th form pupils should read
with the speed of 1 000 signs per academic hour, in the 10th
form the speed of reading is 1 300.1

The second component of “what 1o teach” is language (tex-
tual) material, arranged in topics and serving as slarting
points for the development of oral language and written lan-
guage, which allows the teacher to reach the practical, educa-
tional, and cultural aims set by the syllabus. For example,
in the junior stage (the 5th-and 6th forms) pupils should speak
and read about school, home, town and countryside, nature,
physical training and sports. In the senior stage the textual
material should cover the following topics: the life of the youth
in the USSR and abroad; sport in the USSR and abroad;
industry, agriculture, and science in the USSR and abroad;
history and geography of the country whose language pupils
study; art and literature in the USSR ~and abroad.? Topics
for speaking and reading are developed from form to form,
i. e., the pupil’s ability to read and speak on a certain
topic is widened as his vocabulary and grammar are
enriched.?

The third component of the content of foreign language
teaching is linguistic material, i. e., phonology, grammar, and
vocabulary carefully selected for the purpose. The selection
of linguistic material, the compiling of the so-called minima,
for instance, minimum vocabulary and minimum grammar,
has always been one of the most important and difficult prob-
lems to be solved and, although a great deal of work has been
dorie in this respect,* we are still on the way to its solution.
A limited body of linguistic material is required by pupils
who have about 600 class hours at their disposal spread over
six years (extensive course), and at the same time it must be
laige enough to serve as a sound basis for developing pupils’
language skills.

To sum up what has been said above, the content of foreigi
language teaching involves:

1 See: INporpavimsl cpeaueil wkoawsl. Muocrpaunsie asvikn. M., ,IIpo-
ceeluenue*, 1966, c. 5—6.

2 Ibid.

3 See, for instance, the topic “School” in the 5th and the 6th forms.

4 See: Cnosapb HanGosee ynotpeGUTeNLHBEIX CJIOB aHIJICKOro, He-
}A{euxfgrgon ¢panuysckoro s3bikoB. [log pea. mpop. M. B.” Paxnatosa.
Vi, .
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(1) language skills: hearing, speaking, reading, and writ-
ing;
(2) language (textual) material;
(3) linguistic material; vocabulary; grammar, phonologi-
cal minima.

In conclusion it should be said that the content of teaching
in our schools is laid down in the syllabus and realized in
teaching materials and in the teacher’s own speech.

PRINCIPLES
OF FOREIGN LANGUAGE TEACHING

Methods of foreign language teaching are based on the fun-
damental principles of didactics; among them, a conscious ap-
proach' to language learning, activity, visualization, and
others. However, in foreign language teaching, due to the spe-
cific features of the subject in which means and ends areequally
essential, these principles are used in a particular way.

The principle of conscious approach to language
learning implies comprehension of a linguistic phenomenon
of language material by the pupil usually through the medium of
the native language, or the arrangement of the material in
sentence patterns graded in difficulties with the emphasis on
~some elements which are singled out as “teaching points”.
In all cases pupils understand both the form and the content
of the material they are to learn, and they are aware of how
they should treat the material while periorming .various
exercises which aim at developing habits and skills in using it.
Such an approach to language learning usually contrasts
with “mechanical” learning through repetitive drill. A great
deal of research work has been carried out in Soviet psychology
and Methods, and it has been proved that conscious appro-
ach to learning a foreign language promotes the acquisition of
the subject. V. A. Artemov, a prominent psychologist, puts
forward a theory of the unity of the language rule and the
speech activity (language behaviour) in foreign language teach-
ing. He writes,  $I3bIk nmo caMoil CBOel mpupoje ecTh cUCTeMa
npaBWJ; ‘cucTeMa’ MOTOMY, UTO B HEH BCE OCHOBAaHO Ha Ipo-
THBOIOCTABJIEHHH, a ‘MPaBWJ’ NOTOMY, UTO SI3BIK €CTb OpYJHe
oblieHusi, a opyaue 6e3 MpaBuJ ero ynorpe6aeHus He eCTb Opy-
ane. Ho mpaBuma si3bika He PacKpbiThl HayKOH J0O KOHLIA H
B HalUW JHM, a JIOJAY MOJUMHSIOTCS 3THM MpaBU/JIaM B CBoeil
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peun. CienoBaresbHO, Y U€JOBEKA UMEETCS BO3MOXKHOCThH CO3-
JaBaTh INOCPEACTBOM AEATEJbHOCTH KOPbl 60JBLINX MOJYLIAPUH
MO3ra Mporpammy, npaBHJa f3blka. JTa nporpaMMa Bce BpeMs
COBEpILEHCTBYETCS 10 3aKOHY OOpaTHOH CBSI3U PEYEBOTO JEH-
CTBHSI C €ro mpaBHOM“ 1.

In teaching a foreign language therefore, it is more rea-
sonable to help pupils in assimilating language rules which
function in this language by introducing the rules, rather
than to wait until the learners deduce these rules through
speech activity. V. A. Artemov warns the teacher against put-
ting this hard work on the learner’s shoulders. Here is what
he writes: ... He 60ATbCSA SI3bIKOBOTO NpAaBHUJ/A, HE MEPEKAabI-
BaTh TPYJ €ro BbIPaGOTKH Ha MJjeyd GEeCKOHEYHO MOBTOPSIIO-
ero ¥ 6eccMBICJEHHO TOAPaXKAIOIero YYallerocsi, a HCKaTh
ONTHMAJIbHOE COYETaHHe SI3BIKOBOT'O NMPAaBUJIA U PEUeBOro Jeil-
CTBHSI B NpOIECCE HAYUYEeHHUS] PeYM HA UHOCTPAHHOM SI3BIKE. ...
O6benuHeHHe npaBu/ia U AEHCTBUA B JIOOOM BUJE JNESATEJbHO-
CTH BEJET K ONTHUMAa/JbHO KPATKOMY BpeMeHH pPaGoThl U MaKCH-
MaNpHOH ee 3(peKTHBHOCTH"Z.

Proceeding from this consideration it becomes obvious
that in learning a foreign language the pupil should acquire
the rules of the language to be able to follow these rules in
the act of communication; and the teacher’s task is to help the
pupil in this respect. From the definition given by the author
it is clear that he does not mean “rules” in their traditional
interpretation, but in the form of algorithms that can direct
the pupil’s learning and lead him along the shortest way to
the desired end.

B. V. Belyaev, whose contribution to foreign language
teaching is considerable,® insists on a similar conscious ap-
proach to foreign language teaching as do B. A. Artemov and
others. In his opinion  IlpuoGpereHiie TeopeTHYECKUX 3HAHUN
JIOJKHO TOJIBKO CNOCOOCTBOBATH INpoieccy oO0pa3oBaHHsl peye-
BbIX HABbIKOB M YMEHHH B pe3y/bTaTe HHOA3BIYHOH peueBOH
JesATeNbHOCTH. JTH HABBIKH M YMEHH$S BbipabaThIBAlOTCS 3Ha-
YUTEJbHO ObICTPEe U 3HAUYHUTENLHO NMPOYHEE YCBAaUBAIOTCS B TOM
clydae, Korjga npouecc HX oOpa3oBaHUs MOJA BAHSHHUEM peye-

v Apmemos B. A. Tlcuxosnorust o6ydeHHs] HHOCTPAHHBIM si3biKamM. M.,
1969, c. 128—129.

2 Tax ke, c. 137.

3 See: beases 5. B. Ouepku 1no ncuxosoruud oOyuyeHHsT HHOCTPaHHBIM
saspikaM. M., 1965, and other works.
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Boil NPAKTHKH TOJABEPTraeTcs AOJKHOMY OCMBIC/IeHn0*, He pre-
sents the above-mentioned process like this:

Theory (TeopeTiHueckHe 3HaHHS)

l

Janguage proficiency

practice (peueBble HABLIKH U YMEHHS)
(A3bIKOBasi U peyeBas

npaKTHKa)

The vertical arrow stands for knowledge or theory. The
horizontal arrow represents the process of mastering the lan-
guage. The author’s interpretation of the process is as follows.
The acquisition of knowledge (theory) cannot provide the mas-
tery of the language. Nor can habits ensure this. Only language
practice supported by theory can develop language habits and
skills in a desirable direction and lead to the mastering of a
foreign language. The author develops the following idea.
Since learning a new language is connected with acquisition
of new concepts by the learner, theory can help in forming
these new concepts. One of the ways of doing this is an exten-
sive use of translation-interpretation. However, this teaching
technique is not approved of by a majority of methodologists
and teachers because’ pupils learn about a linguistic item more
than they need for practical application, also it is time-con-
suming and, therefore, this contradicts the communicative
approach to language teaching.

A conscious approach to foreign language teaching implies
the use of the learner’s native language. Soviet Methods has
devoted much attention to the problem of the mother tongue in
teaching and learning a foreign language. 1f a man knows only
his native language his concepts are directly associated with
the expression of these concepts in this tongue. The associa-
tions which arise, extremely complicated in nature, are very
lasting due to systematic speech practice. The aquisition of
a foreign language means the transition to thinking in a second
language. For this purpose, it is necessary to acquire the ability
to establish direct associations between concepts and their
means of expression in the second language. Indeed, when a
pupil begins to learn a foreign language the words of this
language are often associated with the words of the mother
tongue first. However, thanks to constant practice the
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intermediate link — the native language — fades, and for-
eign language words come into the pupil’s consciousness direct-
ly in connection with the concepts they express. Mastery of
{he language means formulating one’s thoughls within the for-
eign language.

Proceeding from psychological peculiarities of foreign
language assimilation, and taking into account the basic pro-
cesses of thought, we may come {o the conclusion that in order
to master a foreign language pupils must have a lot of practice
in hearing, speaking, reading, and writing in the language
they study. As to the mother tongue we cannot eliminate it.
We should use it as a means of teaching whenever it helps pu-
pils in acquiring knowledge necessary for developing habits
and skills.

In teaching and learning, the foreign language and the
mother tongue are closely connected and influence each other.
The pupil can transfer language skills acquired in the native
language to those in the target language. For instance, in
teaching the English alphabet the teacher need not drill pu-
pils in writing such letters as a, ¢, ¢ and some others which
Russian pupils can write because the Russian alphabet includes
these letters. In teaching reading and pronunciation, the
pupils easily cope with sound-and-letter analysis of words, as
they are acquainted with that kind of work from learning the
mother tongue. Studies of transfer show, however, that such
a psychological phenomenon as transfer is not automatic.
Pupils should be taught to transfer. Bright pupils transier
learning more rapidly than slow pupils. Transier is increased
when the situation to which transfer is made is similar to
the original learning. A proper utilization of transfer can un-
doubtedly increase the effectiveness of learning.

The pupil’s mother tongue often interferes with the target
language, i. e., the formation of new habits is hindered by
habits already acquired. For instance, pronunciation habits
in the mother tongue hinder the development of pronunciation
habits in a foreign language. Habits and skills of correct speech,
from grammar viewpoint, lead to constant mistakes in the
foreign language as the pupils try to transfer the structure of
one language to that of the other. In studying French or English
Russian-speaking pupils often make mistakes in word-order.
We believe that the best way to overcome interference is, on
the one hand, some comparison of language phenomena in
both languages clearly showing the peculiarities of the foreign
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language, its distinctive features, its characteristics, and, on
the other hand, constant practice in the foreign language that
helps to overcome interference in developing pupils’ habits
and skills in the foreign language.

Consequently, from the analysis of the didactic principle
of the conscious approach to foreign language teaching, we may
formulate a specific methodological principle which reads as
follows:

In teaching a foreign language it is necessary to cope
with the mother tongue of pupils.

This means that teaching a foreign language, for example,
English to Russian, Chuvash, Bashkir, Arabic-speaking pupils
should differ in the arrangement of language material and in
the techniques of its presentation and retention. We cannot
ignore pupils’ native tongue in teaching a foreign language
when searching for the shortest and most sound ways to the
desired end. Indeed, Russian-speaking puplls and Arabic-
speaking pupils have different troubles in learning English.
The teacher either helps pupils to make a transfer, for instance,
from Russian into English (little explanation, if any, and
few exercises are needed in this case), or he gives pupils
the necessary explanation and supplies them with exercises,
which pupils perform within the target language, without
stressing the difference by translation exercises; the latter
work rather at comprehension than at forming new habits and
skills.

In connection with the analysis of the principle of conscious
teaching, it is necessary to dwell upon the forming of habits
and skills in a foreign language. All language habits and skills
are extremely complex in their nature and are closely connect-
ed with conscious activity of students. What are habits?
Here are some definitions of habits.

“A habit may be regarded as an instance of learning in
which a relatively simple response is made, automatically
?nd fairly frequently, to a relatively simple kind of situa-

ion.” !

,HaBbIKH — 3TO yCBOEGHHbIE U YIIPOUHBLIHECS MyTeM YIpax-
HeHu# crocoBbl gefcTBua 2.

v Thyne J. M. The Psychology of Learnmcf and Technique of Teach-
ing. London, 1965, p. 63.
¢ 3anop09fcet4 A. B. Tleuxosnorus. M., ,IlpocBeuwenue”, 1965, c. 161.
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Consequently, a habit may be considered to be a dialecti-
cal unity of automatism and consciousness. The psychological
basis of habits is conscious associations, their physiological
basis is temporary nerve connections, conditioned reflexes,
arising as a result of reciprocal actions of first and second.
signalling system:.

As to skills, they are defined as follows:

“A skill might be defined as an economical organization of
behaviour achieving an intended effect.”?

»YMEHHEM Has3bIBAlOT W CaMblil 3JIEMEHTapHBIH YpOBEHb
BBINIOJIHEHHS JEHCTBHS, H MaCTEPCTBO YeJIOBEKa B JaHHOM BHJE
JIeITeIbHOCTH" 2,

B. V. Belyaev also distinguishes two kinds of skills. He
calls them primary skills (neppuunsie ymenus) and secondary
skills (Bropuunnie ymenus). According to Belyaev, who is
known to be a defender of the conscious approach to teaching
and learning a foreign language, the process of assimilation
may be presented as follows: (1) primary skills supported and
directed by theory, i. e., the learner is told what to do and
how to do it, he is conscious of the action he is to perform,
(2) habits, i.e., the learner performs the action until it
becomes habitual and does not require further attendance; and
(3) secondary skills imply the use of the material in the act
of communication.

" We agree with P. Y. Galperin ® as to the approach to the
problem and distinguish the following stages in teaching a
foreign language the pupils should pass through:

(1) the singling out of the structural signalsor the “orient-
ing points” of a foreign language phenomenon being assimi-
lated, followed by their cognition;

(2) the mastering of these “orienting points” by performing
operations with the material under study, following a model;

(3) the performing of operations with the material under
study without any “props”;

(4) the using of the given phenomenon in communication
in connection with a set task.

! Thyne J. M. The Psychology of Learning and Technique of Teach-
ing. London, 1965, p. 183.
" 2 Tlcuxonorus. [Tox pex. A. T'. KoBanesa, A. A. CrenanoBa, C. H. Illa-
Gosnuuna. M., ,IlpocBeuienue®, 1966, c. 431.
3 Taavnepun I1. 5. TlcuXomorust MulUJIEHUS U y4yeHHE O IIO3TAMHOM
cdopMHpOBaHHK YMCTBeHHBIX JeiicTBuii, — B ¢6.: HccenenoBanus mbie-
HUSl B coBeTCKoH mncuxosoruud. M., 1966.
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The principle of activity in foreign language teaching
is of utmost importance since learning a foreign language
should result in mastering the target language which is possible
provided the pupil is an active participant in the process,
he is involved in language activities throughout the whole
course of instruction.

In modern psychology activity is now generally considered
to be a main characteristic of cognitive processes. Activity
arises under certain conditions. According to the Sets Theory !
the learner should feel a need to learn the subject, and have
necessary prerequisites created for the satisfaction of this
need. The main sources of activity are motivation, desire, and
interest.

Young people in our country want to know foreign languages.
To illustrate this we may refer to the entrance examinations
of language departments of higher schools where the competi-
{ion is great; to the growing number of people who wish to
study at various foreign language courses; to the desire of
parents to send their children to specialized schools, "etc.
I. F. Komkov 2 gives the following data obtained by means
of questionnaires among 3368 pupils of town and village scho-
ols. 81 per cent of the pupils want to study a foreign language.
About 11 per cent of pupils name it their favourite subject.
The greatest desire o study a foreign language is observed
among pupils of the 5th form, i. e., beginners (93 per cent).
Inother forms there is a tendency to the loss of interest in langu-
age learning. This shows that there is something wrong in
teaching this subject. The teachers fail to sustain and develop
the desire to learn which pupils have when they start the
course.

Practice and special observations prove that pupils’ inter-
est depends on their progress in language learning. If pupils
make good progress in hearing, speaking, reading, and writ-
ing, they become interested in learning the foreign language.
In this connection I. F. Komkov writes: ,,... ycneunoe o6y-
yeHue, oOecrneuHBaloIllee XOpollee YCBOEHHE Marepuasna,
GopMupyer y yuamuxcf aKTHBHOE, IOJIOKHTEJNLHOE OTHO-
lleHue K H3yuaembiM f3blkam. Orcioga JWIIHUA pas cra-

v V3uadze . H. DKcnepuyeHTaJbHbie OCHOBBI TEOPHH YCTaHOBKH.
T6uaucu, 1961.

2 Komkos H. . AKTHBHbIH MeTol 06yueHHs WHOCTPAHHBLIM f3bIKaM
B wxone. Munck, 1970, c. 12,
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HOBUTCSl OYEBHIHOH TMEpBOCTENEHHAash pOJb METOJO0B 06Y-
yenus« 1.

The pup11 willingly and actlvely learns the sub]ect if he
understands its social and personal “meaningfulness” (3nayu-
MOCTb).

Here are what pupils wrote in their questionnaires. ,ITpu
M3yYeHUH MHOCTDAHHOTO s3blKa y3HaeM MHOTO HOBOTO, WHTe-
pecHoro®. ,Kaxnpiit KYJbTYPHBIA 4€JIOBEK JOJIKEH 3HATh MHO-
cTpaHHBIi 93bIK*, ,,JI00/110 pa3yuuBaTh ECHU Ha (PaHILy3CKOM
A3biKe". 2

However not all children can realize the necessity for learn-
ing a foreign language. The teacher’s task is to show them
how important a foreign language is to every educated per-
son, how people can get new information from various fields
of human activity through foreign languages Besides, the
teacher should promote his pupils’ interest in studying the
language and stimulate their desire to learn.

A decisive condition of stimulating interest in language
learning is the pupils’ understanding of its specific content,
that is, they acquire a second language to be able to use it
as a means of communication. For this purpose, from the very
first step, the learners should see this, they should perform
exercises of natural communicative character. They must feel
that the language they study can be used as a means of inter-
course, of getting information while hearing, speaking, and
readmg it. Therefore if the teacher wants to stimulate pupils’
interest in the subject he should make them use their knowl-
edge for practical needs while talking, reading, doing various
exercises of a communicative character which are creative by
nature. Hence the methodological principle may be formu-
lated as follows:

In teaching a foreign language it is necessary to stim-
ulate pupils’ activity by involving them in the act of
communication in the target language either in its oral
(hearing, speaking) or written (reading, writing) form.

If pupils are not involved in the act of communication in
the target language and remain on the level of performing
drill exercises, they soon lose interest in the subject and become
passive at the lessons. One needs a lot of practice in the use

1 Komros H. Akrtuiblil MeTol 06yyeHUs HHOCTPAHHBIM SI3bIKaM
B wWKoJe. MHHCK, 1970 p. 13,
2 Ibid., p. 14.
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of the language to master it. Consequently the problem arises
how to enlarge the real time available for each pupil during
the class-period .to make him an active participant of the les-
son, of the work done during the lesson. It is pupils who should
work, and not the teacher as is often the case.

Methodologists and teachers are searching for ways to
solve this problem. Some ways may be recommended. Tney
are as follows: '

(a) work in unison, when pupils are told to pronounce a
sound, a word, a phrase, a sentence, or to read something out
loud in chorus in imitation of the teacher, or a speaker if a
a tape-recorder is used;

(b) mass work, when pupils are invited to listen to a text,
to read a text silently, to do some exercises in written form,
in other words, when they learn for themselves, and each does
the same work as his classmates;

(c) work in small groups when pupils are divided into four-
five groups, and each group receives a special assignment
either for reading or speaking; the work results in conversa-
tion between group 1 and the class, group 2 and the class,
etc.;

(d) work in pairs, when pupils sitting at the same desk
have an opportunity to “talk” in the target language: reciting
a dialogue they are to learn, doing an ask-and-answer exercise
or making up a dialogue of their own;

(e) individual work in programmed instruction, when each
pupil can work with the programme he receives either through
visual or auditory perception at his own pace.

The principle of visualization has always been very
important for language learning since the gaining-of knowledge
begins either with sense perception or with what has been
formerly perceived, that is, with previous experience. Visu-
alization, as it is understood here, may be defined as specially
organized demonstration of linguistic material and language
behaviour characteristic of the target language with the
purpose of helping the pupil in understanding, assimilating,
and utilizing this in connection with the task set. Since pupils
acquire a second language in artificial conditions and not in
real life, as is the case when children assimilate their mother
longue, visualization should be extensively used in foreign
language teaching. Through visual presentation of the mate-
rial and the pupils’ observation of language behaviour of
native speakers they acquire the necessary habits and skills
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in spoken language, namely, in intonation, word usage, and
grammar. Visualization allows the teacher to create natural
conditions for pupils’ oral practice and “free conversation”.
Visualization can be utilized in teaching various aspects of
the language: phonology, vocabulary, and grammar, and in
developing difierent language skills: hearing, speaking, read-
ing, and writing.

Soviet psychologists distinguish various kinds of visuali-
zation. For instance, B. V. Belyaev suggests the following
classification for visualization. ! (See p. 51.)

In this connection V. A. Artemov writes: ,,Jns kJaaccu-
¢MKaUMM CYILECTBYIOIIMX H BHOBb BO3HMKAIONIHX BHJIOB Ha-
TJISIAHOCTH MPH OOYYEHUH MHOCTPAHHBIM SI3bIKAM CYIIECTBEHHBI
CJeNYIOINe pasuyaloule UX MpPHU3HAKH:

1) o6bekTHas — obpa3Has;

2) npeaMeTHasi — M300pasuTe/bHAaS;

3) mepLenTHBHAas — MHEMHYecKas;

4) peanbHasi — cXeMaTHyeckas;

D) ofHOpelenTopHas — MHOTOpeLENTOpHas;

6) uucras (CUHTETHYECKasi)) — OmnocpefoBaHHass (aHaJUTH-
yeckas);

7) KOMIJIEKCHO-SI3bIKOBasi — acCIeKTHO-S13bIKOBas;

8) TeaTpasM30BaHHO-NOCTYNOUHAS — KUHO-NOCTYMOYHAas.

Hanpumep, nuaduabMbel COmepxkar HarsIHOCTh: OOBEKT-
HYI0, H306pa3uTeNbHYyI0, NepIenTUBHYIO, peasbHYI0 (CXeMaTH-
YeCKyl0), OJHOPELENTOPHYIO (3PUTENbHYIO), CHUHTETHUYECKYIO
(aHaMUTHYECKYI0) M aCNEKTHYI0 — M BOBCE HE COJep:Kar Ha-
TJASIAHOCTH TOCTYNOYHOR™ 2,

These classifications show that a good deal of research
work has been carried out on the problem, and now it is ob-
vious that visualization plays an important role in teaching
and learning a foreign language since it provides conditions
for sense perception of the material and ensures pupils’ activ-
ity in the target language. Ilcuxosmoruueckas oco6eHHOCTD
M LEHHOCTh UYBCTBEHHO-HATJ/Is1JHOTO NPENofHECeHUsT MaTepHaJa
OOy4EHHs COCTOHT TaK¥ke B TOM, UYTO OHO MOOHJIM3YeT MNCHXHU-
YECKYI0 aKTUBHOCTb YYallHXCSl, & HMEHHO: BbI3bIBA€T MHTEPEC
K 3aHATHSAM $I3bIKOM, MepeBOAHT IPOH3BOJbHOE BHHMaHHE

1 Beases 5. B. Ouepku No ncuxosorun o6ydyeHuss WHOCTPAHHLIM $I3bl-
kaM. M., ,JlpocBewenune”, 1965, c. 85.

* Apmemos B. A. Tlcuxosnorus o6yueHuss WHOCTPAHHBIM f3blKaM. M.,
»1pocBewenne”, 1969, c. 226,
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B TOCJIENPOU3BOJILHOE, pacliipser o6beM yCBaHBaeMOIo Mare-
pHasa, CHIRKAeT YTOMJEHHe, TPEHIpYeT TBOPYECKOE BO-
obpazkeHlle, MOOMII3YeT .BOJIO, 00Jeryaer Bech INpolecc Ha-
yueHusa“ L.

The use of visualization makes foreign language lessons
emotionally coloured, gets the pupils interested and awakens
their thought. All these provide iavourable conditions for the
realization of the principle of conscious and active teaching
and create natural situations for the use of the language as a
means of communication.

Visualization implies an extensive use of audio-visual aids
and audio-visual materials throughout the whole course of
foreign language teaching for presentation and retention of
the linguistic material, and for developing oral and written
language, although they are to be used differently depending
on the stage of instruction, the age of pupils, their progress
in the target language, and other factors.

The extensive use of audio-visual aids and audio-visual
materials the {eacher of a foreign language has at his disposal
nowadays, together with the use of carefully selected and
graded linguistic material, create favourable conditions for
teaching pupils to understand the foreign language when it is
spoken and to speak it themselves. This is the first step when
dealing with beginners. Hence the methodological principle
may be formulated as follows:

In teaching a foreign language at schools it is necessary
to follow the oral approach as it is the one that allows
the pupil to deal with the language in its primary func-
tion — as a means of communication.

In {eaching foreign languages other didactic principles such
as the principles of systematic teaching, of consecutiveness,
of accessibility, of durability, are used. (See “Methods of
Teaching English in Secondary Schools” by 1. E. Anitchkov,
V. N. Saakyants. M. — L., 1966, p. 47—55.)

The foreign language syllabus is the main document
which lays down the aims and the content of teaching foreign
languages in schools. A school, like any other educational
institution, has a curriculum which states the subjects to be

L Apmemos B. A. Tlcuxonorus oOyueHHS HHOCTPAHHBIM si3EIKaM,
M., ,ITpocBewwenne, 1969, c. 228.
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studied, the number of hours (periods) allotted to the study
of each subject, the sequence in which the subjects are intro-
duced.

We have different types of schools which differ in curric-
ula. The main three are the ten-year school, the specialized
school or the school with a number of subjects taught in the
foreign language, and the evening school.

In the ten-year school the foreign language is taught for
six years. Pupils begin to study it in the 5th form and finish
in the 10th form. The number of hours allotted to the study
of the subject is 560 of the essential course and, in addition,
about 200 of the optional course in the senior stage (see the syl-
labus). \

In the specialized school pupils learn a foreign language
for nine years beginning in the 2nd form and completing the
course in the 10th form. The total number of hours allotted
to a foreign language is 1500 (see the syllabus).

In the evening school a foreign language is an optional
subject and as such it should be taught for three years (in
the 9th, 10th and 11th forms). The number of hours allotted
to the study of a foreign language is 315 (see the syllabus).

Consequently, in the curriculum one can find where (in what
forms) a foreign language is studied, how many periods a week,
and the total number of hours that are allotted to its study.
The aims and the content of the teaching as well as the
method of instruction are stated by the syllabus.

The syllabus, therefore, is a state document which
lays down the aims of teaching, the extent of the knowl-
edge, habits and skills pupils must acquire, the sequence
of topics which constitute the academic content of the sub-
ject. The syllabus is an essential document for every teacher,
and he is responsible for the fulfilment of its requirements.
The teacher cannot make alterations in the syllabus. The sylla-
bus is uniform for all the teachers working in schools of the
given type.

The syllabus includes: 1. The explanatory note.
Here the teacher will find the aims of foreign language
teaching in school. He will also find some suggestions
as to the approach to’teaching oral language, reading,
and writing, vocabulary, - and grammar. Besides, in
the explanatory note he will find some indications
about pupils’ independent work, homework, i.e., what a
home task must consist of and how much time it should take
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to be done; how to keep a record of pupils’ progress in
a foreign language and, finally, how to carry on extra-curric-
ular work in a foreign language at school. 2. The sy l-
labus itself. The teacher will find the requirements for
the command of knowledge in English (German, French),

i.e.,

pupils’ habits and skills in hearing, speaking, reading,

and writing; topics for every form (5, 6, etc.) for speaking
and reading, the amount of class periods for every form.
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For example: The 5th form.
140 class-periods.

The requirements for the command of knowledge.
Speaking and hearing. The pupil must be able:

— to ask questions and to answer questions on a
given topic, on the contents of a text read, and on pic-
tures;

— to make up a story on a picture;

— to speak about a topic suggested;

— to understand when the teacher speaks about the
topics already covered, and the classroom expressions
(in the English language) the teacher uses while conduct-
ing a lesson;

— to recite rhymes and easy poems.

Reading. The pupil must be able:

— to read aloud correctly and understand both fa-
miliar and new texts based upon the language material
already assimilated;

— to divide the text he has read into sense units;
to find the answers to the questions in the text.
Writing. The pupil must be able:

— to write questions and answers (within the language
material and topic already covered);

— to write dictations (within the material assimilat-
ed).

Approximate topics for speaking and reading:

1. School. Coming to school. The description of a
classroom. School things. At the foreign language lesson.
To be on duty. Going home from school. After classes.

2. At home. A room. My house. My family. Playing
in the yard.

3. A town and a village. The description of a street.

4. Physical culture and sports. Winter and summer
sports.



The requirements concerning pupils’ knowledge of
vocabulary and grammar, phonology, rules of reading
and spelling.

In the syllabus, .therefore, the teacher will find all the
instructions concerning the knowledge he must impart to his
pupils, the habits and skills he must develop, etc.

The textbook for every form should correspond to the sylla-
bus. When the programme requirements are changed, text-
books should undergo all necessary changes as well.

Recommended Literature:

Mporpammel BocbMuJseTHeil wKogabl. HHocTpaHHble s3biku. M., ,Ilpo-
ceeuienue”, 1967.

Mporpammbl cpenHeli wkoabl. MHOCTpaHHBle a3bikd. M., ,IlpocBele-
nue”, 1966.

Mporpamma 110 aHIVINMCKOMY SI3bIKY AJIst LIKOJ C NpenojaBaHueM psijia
npeAMeToB Ha aHriuiickom sswike. M., Man. ATIH PCOCP, 1962.

Mporpammbl BeuepHeil (CMeHHOI1) cpeaHeit 0011,e06pa30BaTebHON IKOJBI.
uoctpaHHble 3bIKH (pakyapratuBHbI Kypc); [Iporpamma mo uHOCTpaH-
HBIM fI3bIKaM s 3aHATUd ¢ yvawumucs [X—X kKaaccoB cpeaHux oOiie-
o6pa3oBarebHEIX wWKoaA. M., ,[IlIpocsemenne”, 1970.

Anitchkov I, Saakyants V. Methods of Teaching English in Secon-
dary Schools. M.—JI., ,Ilpocsewmenune”, 1966, p. 36—52.

benses b. B. Ilcuxonoruyeckuit aHasu3 HOBEHUIMX MeTONHUYECKHX
NPUHIKUNIOB OOyYeHHUst HMHOCTPAaHHLIM si3blKaM. — ,JIHOCTpaHHbIE SI3BIKH
B wkoJe*, 1968, Ne 3.

ApremoB B. A. Tlcuxosorust oOyueHusi HHOCTPaHHBIM si3blKaM. Pasjen
,JICHXO/IOTHSl HayueHUsl HHOCTPAHHbIM sidbikam“. M.,-1969.

JleoutbeB A. A. MboiljleHHe Ha UHOCTPAHHOM fI3bIKe KakK TNMCHXOJOTH-
yeckast W MeTopuueckass npobieMma. — ,JHocTpaHHBIE S3BIKM B LIKOJE®,
1972, Ne 1.

Porosa I'. B. O npunHuunax o6yueHHS HHOCTPaHHBIM $I3bIKaM, —
— ,HHoctpanHuie s3biky B wiKone”, 1974, Ne 6; Copepxaunue o6yyeHus
MHOCTPaHHOMY $13bIKy B LiKoJe. — ,MIHOCTpanHble $SI3BIKH B  LIKOJEX,
1974, Ne 3; Llenu u 3anauu oGyueHHS HHOCTPAHHBIM si3blKaM., — ,,HOCT-
paiiHble sI3blKM B 1Kose“, 1974, Ne 4,

O6mas Meroauka oOyueHusi MHOCTPAHHBIM sI3bIKaM B cpejHedl wikosae.
ITon pen. A. A. Mupomo6osa, U. B. PaxmanoBa, B.C. Leraun. M.,
1967, ra. 1.

MeToauka mnpernofaBaHUsi MHOCTPAHHBLIX S3BIKOB 3a pyodexoM. Cocr.
M. M. BacunweBa, E. B. Cunsasckas. M., 1967, c. 556—62.

Questions for Discussion:

1. Compare the syllabi for different types of schools as to what they
have in common and in what they differ.

2. There are three main aims in teaching a foreign language in schools.
Name them and say whether you consider them justifiable. Support
yvour statement,
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3. What is the content of teaching? Do authors whose works you
have read interpret it adequately? Give some examples.

4. Compare several approaches to the fundamental principles foreign
language teaching should be based upon and name the specific principles
which, you think, must be observed in teaching this subject in schools.

5. Are aims, content and principles interrelated? If so, show this
interrelation.

Chapter 1V
Teaching Aids and Teaching Materials

To master a foreign language pupils must be engaged in
activities which are characteristic of the language; they should
hear the language spoken, speak, read, and write it. Class-
room practices which are restricted to teacher’s presentation
of linguistic material (vocabulary, grammar) and the testing
of pupils’ knowledge cannot provide good learning. The teach-
er covers “content” but does not instruct pupils. The majori-
ty of pupils remain passive, and work only to memorize what
the teacher emphasizes. We cannot but agree with the follow-
ing words: “... most of the changes we have come to think of
as ‘classroom learning’ typically may not occur in the pres-
ence of a tcacher. Perhaps it is during seatwork and home-
work sessions and other forms of solitary study that the major
forms of any learning are laid down.” ' Nor can the teacher
ensure pupils learning a foreign language if he uses only a
textbook, a piece of chalk, and a blackboard.

To achieve effective classroom learning under the condi-
tions of compulsory secondary education, the teacher must
use all the accessories he has at his disposal in order to arbuse
the interest of his pupils and retain it throughout the lesson
which is possible only if the pupils are actively involved in
the very process of classroom learning.

To teach a foreign language effectively the teacher needs
teaching aids and teaching materials.

During the last few years important developments have
taken place in this field. As a result there is a great variety of
teaching aids and teaching materials at the teacher’s
disposal.

1 The Way Teaching Is. Report of the seminar on teaching. Washing-
ton, 1966, p. 24,
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TEACHING AIDS

By teaching aids we mean various devices which can help
the foreign language teacher in presenting linguistic material
to his pupils and fixing it in their memory; in testing pupils’
knowledge of words, phrases, and grammar items, their habits
and skills in using them.

Teaching aids which are at teachers’ disposal in contempo-
rary schools may be grouped into (1) non-mechanical aids
and (2) mechanical aids.

Non-mechanical aids are:

a blackboard, the oldest aid in the classroom; the teacher
turns to the blackboard whenever he needs to write some-
thing while explaining some new linguistic material to his
pupils, ¢orrecting pupils’ mistakes, or arranging the class
to work at some words and sentence patterns, etc.; the black-
board can also be used for quick drawing to supply pupils with
“objects” to speak about;!

a flannelboard (a board covered with flannel or other soft
fabric for sticking pictures on its surface), it is used for creat-
ing vivid situations which would stimulate pupils’ oral
language; the teacher can have a flannelboard made in a work-
shop or buy one in a specialized shop; the use of a flannel-
board with cut-outs prepared by the teacher or pupils leads
to active participation in the use of the target language, as
each pupil makes his contribution to working out “a scene” on
the flannelboard;

a magnet board (a board which has the properties of a mag-
net, i. e., can attract special cards with letters, words, phrases
or plctures on it) used with the same purpose as a flan-
nelboard;

a lantern which is used for throwmg pictures onto a screen.

Mechanical aids are:

tape recorders (ordinary and twin-track); the same tape
may be played back as many times as is necessary, the twin-
track tape recorder allows the pupil to play back the tape
listening to the speaker’s voice and recording his own on the
second track, the lower one, without erasing the first track
with the voice of the speaker, the tape recorder is considered

1 See: Bypaax [. I'. O6 onwite Mcrionb3oBaHus Kpoku. — ,HMHocTpaH-
Hble s3blKH B wkose, 1970, Ne 6; O6 oaHom cnocole co3jaHus yuyeOHOIt
CUTyalHH. — ,IHOCTpaHHLIe s3LIKM B 1wKosme®, 1972, Ne 5.
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to be the most important aid in teaching and learning a foreign
language;!

a gramophone or record player is also an audio equipment
available in every school; the record player is an indispensable
supplement to contemporary textbooks and other teaching
materials as they are designed to be used with the long-play-
ing records which accompany them:;

an opaque projector or epidiascope used for projection of
illustrations and photographs;

a filmstrip projector which can be used in a partially dark-
ened room (the Soviet filmstrip projector JISTH does not
require a darkened room);

an overhead projector used for projection of a table, a scheme,
a chart, a plan, a map or a text for everyone to see on a screen;

television and radio equipment: television would make it
possible to demonstrate the language in increasingly varied
everyday situations; pupils are invited to look, listen, and
speak; television and radio programmes are broadcast, but it
is not always easy for teachers using these programmes to
synchronize their lesson time with the time of the television
or radio transmissions;

teaching machines ® which can be utilized for presenting
information to the pupils, for drilling, or testing; the teach-
ing machine can provide an interaction between the pupil
and the “programme”; the learner obtains a stimulus and a
feed-back from his response; thus, favourable conditions are
created for individual pupils to learn, for instance, vocabu-
lary, grammar, reading, etc.;

a language laboratory, this is a special classroom designed
for language learning. It is equipped with individual private
or semi-private stalls or booths. They are connected with
a network of audio wiring, the nerve centre of which is the
monitoring console which has a switch board and tapedecks,
making it possible to play tapes and send the programme to all

1 See: HO0kosckuii M. M. O HeKOTOPBIX peueBHIX YNPaKHEHHSIX, BbI-

noJIHsAeMbIX C MOMOILbI0O MarHutooHa M snuavackona., — ,MHocrtpaHHble
A3blkH B wikone®, 1972, Ne 5; Japman H. I'. Vicnonb3oBaHHe MariutodoHa
ANs BbIPaOOTKH HABLIKOB HEMOArOTOBJEHHOH peun. — ,MHOoCTpaHHLIe

A3bIKH B wKome®, 1972, Ne 5.

2 There is a great variety of teaching machines which one can see
displayed at exhibitions devoted to education. In teaching practice,
however, they are seldom used because they are expensive, require spe-
cial teaching materials, and the teacher’s readiness to use them:.
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or any combination of booths. The teacher at the monitoring
console can listen in, or can have a two-way conversation with
any pupil.

There are two main types of language laboratories — libra-
ry and broadcast systems. The library system is suitable for
students capable of independent study; each student selects
his own material and uses it as he wishes. The broadcast sys-
tem is suitable for classwork when the same material is pre-
sented at the same time to a whole group of students, and a
class works together under a teacher’s direction.

The language laboratory is used for listening and speaking.
The pupil’s participation may be imitation or response to cues
according to a model. The language laboratory is used for
“structural drills” which usually involve rephrasing senten-
ces according to a model, or effecting substitutions. The lan-
guage laboratory is often used for exercises and tests in oral
comprehension.

Tape recorders fulfil all the functions required for this
use of the language laboratory. Tape programmes can be asso-
ciated with visual aids for individual work or work in pairs.

The language laboratory keeps a full class of pupils work-
ing and learning for the entire period, and thus enables the
teacher to teach the foreign language more effectively.?

In conclusion, it must be said that the use of teaching aids
is very demanding on the teacher. He must know about each
aid described above, be able to operate it, and train pupils to
use it. He should also know what preparations must be made
for classroom use of each of these teaching aids, and what teach-
ing materials he has at his disposal.

In teaching foreign languages in our secondary schools most
of the teaching aids are available. Each school should be
equipped with a filmstrip projector, a film projector, an
opaque projector, a tape recorder and a phonograph.? Spe-
cialized schools, where English is taught nine years, should
have language laboratories.

v Tayckun B. M. OnpasabiBaioT au ce6st s3bIKOBble J1aGOpaTOpHU. —
~AHocrpanuble a3biKH B wikoae™, 1971, Ne 6; FlOpux M. /1., [oaybyoxkun 0. A.
Knacc KoMneKCHOTO MCTOMb30BaHUS TPOEKIIMOHHOTO H 3BYKOTEXHHUECKOrO
obopynoBanust. — ,MHocTpaHHble s3blKH B wkoae“, 1970, Ne 1.

2 See: llpukaz Munucrepcrea mnpocBeiiendss CCCP or 31 pekaGps
1968 r. Ne 107 o6 ytsepxknaeuuu ,llepeuHell THMOBBIX YyueGHO-HATJIAAHBIX
I{{)coém‘i u yuyeGHOro oGopyAcBaHUs sl 00LieoOpasoBaTeNbHBIX LIKOJM®,
M., 1969,
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When used in different combinations {eaching aids can
offer valuable help to the teacher of a foreign language in
making the learning of this subject in schools more eifective
for pupils.

TEACHING MATERIALS

By teaching materials we mean the materials which the
teacher can use to help pupils learn a foreign language through
visual or audio perception. They must be capable of contrib-
uting to the achievement of the practical, cultural, and educa-
tional aims of learning a foreign language. Since pupils
learn a foreign language for several years, it is necessary
for the teacher to have a wide variety of materials which make
it possible to progress with an increasing sophistication to
match the pupils’ continually growing command of the
foreign language. Good teaching materials will help greatly
to reinforce the pupils’ initial desire to learn the Ilan-
guage and to sustain their enthusiasm throughout the course.

The following teaching materials are in use nowadays:
teacher’s books, pupil’s books, visual materials, audio mate-
rials,” and audio-visual materials.

A teacher’s book must be comprehensive énough to be
a help to the teacher. This book should provide all the recorded
material; summaries of the aims and new teaching points of each
lesson; a summary of all audio and visual materials required,
suggestions for the conduct of the lesson and examples of how
the teaching points can be developed.

Pupil’s books must include textbooks, manuals, supple-
mentary readers, dictionaries, programmed materials.

Textbooks. The textbook is one of the most important
sources for oblaining knowledge. It contains the material at
which pupils work both during class-periods under the teacher’s
supervision and at home independently. The textbook also
determines the ways and the techniques pupils should use
in learning the material to be able {o apply it when hearing,
speaking, reading, and writing.

The modern textbooks for teaching a Ioreign language
should meet the following requirements:

1. The textbooks should provide pupils with the knowl-
edge of the language sufficient for developing language
skills, i. e., they must include the fundamentals of the target
language.
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2. They should ensure pupils’ activity in speaking, reading,
and writing, i. e., they must correspond to the aims of foreign
Janguage teachmg in school.

3. The textbooks must extend pupils’ educational horizon,
i e., the material of the textbooks should be of educatlonal
value.

4. The textbooks must arouse pupils’ interest and excite
their curiosity.

5. They should have illustrations to help pupils in compre-
hension and in speaking.

6. The textbooks must reflect the life and culture of the
people whose language pupils study.

Each textbook consists of lessons or units, the amount of
the material being determined by the stage of instruction,
and the material itself.

The lessons may be of different structure. In all cases,
however, they should assist pupils in making progress in
cpeaklng, reading, and writing.

The structure of the textbook for beginners should reflect
the approach in developing pupils’ language skills. If there
is, an oral introductory course, the textbook should include
a lot of pictures for the development of hearing and speakmd
skills. Thus the textbook begins with “picture lessons”. See,
for example, Fifth Form Englzsh by A. P. Starkov and
R. R. Dixon.

If pupils are to be taught all language skills simulta-
neously, the textbook should include lessons which contain
the material for the development of speaking, reading, and
writing from the very beginning. See, for example, English 5
by S. Folomkina and E. Kaar.

The textbook should have a table of contents in which the
material is given according to the school terms.

At the end of the book there should be two word-lists:
English-Russian and Russian-English, which include the
words of the previous year and the new words with the index
of the lesson where they first occur.

Every textbook for.learning a foreign language should
contain exercises and texts.

Exercises of the textbook may be subdivided: (1) according
to the activity they require on the part of-the learners (drill
and speech); (2) according to the place they are performed
at (class exercises and home exercises); (3) according to the
form (whether they are oral or written).
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Exercises for developing pronunciation should help pupils
to acquire correct pronunciation habits. Special exercises
should be provided for the purpose, among them those designed
for developing pupils’ skills in discriminating sounds, stress,
or melody. It is necessary that records and tape- recordmgs
should be. applied, and they should form an inseparable
part of the textbook.

Exercises for assimilating vocabulary should help pupils to
acquire habits and skills in using the words when speak-
ing and writing, and recognizing them when hearing and read-
ing.

Most of the exercises should be communicative by nature:

— they should remind us of natural conversation: ques-
tions, statements, exclamatory sentences, etc.;

— they should be somehow logically connected with
pupils’ activity;

— they should reflect pupils’ environment;

— they should stimulate pupils to use the given words.

The textbooks should provide the revision of words in
texts, drill and speech exercises.

Grammar exercises should develop pupils’ habits and
skills in using the grammar items to be learnt in speaking,
reading, and writing. The teaching of grammar may largely
be carried on through sentence patterns, phrase patterns,
words as a pattern, and the ample use of these patterns in
various oral and written exercises. Grammar, therefore, must
be divided into small fragments, each taught in response to
an immediate need “... It is not the grammar of English that
is so difficult: it is Engllsh usage. ” ! Therefore grammar
exercises must be suggested in connection with situations,
and remind us of the real usage of grammar forms and struc-
tures in the act of communication.

Exercises for developing oral language should constitute
40—50% of the exercises of the textbook. The other 50%
will be those designed for assimilating vocabulary, grammar,
the technique of reading, etc.

In all stages of teaching exercises for developing oral
language should prepare pupils to carry on a conversation
within the material assimilated. This is possible provided
pupils are taught to use the words and the sentence patterns

! Gurrey P. Teaching English as a Second Language. Longmans,
London, 1963, p. 78.
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they learn in various combinations depending on the situa-
tions offered, on the necessity to express their own thoughts
and not to learn (to memorize) the texts arranged in topics,
which is often the case in school teaching practice.

Exercises designed for developing oral language should
prepare pupils:

— to use a foreign language at the lessons for classroom
needs;

— to talk about the subjects within pupils’ interests,
and about the objects surrounding them,;

— to discuss what they have read and heard. ‘

The textbook should provide pupils with exercises for
developing both forms of speech — dialogue and monologue.
As far as dialogue is concerned pupils should have exercises
which require: (1) learning a pattern dialogue; the pattern
dialogues should be short enough for pupils to memorize
them as a pattern, and they must be different in structure:
question — response; question — question; statement — ques-
tion; statement — statement; (2) substitutions within the
pattern dialogue; (3) making up dialogues of their own
(various situational pictures may be helpful).

As to monologue pupils should have exercises which help
them: (1) to make statements, different in structure (statement
level); (2) to express their thoughts or to speak about an
object, a subject, using different sentence patterns, combin-
ing them in a logical sequence (utterance level); (3) to speak on
the object, subject, film, filmstrip, story read or heard, situa-
tions offered (discourse level). The textbook should include
exercises which prepare pupils for reciting the texts, making
oral reproductions, etc.

Exercises for developing reading should help pupils to
acquire all the skills necessary to read and understand a text.
Therefore, there should be graphemic-phonemic, structural
information, and semantic-communicative exercises, the
amount of each group being different depending on the stage
of teaching.

Exercises for writing should develop pupils’ skills in
penmanship, spelling, and composition.

Texts in the textbook should vary both in form and
in content. Pupils need topical and descriptive texts, stories
and poems, short dialogues, and jokes.

Texts should deal with the life of our people and the
people whose language the pupils study.
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It should be noted that a great deal of work has been
done in the field of the textbooks. As a result new textbooks
have appeared in English, Germian, and French. There is
no doubt that these books are better than those formerly
used.

The modern textbooks which are now in use in ten-year
schools meet most of the requirements given above. !

Manuals. The manual is a handbook which may be used
in addition to the textbook, for example, English Grammar
for Secondary School by E. P. Shubin and V. V. Sitel, in which
pupils can find useful information about various items of
English grammar described in a traditional way.

Selected readings. There is a great variety of supplemen-
tary readers graded in forms and types of schools. For example,
Stuart Little by E. B. White; English Readers for the 6th
and for the 7th forms; Our Animal Friends (for the 7th form).

Dictionaries. For learning English there -are some English-
Russian dictionaries available, for instance, the Learner’s
English-Russian Dictionary, compiled by S. K. Folomkina and
H. M. Weiser (M., 1962); Aneao-pyccxuii crosapo. Cocr.
B. JI. Apakuu, 3. C. Buroackas, H. H. Uasuna (M., 1971).

The pupil needs a dictionary to read a text which contains
unfamiliar words.

Programmed materials. They are necessary when pro-
grammed learning is used.

The main features of programmed learning are as follows:

1. Learning by small easy steps. Every step or frame calls
for a written or an oral response which requires both attention
and thought.

2. Immediate reinforcement by supplying a correct answer
after each response. The pupil is aware that his response
is right. The steps are so small and their arrangement 'is so
orderly that he is likely to make very few errors. When
an error occurs, he discovers his mistake immediately by
comparing his response with the one given in “the feed-back”.

3. Progression at the learning rate of each individual
pupil. Each pupil can work at his own pace.

Programmed learning creates a new individualized rela-
tionship between the learner and his task. He learns for him-
self and the programme teaches him. Programming is concerned

! Here we do not mean textbooks for specialized schools.
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with effective teaching since it is aimed, as carefully as possible,
at a particular group of pupils and leads them through a number
of steps towards mastering a carefully thought-out and cir-
cumscribed teaching point. ! Programming allows the teacher
to improve the eifectiveness of teaching by constructing
materials which will guide the pupil through a series of steps
towards the mastery of a learning problem. These steps
should be of appropriate size and require the pupil’s active
cooperation; he may be asked to answer a question, to fill in a
blank, to read, etc. It is very important to grade progress
of steps throughout the programme so carefully that each
pupil get every step right.

Media of programmed instruction are programmed lessons
or textbooks and teaching machines.

There are at least two types of programmes: linear
and branching. In a linear programme the information is
followed by a practice problem which usually requires the com-
pletion of a giver sentence. The pupil can compare his answer
with the one given in the clue on the right one frame below.
All pupils should progress from frame to frame through
the programme.

Here are some sample programmes 2 of linear programming.

Programme on Comparatives

1
Age: 40.

How old is Mr Brown? He is

Mr. Brown

1 See, for example: Poeosa I'. B. K Bonpocy cocTaB/jieHHS NMPOrpaMmmu-
poBaHHBIX mocobuit. — ,MHOCTpaHHble s3bIKH B HikoJe", 1966, Ne 5; [lox-
aeprep M. M., Eidieep I'. B. OnelT cocTaB/lleHHSI H 3KCNepHMeHTaJbHOMH
NpOBepKH MpPOrpaMMHPOBAaHHEIX MaTepHasloB. — ,MIHocTpaHHblE S3BIKH
B mkosae®, 1966, Ne 5; Ecunosus K. 5. CocraBnenne nporpaMMHPOBaHHOIO
nocoGus Jna ofyyeHHS HeMellKoMy f3bIKy B V Kaacce. — ,MHocTpaHHEle
A3blKH B mkone®, 1966, Ne 5,

2 The sample programmes have been borrowed from Programmed
Learning and Language Teacher by Anthony P. R. Howatt (Longmans,
Lko?don, 1969) as they cover various aspects of the language and language
skills.
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2

Age:?
Mrs Brown was born 5 years after
Mr Brown.
How old is she? She is He is 40.
3 Mrs Brown is 35. But Mr Brown is old-
er than his wife.
He is 40. _
So, Brown is older than She is 35.
Brown.
4 Brown is old- than his So, Mr Brown
W- is older than
Mrs Brown.

5 John Brown is 40. Mary Brown, his
wife, is 35.

So, Brown is older his wife.

Mr Brown is
older than
his wife.

6 They have two children:

So, John (Mr)
Brown is
older than
his wife.
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7
Westminster Abbey St. Paul’s Cathedral
900 years old 300 years old .
So, Westminster Abbey is i?éegl?;al:
St. Paul’s Cathedral. Anne.
8
Big Ben Buckingham Palace
315 feet high 200 feet high
So is R- SO, West min-
’ ster
Abbey is
older than
St. Paul’s
Cathedral.
9 London is a very large city, ten million
people live there. But Dover is small;
only thirty-five thousand people live
there.
. So, Big Ben
So, London is ... .. .. ... ... is higher than
Buckingham
Palace.
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10 The Atlantic Ocean is very wide. In
fact it is three thousand miles wide.
But the English Channel between Do-
ver and Calais is only twenty miles

wide.
So, London
SO, .................... is larger than
Dover.

Practice Programme. Talking about People

Scotland Glasgow

Margaret

This is Margaret. She is Scottish. She comes from Scot-
land, and she lives in Glasgow.

M- from Scotland, and she in

G ——.

Margaret comes from Scotland, and she lives in Glasgow. .

2 .
{5@2 England Liverpool
Jim
Jim is English. He c- England, and
- in L- :

He comes from England, and he lives in Liverpool.
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Wales Cardiff

Mary
Mary is Welsh. She W- , and

C

She comes from Wales, and she lives in Cardiff.

Glasgow

Margaret

Margaret lives in Glasgow, and she works there, too.
She works in a hat shop. ‘

M- w- in a in G- .

Margaret works in a hat shop in Glasgow.

5

SMITHS Shaze
@ o o i~ R
?® T H Liverpool
Jim
J- works in a glass factory.
He in a in L-

Jim works in a glass factory.
He works in a glass factory in Liverpool.
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6
Cardiff
00
AN
Mary
Mary c- from Wales, and she I- in Car-
diff.
in a in C-

Mary comes Irom Wales and she lives in Cardiff.
She works in a hank in Cardiff.

7

70L)
=3
N

‘ \ Brighton

Bill

from England, and in Brighton.

in a in B-

Bill comes from England, and lives in Brighton.
He works in a hotel in Brighton.

8 ,
Mary goes to work eve-
ry day.
She to work by

Mary goes to work every day.
She goes to work by car.
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goes to work

S
=\ e- day, too. He
to work by .

Jim

Jim goes to work every day, too.
He goes to work by bicycle.

to work
day, too to
work by 5
Margaret goes to work every day, too.
She goes to work by bus.
[
to work
, too.
to work

Bill

Bill goes to work every day, too.
He goes to work by train.
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has lunch at
one o'clock, and he
c- home at five.

Margaret has lunch
at o’clock, and
she home at _—.

Margaret has lunch at one o’clock, and she comes home at
SiX.

14

o]0}

AN

Mary

. Mary has lunch at twelve o’clock, and she comes home at
1ve. '
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15
at

Bill has lunch at two o’clock, and he comes home at seven.

16

Margaret c-
Glasgow.

from Scotland, and she I- in

Margaret comes from Scotland, and she lives in Glasgow.

17
Bill from England, and he in Brighton.
He w- in a hotel.

Bill comes from England, and he lives in Brighton.
He works in a hotel.

18

Jim from England, too, and in Liv-
erpool.

He in a glass factory, and he g- to work
by bicycle e- day.

Jim comes from England, too, and he lives in Liverpool.
He works in a glass factory, and he goes to work by bicycle
every day.
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19

Mary from Wales, and in Cardiff.
She in a bank, and to work by car

d- . She h- at twelve o’clock,
and c- home at five.

Mary comes from Wales, and she lives in Cardifi.

She works in a bank, and she goes to work by car every
day.
She has lunch at twelve o’clock, and comes home at five.

20

Now write a story about Clare ...

A merica

New York

oooooooooooooooooooooooooooooooo

oooooooooooooooooooooooooooooooo

00000000000000000000000000000000

Clare comes from America, and she lives in New York.
She works in a hotel, and she goes to work by car every day.
She has lunch at one o’clock, and comes home at five,
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Vocabulary Programme. For Sale!

l

The Browns want to sell their flat:

1
the kitchen the bathroom tbheirzﬁff
— T
the living room - the hall 1 tz};’:drfﬁ:f

l-_ [ |
J

1 L)

the front door

So, a week ago they put an advertisement [ad've:tis-
mant] in the newspaper:

FOR SALE. Nice, modern flat Two b- S; 1o
room; b- . k- : and h-
Price: # 3,500. 'Please phone Barton 3510
after 6 p. m.

FOR SALE. Nice modern flat. Two bedrooms; living
room; bathroom; kitchen; and hall.
Price: £ 3,500. Please phone Barton 3510,
after 6 p. m.

2

Two days later Mr and Mrs Smith came to see the flat.

Mrs Brown (opening the front door): Good evening.
Have you come to see the flat?

Mr Smith: Yes, that’s right.

Mrs Brown: Please come in.

Mr and Mrs Smith: Thank you.

Mrs Brown: Well, as you can see, this is the h-
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3 Mrs Brown: Well, as you can see, this is the hall.

Mr and Mrs Smith: I see.
Mrs Brown: Can I take your coats?
Mr and Mrs Smith: Yes; thank you.

(Mrs Brown hangs the coats on a hook.)

Mrs Smith (looking round): Yes, I like the
Don’t you, Jim?
Mr Smith: Oh yes, very nice, very nice indeed.

Mrs Smith (looking round): Yes, I like the hall.
Don’t you, Jim?
Mr Smith: Oh yes, very nice, very nice indeed.

(Mrs Brown comes back to the Smiths.)

Mrs Brown: Well, shall we see the rest of
the ?
Mr and Mrs Smith: Yes, please.

Mrs Brown: Well, shall we see the rest of the
flat?

Mr and Mrs Smith: Yes, please.

Note: Look at the plan of the flat very carefully when you

answer the next questions in the programme.

Mrs Brown: Well, on the left of the hall is

the room, and on the right is one of
the -S.

Mrs Brown: Well, on the left of the hall is the
living room, and on the right is one of the
bedrooms.

Mrs Smith: How many bedrooms are there?

Mrs Brown:
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7 Mrs Brown: Two.
(They go and look at the living room.)
Mr Smith. Mmmm, very nice.
Mrs Smith: Yes, I like this room. It’s nice and
large. Do you eat in here?
Mrs Brown: No, we usually eat in the
It’s in here, at the back of the house.

S Mrs Brown: No, we usually eat in the kitchen.
It’s in here, at the back of the house.
Mr Smith: I see.
Mrs Brown: And beside the kitchen is the .

9 Mrs Brown: And beside the kitchen is the bath-
room.
(The Smiths look at the kitchen and then
at the bathroom.)
Mrs Brown: Well, shall we look at the -S
now? One is at the back of the flat and the other
is at the front. The front is very sunny.

10 Mrs Brown: Well, shall we look at the bedrooms
now? One is at the back of the flat and the
other is at the front. The front bedroom is very
sunny.

(The Smiths looked at the bedrooms,
and came back into the living room to talk to Mr
and Mrs Brown. They liked the very much.)

Il They liked the flat very much.
Now here is the plan of the flat again. You can see

the way that Mr and Mrs Smith went.
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the k-
~ the b- (= .;—f_ D the back
\ \ 1:)‘— T’ b-
—— 1\ \F— |/
WA //
\ \ //
\ \\ J /’/ ,
N N - | the front
the (- raom\sr_\ ) \ b-
\ the h- Nl —~
\\ /,’ - \\J
\
1\

1 1
the frc},'?t’ door

Now try to say what Mr and Mrs Smith did.
Mr and Mrs Smith came into the and took off
their coats. Then they looked at the :
Then they went to the back of the flat to see the

and the . Finally, they looked at the two
and came back to the again.
12

Mr and Mrs Smith came into the hall and took off their
coats. Then they looked at the living room. Then they
went to the back of the flat to see the kitchen and the
bathroom. Finally, they looked at the two bedrooms and
came back to the hall again.

A week later Mr and Mrs Smith bought the flat.

Situation Programme. Let’s Go to the Pictures

What happens when Jennifer goes to the pictures? Look
at each picture carefully.
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Good afternoon. Good

’

madam.

‘= Three Complete
e, Performances
> Every Day!!
Good afternoon, When does the next
madam. p- begin?

‘ Next Performance at

5. 15. p. m.
When does
the next
performance
begin?
()
At a quarter I see.” Have
past five, you any t-
madam. left?
B9
NS
, we have, madam.
I see. Have you Where would you like to
any tickets left? sit?
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Balcony
l Stalls l oy
Yes, we have, madam. Downstairs,
Where would you like please.
to sit? In the :

((ﬂ Front Stalls
Back Stalls
‘.‘.‘

Downstairs, please. stalls or
In the stalls. —sStalls,
madam?
9
Front stalls or How h
back stalls, madam? O“bal?l? cstaa]i]rse? the
10

ok | Back Stalls
&

How much are the
back stalls?
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11

Oh dear, that’s

Five and six, expensive.
madam. How are the
i- , then?
12 o
‘ Front
s Stalls

Oh, dear, that’s
expensive. How much

are the front stalls, madam.
then?
13
That’s better.
madam. I'll have two seats in the
, please.
14
That’s better. That’s shillings,
I’'ll have two seats in please.

the front stalls, please.
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15

That’s seven shillings,

please.
16
Oh, hallo,
Dora.
I've got two
S-
in the
Is that all
right?
Oh, hallo, Dora.
I've got two Wonderful!
seats in Let me pay
the front stalls. you for my
Is that all t-
right?
18
No, of course
Wonderful! not.
Let me pay You’re my guest
you for my today.
ticket. Come on, or

we’ll be late.
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Textual Programme. Hiking

Here is a short text about a visit to a Youth
Hostel. If you have not studied it already in class,
you should now read it very carefully and make
sure you understand everything.

We arrived at the village just before sunset and made
our way to the Youth Hostel. It had been raining all
day, but now it had stopped and the sky was very
beautiful.

‘I hope it’ll be fine tomorrow,’ I said.

‘So do I,’ replied Jane.

We had a good meal, and then played cards for a
short time before going to bed.

2

In the rest of the programme you will be asked to
complete more and more of the text until you will know
it quite well.

You can always look at paragraph 1 for the answers,
but try to do it yourself first.

3

We arrived at the
our way to the . It had been
day, but now it had and the sky was very

just before sunset and made
all

‘I hope it’ll be fine ;0 T said.

‘So do I,’ Jane.

We had a meal and then played for
a short time before going to
4 : :

Now ftry it again.

We at the just before and made
our to the . It had been all
day, but now it had __and the was very

‘T it’ll be ;1 said.

y do 1I,’ Jane.

We had a and then for
a short time before to
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5
Try it again. This time there are some letters to
help you because so many words have been left out.
We at the j- belore and
m- our to the It
r- all day, but now it st- and the
was very b- ¢ it’- be i-
,” I said. ° , repl- Jarne.
We a g- m- and then pl-
for a she —__ t- before to
6 -
Now try it once more; this time there are no let-
ters to help you.
We at the before and
our to the It
all day, but now it and
the was very
‘1 it’- be N
‘ , Jane.
We a and then
for a before io
7
Finally, take another piece of paper and see how
much you can remember.

Textual Programme. About Myself

Here is a text with the answers already written.
Read the textjcarefully. It is about Ian MacDonald.

My name is lan MacDonald. 1 come from Scotland,
and | live in Edinburgh. I am a baker and [ work in
a shop. 1 usually spend my summer holiday in Majorca.
I like swimming but I don’t like cricket.
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Now you f{ill in the text in the same way. Write
about yourself.

My name is

I come from ,

and I live in

I am a (n) ;

and I work in a

I usually spend my summer
holiday in

I like

but I don’t like

Now do the text again. Try to remember the words
which are left out. Look at the answers (in para-
graph 2) afterwards.

My

is

from .

and I live

I am a (n) ,

and I work in a
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I usually spend my sum-
mer h- in

[ COR—

but I don’t

[ usually

Now try it again. This time you should remember
more words. Look at the answers afterwards.

name is

and 1

I

a (n) b

and I in a .

my sum-
in

mer

|

but I

Once more! This time you must remember nearly
everything.
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and in

I a (n) ,
and 1 in a
I u-
my s-
I
but I

Now take another piece of paper. Try to remember
everything.

In these sample programmes the materials are constructed
according to a predetermined plan. Each programme has
a precise objective. For instance, “Programme on compara-
tives” teaches the pattern “X is something -er than Y”. In the
Jast frame the learner is asked to make a statement of com-
parison unaided by the wording of the frame.

Every frame contains a blank for the pupil to respond
to. The correct response is supplied one step below on the
right, or under the frame so that the learner receives immediate
confirmation of his responses. As the steps are small and
an unlimited number of repetitions is possible weak pupils
are not discouraged. Such programmed materials may be
presented as textual frames in the book and in combination
with the tape recorder.

In a branching programme the information is followed
by a multiple-choice question and the learner’s answer to this
determines the material he sees next. If he selects the right
answer he will be presented with a new unit of information.
If he selects a wrong answer he is told he is wrong and the
likely nature of his mistake. The student is either directed
back to the original frame to make another attempt at the
question or he is directed to a remedial sequence before
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being returned to the original frame. Here is an example
of a branching programme on Sequence of Tenses in the English
language:

In his letter John wrote that he lived with| Page 5
his uncle.

B ceoem nuceme [locow nucar, 4umo oH sueen
¢ Osoeil.

Kaxkoe Bpemsi ynorpe6.eHo, Past Indefinite
uian Present Indefinite? Bribeputre oTBer H
nepeduTe K CTpPaHulle, YKa3aHHOH IPOTHB
OTBeTa.

Answer Page  Page 5
Past Indefinite 7
Present Indefinite 11
I don’t know 15
.BbI OTBETHJIU: I don’t know. Page 15

Bcnomuum, yto B Present Indefinite (nacros-
lleM HeonpeleseHHOM) TrJarojel B 3-M JIHIE
el. YHCJa NPUHHMAIOT OKOHYaHHE -S:

to work — paborare  he works — on paGoraer
to play —urparp he plays —on urpaer

boJsbiunacTeo raaroqeB B Past Indefinite
(mpoluealieM HeoNpeaeseHHOM) OKaHYHBAaIOTCS
Ha -ed:

to like — moOUTb, HpaBUTHCS
he liked —on s06ua (eMy HpaBHJIOCH)

A rencpb BepHHTECh HA CTp. 5 M BbiGepHTe
IpaBUJIbHBEIH OTBET,
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Bel otBetusn: Present Indefinite. Page 11

Bbl omnbauce. Bel onpenennan BpeMs rJa-
roja, NO-BUAMMOMY, MO TEPEBOAY ,KHBET.
[locMoTpuTe BHHMaTeJbHO Ha (oOpMy aHTIHI-
ckoro rjarosa. On uMeer oOKoHuanie -ed,
a Takoe OKOHYaHHe HMeeT GOJIBILIHHCTBO I.a-
rojoB B Past Indefinite (npomenuiee neonpe-
aenenHoe). Ecau Obl raaros crosi B Present
Indefinite (nacrosiileM HeompeJesieHHOM), OH
umen GObl OkoHuaHie -s (he lives), Tak Kak
310 3-¢ JANIO ef. uucaa. BepHurech Ha ctp. D
U BbiOGepuUTe NMPaBUJbHBIH OTBET.

Bamr orBer npaBusbhbii.  Ilepexoaurte| Page 7
K cTp. 6.

An able pupil who will see only frame at p. 7 will progress
through the material far more quickly than a pupil who has
to go through the remedial frames (p. 15, 11). Thus the time
that a pupil spends on a branching programme will depend
not only on the speed with which he deals with each of the
frames but also on the amount of information he has to deal
with in any remedial {rames.

Programmed foreign language instruction properly util-
ized is a useful medium which allows the teacher to indi-
vidualize his pupils’ work at the foreign language and create
favourable conditions for language learning.

Visual materials.

Objects. There are a lot of things in the classroom such
as pens and pencils of dilferent sizes and colours, books,
desks and many other articles which the teacher can use
in presenting English names for them and in stimulating
pupils’ activities to utilize the words denoting objects they
can see, touch, point to, give, take, etc. Toys and puppets
may be widely used in teaching children of primary schools,
which is the case in the specialized schools.

Flashcards. A flashcard is a card with a letter, a sound
symbol or a word to be used for quick showing to pupils and
in this way for developing pupils’ skills in reading and pro-
nunciation. Flashcards are usually made by the teacher
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or by the pupils under the teacher’s direction, though there are
some ready-made flashcards. !

. Sentence cards. They bear sentences or sentence patterns
which can be used with different aims, e. g., for reading
and analyzing the sentences, for using these sentences in speak-
ing, for compiling an oral composition using the sentence
as a starting point, for writing a composition.

These cards are prepared by the teacher and distributed
among the pupils for individual work during the lesson.
The teacher checks his pupils’ work afterwards.

Wall-charts. A wall-chart is a big sheet of paper with
drawings or words to be hung in the classroom and used for
revision or generalization of some linguistic phenomenon.
Such as “English Tenses”, “Passive Voice”, “Ing-Forms”,
“Rules of Reading”.

For example: The letter C

[k] [s]
cat pencil
music face

Though there are printed wall-charts, the teacher should
prepare his own wall-charts because he needs more than he
can get for his work.

Posters or series of illustrations portraying a story. They
are used as “props” in retelling a story read or heard. The
teacher himself, or a pupil who can draw or paint, prepares
such posters.

Pictures. There are at least three types of pictures which
are used in teaching a foreign language: object pictures (e. g.,
the picture of a bed), situational pictures (e. g., the picture
of a boy lying in bed), topical pictures (e. g., the picture of
a bedroom). They may be big enough to be hung in the class-
room or small to be distributed among the pupils for each
one to speak on his own. Pictures may be utilized separately
(as single units) and in sets to be used as “props” for oral com-
position or re-telling a story. For example, there is a set of
pictures by M. S. Kaplunovsky which can be used for creating
vivid situations on a flannelboard,

1 See: Pozosa I'. B., Poxxosa ®. M. JlekcudueckHe TaGaHIEl 1O pas-
BHTHIO pPeYyH Ha YpOKax aHrJuickoro s3mika B V—VI kaaccax. Buim. 1.
M., 1968 u 1975 r. There are object pictures in this set of charts withwords
printed on the back of each picture,
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Printed pictures are available for the teacher to use in
the classroom. However, they cannot cover the teacher’s
needs in these materials. So he should make pictures. The
teacher either draws or paints them himself or asks some of
his pupils to do this. ' He can also use cut-outs (pictures
cut out of some periodicals).

Photographs. They are of two Kkinds: black-and-white
and coloured. One can use photographs which are on sale,
e. g., “Views of Moscow” or have them taken, e. g., “We are
going on a hike”, or “Our family”.

Albums. An album is a book of pictures or photographs
which is used for developing pupils’ language skills. It usually
contains textual material to supply pupils with necessary
information, and in this way make their work easier in describ-
ing these pictures. 2

Maps and plans. In teaching English the maps of Great
Britain, the USA, and other countries where English is
spoken may be used. The plans, for example, of a house,
a building, a piece of land with measurements may be a help
in comprehension and thus stimulate pupils’ speaking.

Slides. A slide is a glass or plastic plate bearing a picture.
Slides are usually coloured and used in sets to illustrate
a story; the teacher can utilize slides for developing hearing
and speaking skills.

Filmstrips. A filmstrip ® represents a series of pictures,
as a rule, situational pictures in certain sequence which
a learner sees while listening to a story from the teacher or
the tape to reproduce it later. Special filmstrips are available.
They last about 5—10 minutes and can be used with synchro-
nized tapes. When a picture appears on the screen, the tape is
heard. See, for example, “Great Britain”, “London”.

Audio materials. Tapes and records or discs belong
to audio materials. Tapes are usually prepared by the teacher
(he selects the material and the speaker for recording). Tapes

1 See: Tumowernko H. M., Hleiuenko A. I1. Nenafite HarJasiiHbe MO-
cobust camu. — ,MHOCTpaHHBle A3bIKM B LIKose®, 1968, Ne 5.

2 See: Bamwmmnes M. H., Poeosa I'. B. Anb6om 151 pa3BUTUST YCTHOH
peud Mo MoOJesasM Ha ypokax anrauiickoro s3eika B VI—VIII knaccax.
M., ,IlIpocBewenne”, 1967; Pocosa I'. B., Posxckosa ®. M. Ilo ropogam
Aurnuu u Coegunennnix IlltatoB Amepuku. M., ,IlpocBemenune", 1975.

3 See: luporxos E. JI. O noirotoBKe AMapUABMOB C MO3TAMHBIM KOH-
TpoJeM H CarOKOHTPOJeM YCBOeHHsI HOBOTO MaTepuana. — ,lIHocTpaHHble
sI3bIKM B wwKose“, 1972, Ne 5.
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and records?! are used for teaching listening comprehension,
speaking, and reading aloud.

Audio-visual materials. Sound film loops and films
are examples of audio-visual materials:

Sound film loops are becoming popular with the teachers.
They are short (each lasts 1.5—1.7 min.) and the teacher
can play the film loop back as many times as necessary for
the pupils to grasp the material and memorize it. 2

Films. Specially prepared educational films for lan-
guage teaching have appeared, e. g., “The Mysterious
Bridge”, “Robert Burns”, “Australia”, “New York”, “Winter
Sports”. 3

Young children like to sing and play various games,
that is why songs and games should constitute an important
part of teaching materials. * Folksongs and popular current
songs develop a feeling for the distinctive culture being stud-
ied. They furnish a frame work for pronunciation practice.
Games give an opportunity for spontaneous seli-expression
in the foreign language and can be used as a device for re-
laxation.

Practical and educational functions of teaching materials
are as follows:

Teaching materials used in various combinations allow
the teacher to develop his pupils’ oral-aural skills. Recorded
materials can provide the teacher and the pupil with an
authentic model, tireless and consistent repetition and many
different voices.

These materials are valuable for presentation, exercises,
revision, testing, ® etc.

Visual materials have an important role to play in the

1 See: Jlesum P. H. Vicnonb3oBaHue rpam3anucu LJ1s1 pa3sBUTHS HaBHI-
KOB BOCMPUSITHSI HHOCTPAHHOM peuu Ha cayx. — ,MHocTpaHHbie s13bIKH
B wwKojae*, 1971, Ne 2.

2 See: My6posur M. H. O HEeKOTOPHIX BOMPOCAX CO3MaHUSI KHHOKOMb-
IIOBOK M Hcrojb3oBaHus X B V—VI knaccax. — ,MIHOoCTpaHHBIe SI3BIKH
B wkoae*, 1972, Ne 2.

8 Kyasewos [0. IT. Kak Mbl ucronb3yeM yuyeGHBIH KHHOPUABM ,,3UMHHUH
cnopt B VIII knacce Ha ypokax aurjuiickoro si3elka. — ,MHocrpanHble
ga3blK¥ B wKose”, 1969, Ne 6.

4 See: Anmponos B. A., ITemosn I1. T. Anrnuiickasi necHs Ha Hauajb-
HoM 3Tane obyueHus. — ,HHocTpaHHble s13bIKM B wikose®, 1967, Ne 5.

5 See: Hesocmpyee E. K. O HeKOTOpPHIX MpHeMaxX KOUTPOJS peueBbIX
yMellui i HaBbIKOB NPHU MOJb30BaHUH JunrahpoHHeiMu Kabuneramu JIK-67
u JIK-68. — ,HHocTpaHHble s3bikd B wkose®, 1971, Ne 6,
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development of hearing and speaking skills. Carefully devised
they help to get rid of the necessity for constant translation
and assist the teacher in keeping the lesson within the fcreign
language.

By portraying the context of situation, the gestures and
expressions of the speakers, and even their personalities,
visual aids allow immediate understanding and provide
a stimulus to oral composition. *

Especially important are graded materials designed for
the teaching of reading. Graded reading materials are essential
at every stage from the introduction to reading in association
with audio and visual “props”, through the elementary stage
of reading familiar material to intensive and extensive
reading.

Graded materials are also important for the development
of writing skills. 2 Appropriately designed and selected
these materials are needed to cover all stages from the intro-
duction to writing through copy writing, memory writing
and dictation to guided composition, and finally to free
composition. Visual aids can provide a useful stimulus for
writing, especially at the stage of guided composition.

Teaching materials can also be used to assist in the general
development of the pupil’s personality, and this is of great
educational value.

Teaching materials acquire special importance in gaining
cultural aims. From the earliest stages, thanks to visual
aids, pupils are introduced to the foreign country and its
people.

In this connection it is necessary to mention the qualities
teaching materials should possess:

Authenticity. Whatever is presented to the
pupils, whether linguistic or cultural material, it should
be an authentic representation of the language or culture
of the foreign country (countries).

Clarity. The materials must possess a clarity of
exposition which leaves the pupils in no doubt as to their

meaning.

1 See: Xanbaesa M. C. O6 HCNoONb30BAHHM HArJASOHBIX MocoGuil M
TCXHHUCCKHX CPEACTB O6yueHHs Ha ypOKaX HIOCTPaHHOTrO si3bika. — ,,HMHo-
cTpanbie sI3bIKH B wkose“, 1970, Ne 6.

2 This may'be the case in specialized schools.
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Practicality. To provide maximum help to the
teacher, the materials must be practical in use, economic
of cost and time, easy to store, and immediately accessible.

Appropriateness. To fulfil the role of motiv-
ating the learner and sustaining his enthusiasm, teaching
materials must be appropriate to the age, interests, and abili-
ties of pupils. They must also be appropriate to the functions
which are required of them, i. e., whether the teacher needs
them for presentation, exercises, testing, etc. ’

In conclusion it may be said, according to A. Spicer, “The
purpose of teaching materialsisnot to usurp the role of the tea-
cher, nor even to make his work easier. Their main purpose is
to make it possible for the teacher to teach more effectively,
more interestingly, and more economically. It is equally
important that the materials should help the pupil to learn
more easily and more rapidly.”?

It is well known that in our country much attention is
given to foreign language learning. Educational researchers,
methodologists and teachers are striving to improve teaching
methods is this field. For this purpose new teaching mate-
rials have been produced.

As a result the teacher has Teacher’s Book, Pupil’s Book,
ViSLlElll, audio-visual, audio, and other materials at his dis-
posal.

For teaching English two sets of teaching materials are
suggested which cover six years (6—10 forms) of the essential
course in ten-year schools: (1) teaching materials by S. K. Fo-
lomkina, H. M. Weiser, E. I. Kaar, A. D. Klimentenko,
and (2) teaching materials by A. P. Starkov, R. R. Dixon,
Z. V. Starkova. Teaching materials by both groups of authors
include: teacher’s beoks, pupil’s books, sets of wall-charts
or albums, filmstrips (or slides), sound film loops, long-
playing records and supplementary readers. Although both
sets of teaching materials are based on scientific principles
as to the selection of linguistic material, topics to be covered
and terminal behaviour at the end of the course, however,
they differ in many respects.

The main difference lies in the organization of teaching
beginners. S. K. Folomkina, H. M. Weiser, E. 1. Kaar start
by teaching beginners all the language skills, i. e., hearing,

1 Spicer A. The Nuifield Foreign Languages Teaching Materials
Project. — “English Language Teaching”, v. 23, 1968.
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speaking, reading, and writing simultaneously, ! although
they give seven introductory lessons which are to be conducted
orally. 2 A. P. Starkov, R. R. Dixon, Z. V. Starkova start
with the oral introductory course and teach hearing and
speaking first for more than a term. 3 During the oral intro-
ductory course, beginning with the fifth lesson, pupils start
writing English letters and combinations of letters. They
begin reading at the 40th class-period. *

Another difference is in the arrangement of the material
in pupil’s books. A. P. Starkov and R. R. Dixon adhere strictly
to the arrangement of the material by “topics”. S. K. Folom-
kina, H. M. Weiser, A. D. Klimentenko do not observe the
topical arrangement of the material in pupil’s books, though
they cover the topics set by the syllabus.

They differ in their introduction of new material. S. K. Fo-
lomkina, H. M. Weiser, E. I. Kaar, A. D. Klimentenko use oral
presentation of linguistic materials. Pupils grasp the vocab-
ulary or grammar items by ear so as to assimilate them
mainly for auding. Oral work at linguistic material does not
exceed one class-period, as a rule. 8

The second group of authors follow the oral approach
in teaching linguistic material, i. e., pupils can use the mate-
rial in auding and speaking before they can read and write it. ¢

One more difference is in the use of the mother tongue
in teaching English. They both admit the use of the mother
tongue for presenting linguistic material whenever it is neces-
sary to ensure comprehension of what pupils learn. As to
translation exercises for developing pupils’ language skills,
they are used in pupil’s books by the first group of authors, ?
and are not utilized by the second.

They differ in presenting grammar too. The first group
ot authors present the matetial in sentences which

1 See: Folomkina S., Weiser H., Kaar E. Teacher’s Guide. Boak One.
M., 1969, p. 3.

2 1bid., p. 94.

8 See: Starkov A., Dixon R., Starkova Z. Fifth Form English. Teach-
er’s Book., M., 1969, p. 5.

4 Ibid., p. 188—197.

b See: Folomkina S., Weiser H., Kaar E. Teacher’s Guide. Book
One. M., 1969, p. 3—4.

6 See: Starkov A., Dixon R., Starkova Z. Fifth Form English. Teach-
er’s Book. M., 1969, p. 3.

7 See: Folomkina S., Weiser H., Kaar E. Teacher’s Guide. Book One,
Book Two, Book Three, etc. M., 1969.
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are followed by grammar rules in the mother tongue in the
pupil’s books (see, for instance, Book Three, p. 58—62)
and exercises. A. P. Starkov, R. R. Dixon present the material
in structural groups. However, grammar rules are not excluded
from teaching.! In learning grammar material pupils pass
through the following stages: (1) they assimilate a structural
group; (2) they learn how to use the new words in the grammar
structures; (3) they utilize the structures in a logical sequence
in speech; (4) they speak within the situations offered, using
the linguistic material covered.

There is a considerable difference in the authors’ approach
to the development of speaking and reading skills. S. K. Folom-
kina, H. M. Weiser, E. I. Kaar, A. D. Klimentenko, for
instance, give preference to monologue as a form of speech
that should be developed (see exercises in Book One, Book
Two, etc.). A. P. Starkov, R. R. Dixon, Z. V. Starkova
prefer developing dialogic speech first. In both sys-
tems oral language in its two forms, dialogue and mono-
logue, is developed. As to general approach to teaching speaking
and reading they have but little in common, and especially
at the junior stage (5—6 forms). 2

Gradually the diiference in these two sets of teaching
materials becomes less striking since they both should meet
the school syllabus requirements. Both sets of teaching mate-
rials are now in use in schools. Thus teachers of English
have received new teaching materials and, therefore, they
can teach more effectively than they could before. However,
we could expect better results in language teaching
if teachers were more fully informed about teaching aids
and teaching materials and the methods they should apply,
if they were more selective in the choice of methods and
techniques.

HuoctpanHeie s3biku B IKose“ can supply teachers of
foreign languages with useful information from various
fields, namely, linguistics, psychology, methodology, teachers’
experience, etc. Those who are interested in foreign language
teaching abroad can find useful information in the following
journals: “The English Language Teaching”, “The Modern

1 See: Starkov A.,Dixon R., Starkova Z.Fifth Form English. Teach-
er’'s Book. M., 1969, p. 4.

2 See: Starkov A., Dixon R., Starkova Z. Fifth Form English, Teach-
er’s Book, p. 3—8 and Teacher’s Guide, p. 3—9. M., 1969.
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Languages” (Great Britain), “The Modern Language Journal”,
“Language Learning” (USA).

One more problem should be touched upon in connection
with teaching aids and teaching materials. That is the problem
of implementing them into school life. Indeed it is not suffi-
cient to have new textbooks, teacher’s guides, and other
teaching materials which meet modern requirements. It is
necessary that the teacher can digest all this and use the new
teaching materials. The problem, as practice proves, is much
more difficult than one might imagine. Its solution depends
on many factors, and among them:

1. Thorough comprehension of the methodological credo
of the authors by the teacher. To understand a system of
teaching reflected in textbooks or other teaching materials
the teacher should read about the system and, what is more
desirable, listen to the authors when they give an interpre-
tation of their system. The stranger the system of teaching
is, the more interpretation it requires. Complete assimilation
is attained, however, when the teacher uses the system for
a number of years and strictly follows the recommendations
given by the authors. If the teacher does not use a new text-
book in the way he ought to,. the textbook, as a rule, does
not work. For instance, the series of textbooks for teaching
English in schools compiled by A. P. Starkov and R. R. Dixon
is highly appreciated by one group of teachers, namely,
by those who have grasped the authors’ methodological
credo and follow their system of teaching, and at the same
time is fully rejected by another, who either had no oppor-
tunity to study it or who accept the system of teaching reflect-
ed in the series of textbooks for teaching English compiled
by S. K. Folomkina, H. M. Weiser, E. I. Kaar, A. D. Klimen-
tenko.

2. The teacher’s ability to free himself of the methods
and techniques he has become used to and acquire new ones.
For example, for many years teachers have presented new
words as isolated units, writing them down on the blackboard
30 that pupils can see the words, read and put them down
in their vocabulary notes. They got used to the system. Then
they had to give up this system to adopt the new one, the oral
approach or the oral presentation of words, as is recommended
in both series of English textbooks. Some teachers could
easily accept the new approach. Some coped with it. And,
finally, there are teachers who cannot give up presenting
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new words the way they did before. They go on with the
old approach to vocabulary instruction. For many vyears
teachers have widely used translation as a type of exercise
for consolidating linguistic material and in reading texts.
They got accustomed to translation and Iliked it.
And now they had to restrict the usage of translation and
use instead various exercises within the English language
utilizing audio-visual aids and materials as both sets of teach-
ing materials require.

3. The teacher’s qualification, his desire to be on top
of his job, to seek new methods and techniques in language
teaching and not only to accept those recommended. Such
teachers always read journals and books on methods, they
attend lectures and seminars for foreign language teachers.

Consequently, to solve the problem it is necessary:

(a) to help teachers in comprehending the modern trends
in foreign language teaching in general, and in assimilating
the methodological credo of the authors of the textbooks
they use, in particular;

(b) to help teachers in accepting new approaches to foreign
language teaching through exchange of experience in order
to show them how to apply new methods and techniques of
teaching and what results can be achieved;

(c) to improve teachers’ training in teachers’ colleges
and at refresher courses.

The sooner teachers of foreign language acquire skills
in handling teaching aids and in utilizing new teaching
materials, the better results in language learning may be
expected.

Recommended Literature:

HBe cepun yueGHUKOB IO aHTJIUACKOMY s13bIKy st 5—10-ro knaccos.

KHurn Ui yuurtenss K yuyeOHHKaM.

Mepeynn yueGHBIX KOMIJIEKCOB TO aHrJIMHCKOMY, HCMelLKOMy, (paH-
LIy3CKOMY S$I3blKaM JJIst cpefiHell obiieo6pa3oBatenbiioii wkoanl (b — 10-e
KJaccel). — ,MHocTpaHHble 13bIKH B wiKoge“, 1975, Ne 3,

YueGHble nocobusi s yuyutensi: tabiauibl, HaOOpbLl KAPTHHOK H am+>
IvKauud, AuauiapMel, KUHOPUABLMBL U T. L.

MocoOus m/s yyawuxcs: KHMKKHM LI YTeHHs, CpaMMaTHKa H Ap.

Questions for Discussion:

1. The foreign language teacher has a great variety of teaching aids
at his disposal. Which?
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2. Modern teaching materials diifer from those used twenty or more
years ago. How?

3. Compare foreign language textbooks and say how they dilfer
and what they have in common. Say which textbook you would like to
use in school? State the reason for your selection.

4. Compare the teacher’s books by different authors ! and say whether
they are written in a similar way or not. Confirm your statement. Say
which teacher’s book you like best. State the reason for your choice.

5. Effective teaching cannot be ensured without the use of audio-
visual materials. True or false?

6. The foreign language teacher must know how to handle mechanical
aids to teach his subject effectively. Do you agree® Support your answer.

7. Programmed instruction may be considered one of the ways for
the intensification of foreign language teaching. Explain.

8. Programmed instruction in foreign language teaching cannot
}'eplace the teacher in the classroom. What is your opinion on the prob-
em?

9. The teacher should use various audio-visual materials. Say what
factors you will consider in selecting these materials in teaching foreign
languages. Confirm your statement.

10. Are you ready to utilize teaching aids and teaching materials
you have read about? Analyse your strong and weak points in this respect,

1 Here we mean teacher’s books for the same form (any you will
choose).
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Part Two

TEACHING VARIOUS ASPECTS
OF THE LANGUAGE AND FORMING SKILLS

Chapter V
Teaching Pronunciation

THE IMPORTANCE OF CORRECT PRONUNCIATION
IN LANGUAGE LEARNING

The first impact of any language comes from the spoken
word. The basis of all languages is sound. Words are merely
combinations of sounds. It is in these sound sequences that
the ideas are contained. Listening is the first experience;
‘the attempt to understand accompanies it. The acquisition
of good pronunciation depends to a great extent on the learner’s
ability of listening with care and discrimination. One of the
tasks of language teaching consists in devising ways to help
the learner “aud” the unfamiliar sounds. The hearing of a given
word calls forth the acoustic image of that word from which
a meaning is obtained. Therefore teaching pronunciation
is of great importance in the developing of pupils’ hearmg
and speaking habits and skills.

Teaching pronunciation is of no less importance in the
developing of reading and writing habits and skills, since
writing (or what is written) is a graphic representalion of
sound sequences. In reading the visual images become acous-
tic images. These are combined with kinesthetic images,
resulting in inner speech.

Wrong pronunciation ofien leads to misunderstanding.
For example, when a speaker or a reader replaces one phoneine
wilh another he unintentionally uses quile a different word,
in this way altering the sense of what he wanted to say.
For example, whife instead of wide; it instead of eat; pot
instead of port, etc.

Every teacher must understand how important the teaching
of correct pronunciation is.
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THE DIFFICULTIES IN ENGLISH
PRONUNCIATION USUALLY EXPERIENCED
BY RUSSIAN-SPEAKING PUPILS

Any language has its specific phonic system. This is true
for English as well. The sounds of English are not the same
as the sounds of Russian, though there are, of course, some
sounds which occur both in English and in Russian.

There are many difficult sounds in English for Russian
learners, [wl, [3], [e], [r], [5:], [oul, [e3] for example. To
Russian-speaking pupils the combination of sounds [6sl],
[dz] which occurs in English at the end of a word (months,
clothes) is strange and they find great difficulty in pronouncing
a word with this sound combination. The same may be said
about the sound [gl. In English it comes in the middle or
at the end of many words: English, think, song, sitting,
longer and presents a lot of trouble to pupils to produce
it correctly as there is no sound like this in the Russian
language.

The sounds of English may be arranged in three groups:
vowels, double vowels or diphthongs, and consonants. There
are twelve vowel sounds in English: [1], [e], [&], [5], [ul, [al
and [a] may be considered as short, but their actual lengths
vary to a limited extent in the same way as those of [i:l,
[a], etc. For instance, the vowels of [b1t] bit, [let] let, [fut] foot
are shorter than those of [bidl] bid, [led] led, lead, [wud] wood.
There is a modern tendency in South-Eastern English to
lengthen some or all of the traditionally short vowels [il,
le]l, [2], [5], [ul, and [a] in many situations. Words like fi¢
and feet, cot and caught, wood and wooed are, or may be,
distinguished by vowel quality only, instead of by a complex
of duration and quality.?

“Some authorities, writes D. Jones, consider the state
of tension of the tongue to be an important factor in the
production of various vowel qualities, and they distinguish
tense vowels from lax vowels; the [i:] of [li:p] leap has a tenser
articulation than the [1] of lip, and that the [u:] of [bu:t} boot
has a tenser articulation than the [u] of [fut] foof. This can be
tested by placing the finger against the outside of the threat
about half way between the chin and the larynx. When

1 See: Jones D. The Pronunciation of English. Cambridge, 1967,
p. 137.
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pronouncing the vowel of [lip] this part feels loose, but when
pronouncing the vowel of [li:pl, it becomes tenser and is pushed
forward.” 1

Therefore such opposites as [i:] — [1]; [u:] — [ul; [e:] —
[o] are different in quality, not only in length. 2

Long sounds are fully long only when final — far, sea,
saw, two, fur; when a voiced consonant follows and the syllable
is final in a sentence — feed, spoon, bird, farm, pause, and
when they are said by themselves. In other cases the tradi-
tionally long vowels are pronounced short. D. Jones says
that the length of vowels is determined in most cases by the
phonetic context, and in few cases differences of length
without accompanying diiferences of quality distinguish
one word from another. Hence in teaching English vowels
the quality of sounds should be emphasized and not their
duration.

There are double vowels and diphthongs in English.
Some of these diphthongs are strange to Russian-speaking
pupils because they do not appear in their native language:
loul, [eal, 1], [0a], [jual. Pupils are tempted to substitute
for them English monophthongs or sounds from their own
language. The following vowel sounds have been found
to be particularly difficult for Russian-speaking pupils:
[&] which is often confused with [el; [a:] which is substituted
by Russian [al; [a:] which is replaced by [5:].

English consonants also present some trouble to Russian
pupils, first because there are sounds which are quite strange
to pupils, for example, [d], [6], [w], [h], then because their
pronunciation changes depending on the position in the words.
In final position voiceless consonants have strong articula-
tion (white), voiced consonants — weak articulation (wide).
Therefore in teaching pupils how to pronounce consonants
in final position the teacher should emphasize the strength
of articulation and tensity of voiceless consonanis and weak-
ness of voiced consonants. For example, in Did you...? the
second [d] differs from the first [d] in the weakness of articu-
lation. The sound is hardly pronounced and heard.

Consonants may vary in length. In this connection D. Jones
writes that when final they may be observed to be longer

1 Jones D. The Pronunciation of English. Cambridge, 1967, p. 16.
2 To show that the sounds difier in quality new symbols have becn
introduced for [u] —[v]; for [o] —[p]; for [o:] —[3]
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after short vowels than they are after long vowels... The [n] in
bent is much shorter than that in bend; the [1] in gulp is shorter
than that in bulb.' The teacher of English should know
this to be able to help his pupils in pronouncing words as
close to the pattern as possible.

The pronunciation of words is not only a matter of sounds,
but also of stress or accent. Some words have the heavier
stress on the first part of the word: sorry, evening, morning,
answer, and other words have the heavier stress on the second
part: begin, mistake, about, reduce, result, occur, effect. Stress
is very important to the assimilation of English pronunciation.
Foreigners oiten find it difficult to understand an English-
man’s speech and ask him to speak more slowly, because
in quick speech the accented syllables are so strong that they
almost drown the others.

The pronunciation of sentence patterns includes also
variations of musical tones: rise and fall. English tone patterns
differ from those of Russian, that is why pupils find it diffi-
cult to use adequate tone patterns in conversation or while
reading aloud. Sometimes Russian people speaking English
use wrong intonation because of the interference of the mother
tongue. That often leads to misunderstanding and impoliteness.
For example, 'Will you 'wait for me >here? (Ilomoxaute
MeHf 3jiech.) is not only a wrong tone-pattern, but is impolite
in its form.

In teaching English pronunciation the teacher should
bear in mind that the difficulties he will meet with — and
they occur throughout the course — are sounds, stress, and
musical tones strange to Russian-speaking pupils. He should
know what they are and how to teach pupils to overcome
these difficulties.

THE CONTENT OF TEACHING PRONUNCIATION

Pupils should study English literary pronunciation which
constitutes received pronunciation. This is the language
of radio, TV, theatres, universities and schools. In our
schools we teach pupils literary pronunciation which is
characterized by: (a) clear stress in all the rhythmic groups,

! Sce: Jones D. The Pronunciation of English. Cambridge, 1967,
p. 140.
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(b) clear pronunciation of the sounds, for example, give me
and not gimme admitted by colloquial English; (c) typical
abbreviations in auxiliary words: it’s, won’t, doesn’t, can’t,
shouldn’t, etc.

Proceeding from the aims and objectives the foreign
language syllabus sets out, pupils must assimilate:

1. The sounds of the English language, its vowels and
consonants. They should be able to articulate these sounds
both separately and in different phonetic contexts.

2. Some peculiarities of the English language in com-
parison with those of the Russian language, such as: English
vowels differ in quality and in length, whereas in the Russian
language the length of vowels is of no importance; there are
no palatal consonants, and if some consonants may be pro-
nounced slightly palatalized, this does not change the meaning
of the word. For instance, we may pronounce the word /ike with
dark [1] and light [1], i. e., slightly palatalized, the meaning
of the word remains the same. In the Russian language there
are palatalized and nonpalatalized consonants and palata-
lization changes the meaning of the word: e. g., 6611 — Obliib;
KOH — KOHb;, 0OaHKa — 0OaHbKa.

3. Stress in a word and in a sen'‘ence, and melody (fall
and rise). Pupils must be able to divide a sentence into groups
and intone it properly.

I 'don’t 'know what his 'native “Manguage is.
'Do you 'speak "English?

Only when pronunciation is correct, when all main phonic
rules are strictly followed, can one understand what one hears
and clearly express one’s thoughts in English.

The teacher, therefore, faces the following problems
in teaching pupils English pronunciation:

(1) the problem of discrimination; i. e., hearing the dif-
ferences between phonemes which are not distinguished
or used in the Russian language and between falling, rising,
and level tones;

(2) the problem of articulation, i. e., learning to make
the motor movements adequate to proper productlon of Eng-
lish sounds;

(3) the problem of intonation, i.e., learning to make
right stresses, pauses and use approprrate patterns;

(4) the problem of integration, i. e., learning to assemble
the phonemes of a connected discourse (talk) with the proper
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allophonic variations (members of a phoneme) in_the, months,
hard_times;

(5) the problem of automaticy, ! i.e., making correct
production so habitual that it does not need to be attended
to in the process of speaking.

Consequently, discrimination, articulation, intonztion,
integration, automaticy are the items that should constitute
the content of the teaching of pronunciation, i.e., pupils
should be taught to discriminate or to distinguish English
sounds from Russian sounds, long sounds from short ones;
falling tone from rising tone; to articulate English sounds
correctly, to use appropriate tone patterns; to integrate or
to combine sounds into a whole and, finally, they should be
taught to use all these while hearing and speaking the English
language. Of course absolute correctness is impossible. We
cannot expect more than approximate correctness, the correct-
ness that ensures communication between people speaking
the same language.

HOW TO TEACH PRONUNCIATION

In teaching pronunciation there are at least two method-
ological problems the teacher faces: (1) to determine the cases
where conscious manipulation of the speech organs is
required, and the cases where simple imitation can or must be
used; (2) to decide on types of exercises and the techniques
of using them.

Teaching English pronunciation in schools should be
based on methodological principles described in Chapter III.
This means to instruct pupils in a way that would lead them
to conscious assimilation of the phonic aspect of a foreign
language. The teacher instructs his pupils to pronounce
sounds, words, word combinations, phrases and sentences
in the English language. Pupils must become conscious of the
differences between English sounds and those of the native
language. This is possible provided the foreign sound is
contrasted with the native phoneme which is substitufed
for [it,] e.g.: E. [t] —R. IT]; E. [nl —R. [H]; E. [h] —
R. IX].

1 The term is used by John B. Carroll in Research on Teaching Foreign
Languages. Tunis, 1967,
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Each sound is also contrasied with the forcign phonemes
which come close to it and with which it is oiten confused.
The contrast is brought out through such minimal pairs
as: it — eat; spot — sport; wide — white, cut — cart, full —
fool, boat — bought. The experience of the sound contrast
is reinforced audio-visually:

1. By showing the objects which the contrasting words
represent. For example, ship — sheep. The teacher makes
quick simple drawings of a ship and a sheep on the blackboard
or shows pictures of these objects.

2. By showing actions. For example, He is riding. —
He iswriting. Situational pictures may be helpiul if the teacher
cannot make a sketch on the blackboard.

3. By using sound symbols [&] — [e]; [d] — [¢]. Pho-
netic symbols do not teach the foreign sounds. They emphasize
the difference in sounds and in this respect they are a valuable
help. To teach pupils how to pronounce a new language
correctly in a conscious way means to ensure that the pupil
learns to put his organs of speech into definite positions re-
quired for the production of the speech sounds of this language.

A person learning a foreign language unconsciously con-
tinues to use his muscles in the old ways and substitutes the
phonemes and the intonation of his native tongue, e.g.,
he pronounces zis instead of this, or veal instead of wheel;
Do 'you 'speak ‘English? instead of 'Do you 'speak ,(English?
He does not even notice his mistake.

In learning pronunciation great use should also be made
of imitation. Pupils learn to pronounce a new language by
imitating the pronunciation of the teacher. Since young
people’s ability to imitate is rather good it should be used
in teaching pronunciation as well. Indeed, there are sounds
in the English language which are difficult to explain, for
example, vowels. The teacher is often at a loss how to show
his pupils the pronunciation of this or that vowel, because
he cannot show them the position of the organs of speech
while producing the sound.

The description of a vowel requires the use of such words
as “the back (the front) of the tongue”, “the soft (hard) palate”
and others which, in their turn, present a lot of trouble to
pupils to understand. It is easier for them to pronounce
a sound, a word, or a sentence in imitation of the teacher
than {o assimilate “what is what” in the mouth and apply
the “knowledge” to producing sounds or sound sequences.
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Therefore pupils merely imitate the teacher. It should
be said that the correct pronunciation of some vowels often
depends on the correct pronunciation of consonants. For
example, if a pupil pronounces did as Russian aux it means
he mispronounces [d], and not [1] because one cannot pro-
nounce aug with the correct position of the tongue for produc-
ing the English [d].

As to intonation it should be taught mainly through
imitation, though some explanations and gestures in partic-
ular are helpful. For example, the teacher can show the rise
of the voice by moving his hand up and the fall by moving
it down. He can also use the following symbols: ' for stress,
| for pause, for falling tone, ’ for rising tone, and teach
pupils how to use them while llstemng to a text and reading
it. Consequently, teaching pronunciation in school must
be carried out through conscious approach to the problem
and imitation of the teacher and speakers when tape-record-
ings and records are used. Neither the first nor the second
should be underestimated.

Since imitation can and must take place in foreign lan-
guage teaching, the teacher’s pronunciation should set the
standard for the class, and the use of native speakerswhose
voli)cles are recorded on records or tapes is quite indispen-
sable.

Teaching a foreign language in schools begins with teaching
pupils to hear and to speak it, that is, with the oral intro-
ductory course or the oral approach. Since the aural-oral
and the oral approach should be used, the unit of teaching
is the sentence. We speak with sentences. Therefore pupils
hear a long chain of sounds or a sound sequence from the
very beginning. The teacher’s task is to determine which
sounds the pupils will find hard to pronounce, which sounds
they can assimilate through imitation, and which sounds
require explgnations of the position of the organs of speech
while producing them.

The following, procedure in teaching pronunciation should
be observed:

Pupils hear a sentence, then they hear a word or words
in which a new sound or new sounds occur and, finally, they
hear a sound and the teacher’s explanation of how to produce it.

E. g. My name is ...
name

[n]
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Pupils are invited to find the correct position of the tip
of the tongue for pronouncing [nl.

After they have found the position of the tongue for [nl
they pronounce it as a single unit or as an isolated element.
Then they pronounce the sound in the word name and in
the sentence.

My name is...

The sequence in the teacher’s work with the sound and
in that of pupils’ differs:

Teacher
a sentence — My name is ... The book is thick.
a word — name thick
a sound — [n] (]
Pupil
a sound — [n] (o]
a word — name thick
a sentence — My name is ... The book is thick.

Pupils pronounce first in unison, then individually,
then in unison again until the teacher sees that they can
pronounce the sound, the word with the sound, and the whole
sentence correctly. When asking individuals to pronounce
a sound, a word, and a sentence the teacher first tells bright,
then average, and finally slow pupils to pronounce what
is required for the latter to have an opportunity to listen
to the sound, the word, and the sentence pronounced again
and again. The secret of success is neither in theory (expla-
nation) nor in practice alone, but in practice informed by
theory.

Exercises used for developing pronunciation skills may
be of two groups: recognition exercises and reproduction
eXercises.

Recognition exercises are designed for
developing pupils’ ability to discriminate sounds and sound
sequences. Indeed the assimilation of correct English pro-
nunciation by Russian-speaking pupils depends to a great extent
on their ability to aud. In auding the reference is solely to
language perception. The ability to aud is developed if the
teacher uses the aural-oral method and the oral approach
method in teaching the language. In our schools we use
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both the aural-oral method when the oral introductory course
is conducted and pupils are taught only hearing and speaking,
and the oral approach and oral presentation mainly in the
eight-year school when pupils get acquainted with linguistic
material first by ear. Pupils should have ample practice
in listening to be able to acquire the phonic aspect of the
language. It can be done:

(a) by listening to the teacher pronouncing a sound,
a sound combination and sensible sound sequences, i. e.,
words, phrases, and sentences with comprehension of what
they hear (visual perception of the teacher when he produces
English sounds and sound sequences facilitates auding);

(b) by listening to the speaker from a tape-recording or
a record without seeing the speaker. This exercise is more
difficult for pupils as their auding is not reinforced by visual
perception. )

The following techniques may be recommended to check
pupils’ ability to discriminate sounds, stress and melody.

The teacher pronounces a number of English words and
asks his pupils to recognize the new sound. For example,
the new sound is [&]. The teacher pronounces the words:
a desk, a nest, a pen, a pan, a bed, bad. When a pupil hears
the new sound he raises his hand and in this way the teacher
sees whether the pupil can recognize the new sound amcng
other sounds already learned or not. I most of the pupils
raise their hands, the teacher can offer exercises for the pupils
to perform. Or the teacher asks the pupils to say whether
there is any difference in the words he pronounces, and he
pronounces [ju:z] — [ju:s]. If pupils are familiar with the
meaning of both words the teacher can ask them which one is a
verb. He pronounces the words again and pupils raise their hands
when they hear [ju:z]. If most of the pupils raise their hands it
shows they can discriminate sound sequences and know
the word. One more example: the teacher pronounces a pair
of words [liv] — [li:v] (pupils are familiar with the words)
and asks a pupil to say which is used in where-questions
and which one in when-questions. If the child says he will
use [liv] in where-questions and [li:v] in when-questions it
shows that he can recognize the words.

The teacher pronounces the sentence They left for Kiev
yesterday and asks his pupils to say which words are stressed.
If they say left, Kiev, yesterday (or the second, the fourth
and the fifth) they hear the stressed words.
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The teacher pronounces English phrases with a rising
or falling -tone and asks pupils to raise their hands when
they hear a falling tone, e. g., on the table — on the “table;
with my ‘friend — with my  firiend; in his ‘hand — in his
hand; to the ,South — to the “South.

If pupils raise their hands in the right place then it shows
that they can hear fall and rise in the voice, therefore,
they can recognize the melody.

Reproduction exercises are designed for
developing pupils’ pronunciation habits, i. e., their ability
to articulate English sounds correctly and to combine sounds
into words, phrases and sentences easily enough to be able
to speak English and to read aloud in this language. A few
minutes at each lesson must be devoled to drilling the sounds
which are most difficult for Russian-speaking pupils.

In studying English pupils usually make mistakes in pro-
nunciation, often repeating the same mistakes again and again.
The teacher should bear this in mind and either began the
lesson with pronunciation drill or use pupils’ errors as the
point of departure for the drill. For example, pupils have
made mistakes in interdental sounds while reading aloud.
After the text has been read the teacher asks them to pro-
nounce both individually and in unison the following words:
this, that, with, without, other, another ..., thing, think, thin,
thick, thought ...

Of course the teacher takes those words pupils are famil-
iar with. More often than not the teacher should begin a lesson
with pronunciation drill. This does not mean, however, that
its place should be strictly fixed. The teacher may turn
to pronunciation drill whenever he wants to draw his pupils’
attention to the phonic aspect of the material they deal
with and in this way teach pupils correct English pronun-
ciation.

The material used for pronunciation drill should be
connected with the lesson pupils study. These may be sounds,
words, word combinations, phrases, sentences, rhymes,
poems, and dialogues. The material for a particular lesson
depends on the stage of teaching, pupils’ progress in the
language, their age, the ob]ectlves of the lesson, and other
factors. For example, pupils mispronounce words with [oul.
The teacher selects words with the sound and includes them
in pronunciation drill: no, go, home, alone, don’t. Don’t go
home alone.
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If pupils mispronounce words with [a:], the following
words and sentences could be suggested for pronunciation
drill: first, girl, word, work, worker, birthday, Thursday,
thirteen, thirteenth. My birthday is on Thursday, the thir-
teenth of May.

Pupils are taught how to pronounce [&] using the following
sentence: A fat black cat sat on a mat.

To teach pupils the correct pronunciation of [w] the follow-
ing rhyme can be used:

Why do you cry, Willy? Why do you cry, Willy?
Why Willy? Why Willy? Why Willy? Why?

If the teacher is going to introduce the Present Conti-
nuous, pupils should be taught how to pronounce [gl. The
sound is difficult for Russian-speaking pupils so it requires
special work on the part of the teacher. The pronunciation
drill may include the following words: English, song, sing,
drink, think, thing and pairs of words: wrife — writing;
read — reading; sit — sitting; open — opening; study — study-
ing, play — playing.

The teacher includes all the words ending in [ig] his
pupils need at the lesson and works at them most thoroughly
while conducting pronunciation drill.

The same should be done with the regular verbs in the
Past Indefinite when pupils study this tense.

The words are arranged into three groups in accordance
with the sound each one ends in:

[t] [d] [1d]

wash — washed open — opened want — wanted
thank — thanked close — closed  skate — skated
work — worked live — lived recite — recited
stop — stopped smile — smiled rest — rested

Pupils need the irregular verbs for speaking and reading
aloud. The teacher arranges the verbs according to the sound
which all of them have in the Past Indefinite, for example

[2:], [l

buy — bought sit — sat
think — thought sing — sang
bring — brought begin — began

teach — taught run  —ran
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The teacher may select words difficult for pronunciation,
such as:

[fus] Sure. I am sure. I am sure he will come.
I am sure he will come soon. We are sure. He is sure.
He was sure they would help him.

['jusrap] Europe. There are many countries in Europe.
One part of our country is in Europe.
England is also in Europe.

France is in Europe, too.

The teacher may take poems for pronunciation drill to help
pupils to achieve good pronunciation of English sounds.

[wl, [3]:

When -the weather is wet, we must not fret.
When the weather is cold, we must not scold.
When the weather is warm, we must not storm.
But be thankful together whatever the weather.

[eal:
Once two little brown bears
Found a pear-tree full of pears.
But they could not climb up there
For the trunk was smooth and bare.

If T only had a chair,

Said the elder brown bear,

I would get the biggest pear
That is hanging in the air.

Proverbs and some useful expressionis can be used as mate-
rial for pronunciation drills:

A firiend in need is a friend indeed.

Early to bed, early to rise makes a man healthy, wealthy
and wise. ‘

After dinner sit a while, after supper walk a mile.

— Glad to see you. — So am 1.

— How are things? — Very well, thank you.
— Thank you for your help.

— Don’t mention it.

— Can you spare me a few minutes?

— Certainly, I can. (I'm sorry, I can’t.)
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— I hate being late.
— It’s time for me to go.
— I can’t stay any longer.

International words, proper names, geographical names,
etc., can also be used for pronunciation drill. Though these
words are not difficult for pupils’ comprehension, they require
special attention on the part of the learners since phonetically
they diifer widely from the corresponding words of the mother
tongue of the pupils, for example, culture, cosmic, cosmss,
style, type, machinz, pint, nerve; William Shakespeare, Gzorge
Gordon Byron, Edinburgh, the Atlantic Ocean, the English’
Channel, Australia, Asia.

The material pupils get for reproduction can be presented
in two possible ways:

(1) through auditory perception only;

(2) through auditory perception reinforced by visual per-
ception of a sound, a word, a phrase, a sentence, and a text.

The techniques the teacher uses may be as follows:

pupils aud (they listen either to the teacher or to a speak-
er);

pupils show they understand what they listen to (the
teacher checks their comprehension);

pupils listen to the sound, the word, etc. again;

they pronounce in imitation of the teacher (or speaker)
in unison and individually, first bright, then average,
and finally slow pupils.

The teacher’s principal concern is to make sure that every
pupil can articulate English sounds correctly and pronounce
words, phrases and sentences as close to the pattern as pos-
sible; hence pupils’ learning by heart the material included
in a phonetic drill (thymes, proverbs, poems, songs, dia-
logues) is not the main aim. The main aim is pupils’ correct
pronunciation with regard to sounds, stress, rhythm, and
melody. If tape-recording is used, the material should be
recorded so that pupils can [irst listen to the speaker, then
repeat in imitation of the speaker during the pauses long
enough for pupils to reproduce it. When recording the material
for classwork, therefore, it is necessary to take into account
not only the time for producing sounds or sound sequences,
but for organizing the class to pronounce it during the pause.
So pauses should not be too short.
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It is impossible {o underestimate the role that can be played
by sound film loops, records, tape playback devices in teaching
pronunciation. Each of these aids:

(1) allows speech to be reproduced with correct pronuncia-
tion and intonation in particular;

(2) permits the same text to be repeated several times for
pupils to have an opportunity to listen to it again and again;

(3) makes it possible for the teacher to develop his pupils’
abilities to understand English spoken at various speeds;

(111{) helps the teacher in developing his pupils’ ability to
speak;

(8) gives pupils an opportunity to listen to texts read by
native speakers.

When working with these aids in the classroom the teacher
must be well prepared for the work. He must listen to the
material himself several times in order to know the text from
all points of view and, first of all, from the point of view of
its phonic aspect. He studies the text and marks the diffi-
culties for pupils’ listening comprehension, namely, sounds,
sound combinations, stress, or melody. Then he writes out
the difficult points from the text to draw pupils’ attention
to them and, in this way, to help pupils to overcome the diffi-
culties they may have in auding the text.

Pronunciation is a skill that should be developed and
perfected throughout the whole course of learning the language,
that is why we insist that the teacher should use pronuncia-
tion drill during the lesson, irrespective of the stage of in-
struction.

No matter how pronunciation is taught pupils will make
mistakes in pronunciation of sounds, stress, and tones in the
target language. The problem arises as to who should correct
the mistakes and how they should be corrected. In the junior
stage it is the teacher who corrects pupils’ mistakes in pronun-
ciation because pupils’ ability to hear is not developed yet;
besides they need good examples to follow which can be
given either by the teacher or by the speaker. Moreover, the
teacher can explain the mistake to the pupil and show him
what should be done to avoid it. The ability to hear the dif-
ference in pronunciation of people should be developed from
the very first steps. At the intermediate and senior stages
pronunciation errors must be corrected both by the teacher
and by the pupils themselves, though it becomes possible
provided that sound producing aids are widely used since
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listening to tape-recordings and records develops the pupil’s
ability to hear erroneous pronunciation when comparing
the pattern pronunciation of the speaker with that of
his own.

As to how mistakes must be corrected the following may
be suggested:

(1) the teacher explains to the pupil his mistake and asks
him to pronounce the sound, the word, or the sentence again,
paying attention to the proper position of the organs of speech
for producing the sound, for example, [#] (he should bite the
tongue between the teeth and blow air out at the same time),
or the word ‘development’ with the stress on the second syllable,
or the sentence with the rising tone;

(2) the teacher corrects the mistake by pronouncing the
sound, the word, the phrase, or the sentence in which the
mistake has been made and the pupil imitates the teacher’s
pronunciation;

(3) the teacher asks the pupil to listen to the tape-recording
or the record again and pronounce the word or the sentence
in the way the speaker does it; thus through comparison the
pupil should find the mistake and correct it.

There are, of course, some other techniques of correcting
pupils’ phonetic mistakes. Those mentioned above, however,
can ensure the development of self-control in the pupil which
is indispensable to language learning.

Constant attention to pupils’ pronunciation on the part of
the teacher, whatever the stage of teaching is, results, as a
rule, in good pronunciation habits and skills of pupils.

Young teachers are inclined to expect immediate results
and soon they stop teaching pupils correct pronunciation as
a hopeless task. No doubt they forget their own imperiections
and do not know that pronunciation can be taught only by
a long, patient, and persistent effort throughout the whole
course of study.

Recommended Literature:

Mporpammpl  BocbMuJeTHeil tikoasl. Muocrpannole f3blkd  (PoHe-
tuka). M., ,JlpocBemenune®, 1967.
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[Mox pen. A. A. MupomoGoBa, M. B. Paxmanosa, B. C. Lletauu. M., 1967,
ra. VIII, c. 383—409.
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Beceant 06 ypoke unocrtpaHuoro f3mika. ABt.: [laccos E. 1., Ko-
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0 XarGoaar [l. M3yueHue HHOCTpaHHHIX fA3bIKoB. M., 1963, c. 10—18,
4 —420 °

Questions for Discussion:

Correct pronunciation is attainable when teaching a foreign language
at school.

l. What is meant by correct pronunciation?

2, What does a teacher need for teaching pupils pronunciation suc-
cessfully?

3. Why is pupils’ pronunciation far from being satisfactory?
4. What should a teacher do to improve pupils’ pronunciation?

Activities:

l. Prepare pronunciation drill for one of the lessons for junior, inter-
mediate, and senior stage to show the difference in material and in tech-
niques of conducting the drill.

2. Examine one of the lessons of a Pupil’s Book and a Teacher’s
Book and show how pupils are taught to pronounce correctly.

Chapter VI
Teaching Vocabulary

THE IMPORTANCE OF TEACHING VOCABULARY

To know a language means to master its structure and
words. Thus, vocabulary is one of the aspects of the language
to be taught in school. The problem is what words and idioms
pupils should retain. It is evident that the number of words
should be limited because pupils have only 2—4 periods
a week; the size of the group is not small enough to provide
each pupil with practice in speaking; schools are not yet
equipped with special laboratoriesfor individual language learn-
ing.The number of words pupils should acquire in school depends
wholly on the syllabus requirements. The latter are determined
by the conditions and method used. For example, experiments
have proved that the use of programmed instruction for vo-
cabulary learning allows us to increase the number of words
to be learned since pupils are able to assimilate them while
working independently with the programme.
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The vocabulary, therefore, must be carefully selected in
accordance with the principles of selecting linguistic material,
the ccinditions of teaching and learning a foreign language in
school.

Scientific principles of selecting vocabulary have been
worked out.! The words selected should be: (1) frequently used
in the language (the frequency of the word may be determined
mathematically by means of statistic data); (2) easily com-
bined (nice room, nice girl, nice weather); (3) unlimited from the
point of view of style (oral, written); (4) included in the topics
the syllabus sets; (5) valuable from the point of view of
word-building (use, used, useful, useless, usefully, user,
usage).

The first principle, word frequency, is an example of
a purely linguistic approach to word selection. It is claimed
to be the soundest criterion because it is completely objective.
It is derived by counting the number of occurrences of words
appearing in representative printed material comprising nov-
els, essays, plays, poems, newspapers, textbooks, and maga-
zines.

Modern tendency is to apply this principle depending on
the language activities to be developed. For developing reading
skills pupils need “reading vocabulary” (M. West), thus va-
rious printed texts are analysed from the point of view of word.
frequency. For developing speaking skills pupils need “speak-
ing vocabulary”. In this case the material for analysis is
the spoken language recorded. The occurrences of words are
counted in it and the words more {requently used in speaking
are selected.?

The other principles are of didactic value, they serve teach-
ing aims.

The words selected may be grouped under the fol!lowing
two classes (M. West):

1 Today we are greatly enlightened on the question of word values
as the outcome of studies conducted by Thorndike and Horn in the USA,
H. Palmer in Japan, M. West in India, E. Richards and C. K. Ogden
in England. In the Soviet Union a great deal of work has been done on
the problem of word selection by 1. V. Rakhmanov and his colleagues
in APS RSFSR in the 50’s. As a result, first a list of words called ,,Cnosaps-
muHumym” and then ,CnoBapp HauGosee ynorpeGuTesibHBIX CJOB" have
appeared.

2 See: Tlyeeweim . Hexoropble BBIBOABI CTaTHCTHKHM CJI0Baps. —
B xH.: Meroauka mpenojaBaHHs WHOCTPAHHBIX SI3BIKOB 3a pylOexxom. Cocr.
M. M. BacunweBa u E. B. Cunsasckas. M., ,IIporpecc”, 1967, c. 299—305.
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1. Words that we talk withorform (structural)
words which make up the form (structure) of the
language.

2. Words that we talk about or content words.

In teaching vocabulary for practical needs both structural
words and content words are of great importance. That is why
they are included in the vocabulary minimum.

The number of words and phraseological units the syllabus
sets for a pupil to assimilate is 1,200. They are distributed in
the following way: 800 words in the eight-year school, the
rest in the ten-year school. The textbooks now in use contain
more word units than the syllabi set.

The selection of the vocabulary although important is not
the teacher’s chief concern. It is only the “what” of teaching
and is usually prescribed for him by textbooks and study-
guides he uses. The teacher’s concern is “how” to get his pupils
to assimilate the vocabulary prescribed. This is a difficult
problem and it is still in the process of being solved.

It is generally known that school leavers’ vocabulary is
poor. They have trouble with hearing, speaking, reading,
and writing. One of the reasons is poor teaching of vo-
cabulary. ‘

The teacher should bear in mind that a word is considered
to be learned when: (1) it is spontaneously recognized while
auding and reading; (2) it is correctly used in speech, i. e.,
the right word in the right place.

DIFFICULTIES PUPILS EXPERIENCE
IN ASSIMILATING VOCABULARY

Learning the words of a foreign language is not an easy
business since every word has its form, meaning, and usage
and each of these aspects of the word may have its difficulties.
Indeed, some words are difficult in form (daughter, busy,
bury, woman, women) and easy in usage; other words are easy
in form (enter, get, happen) and difficult in usage. Consequent-
ly, words may be classified according to the dilficulties pupils
find in assimilation. In methodology some attempts have been
made to approach the problem.?

1 See: OGuwas MmeToguka oGydyeHHs] HHOCTPAHHBIM SI3bIKaM B CcpefHeil
mkoae. M., 1967, c. 286—304.
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The analysis of the words within the foreign language allows
us to distinguish the following groups of words:concrete,
abstract, andstructural.

Words denoting concrete things (book, street, sky), actions
(walk, dance, read), and qualities (long, big, good) are easier
to learn than words denoting abstract notions (world, home,
believe, promise, honest). Structural words are the most diffi-
cult for Russian-speaking pupils.

In teaching pupils a foreign language the teacher should
bear this in mind when preparing for the vocabulary work
during the lesson.

PSYCHOLOGICAL AND LINGUISTIC FACTORS
WHICH DETERMINE THE PROCESS
OF TEACHING VOCABULARY

Words are elements of the language used in the act of com-
munication. They are single units, and as such cannot provide
the act of communication by themselves; they can provide it
only when they are combined in a certain way. Sometimes
separate words may be used in the act of communication, how-
ever, for example:

— You have relatives, haven’t you?

— Yes, a grandmother.

The word grandmother is used instead of the sentence pattern
Yes, I have a grandmother.

Charles Fries says: “It is not the meaning of the words them-
selves but an intricate system of formal features which makes
possible the grasp of what we generally call ‘meaning’. Train,
boy, house, take — conveys no meaning. ‘The boy takes a
train to his house’ is full of meaning.” He concludes, “The
meaning is not in the words themselves but in the words as
a pattern”.!

N. 1. Zhinkin writes: ,UenoBex BooO1ie HUKOT|a HE TOBOPHT
OTJeJIbHBIE CJIOBA, €CJIM OHH B TO K€ BpeMsl He SIBJIAITCA ¢pa-
3aMi. HUKTO HH C TOTO HH C Cero He CKaxeTr A040K0, naymuHa
1 T. 0. B pasHpIX cUTyauusX 5THMH CJIOBaMH GYAyT BbICKAa3hi-
BaTbCs pasHble COOOLLEHUST H NOOYKACHHUS: 80M 0.10K0, X04Yy [6-
N0KO, 20e A0640K0, He xouly AOA0KQ, IMO He AON0KO U T. 1.« 2

L Fries Ch. The Structure of English. Longmans, London, 1957,

p. 183.
2 )Kunukun H. H. Mexanusmbl peun. M., 1958, c. 20.
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This idea was also emphasized by I. A. Gruzinskaya,
a prominent Soviet methodologist. She wrote: ,CnoBo xuser
U Pa3BUBAETCs1 TOJNBKO B I[€IOCTHOM PEYEeBOM KOMILIEKCEe, TOMb-
KO B OKPYKEHHH JPYTrUX CJ0B, BO B3aHMOOTHOLIEHHH C HUMH* 1.

Rule 1 for the teacher: While teaching pupils vocabu-
lary, introduce words in sentence patterns in different
situations of intercourse. Present the words in keeping
with the structures to be taught.

Information is composed of two kinds of elements: simple
(words) and complicated (sentences).

A word may be both a whole which consists of elements
(speech sounds) and at the same time an element which is
included in a whole (a sentence). In teaching words attention
should be given both to a word as an element (in sentences)
and a word as a whole (isolated unit) with the purpose of its
analysis.

We fully agree with I. A. Gruzinskaya who writes:  Ilpu
BBEJICHHH HOBOIO CJOBA OHO JOJIKHO (PUTYpHUPOBaTh CHayaja
B MpENJIOKEHHH, a 3aTeM 3aKpenyaThCsi B CB3aHHOM KOHTEK-
cTe, B KOTOPOM TOJIbKO M MOXKHO MpPOC/EIUTh MHOTO3HAYHOCTb
ciosa. C H30/IMPOBAHHBIM CJIOBOM MbI 6YIeM UMETb JeJI0 TOJNbKO
1ocJie TOro, Kak OHO BOCHPHHATO B CBSI3HOM $I3bIKOBOM L&JIOM,
MPHYEM BBLIEISIEM, H30JUPYEM Mbl CI0BO TOJBLKO BpeMEHHO, 1/
TOro uto6bl (PUKCUPOBATL HA HEM BHHMAaHHE, OOBACHHUTHL €ro,
OMATb NOMECTHTh €r0 B CBSI3HOE SI3BIKOBOE OKPY:KEHHe* 2 .

Rule 2 for the teacher: Present the word as an element,
i. e., in a sentence pattern first. Then fix it in the pupils’
memory through different exercises in sentence patterns
and phrase patterns.

Speech is taken in by ear and reproduced by the organs of
speech.

,ECTb BCe OCHOBaHMSI CUUTATb, YTO MECTOM 00pasoBaHHUA H
HAKOIJIEHHSI CJIOB SIBJSIETCA pEYeJBUIraTEe/NbHBIH aHaJu3arop.
CnyxoBoil aHanMU3aTop JHLIb KOHTPOJNUPYET crocod obpasosa-
HHSI CJIOB, HO HE COJEepPKUT UX B cebe. TONbKO TO CJIOBO MOXKET
ObITb NOHATO M Y3HAHO, KOTOpOE y:Ke 00pa3oBaHoO H JABUraTeb-
Hble CJeJbl KOTOPOI'o XPaHATCs B JABHTaTe/JbHOM aHaju3arope.

v I'pysunckas H. A. MeTolnka mnpenojaBaHHs aHIVIMHCKOro s3bIKa.
M., 1938, c. 98.
2 Ibid., p. 97—98.
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He3HnakoMoe ¢/10BO JI0/12KHO ObITh (NMOJX KOHTPOJIEM C1yXxa) npe-
BapHUTEJbHO YCBOEHO pedefBUraTeIbHLIM AaHaJHn3aTopom® L.

In teaching pupils vocabulary both the ear and the organs
of speech should take an active part in the assimilation of
words. Pupils should have ample practice in hearing words
and pronouncing them not only as isolated units but in various
sentences in which they occur.

Rule 3 for the teacher: While introducing a word
pronounce it yourself in a context, ask pupils to pronounce
it both individually and in unison in a context, too.

Any word in the language has very complicated linguistic
relations with other words in pronunciation, meaning, spell-
ing, and usage.

Rule 4 for the teacher:In teaching words it is necessary
to establish a memory bond between a new word and those
already covered.

For instance: see — sea; foo — two; one — won (in pronun-
ciation); answer — reply; answer — ask; small — little (in
meaning); bought — brought; caught — taught; night — right
(in spelling); fo fight somebody — 6GopoThCsl MPOTHB KOTO-JHGO;
fo doubt something — coMmHeBaTbcsi B ueM-nubo; fo mention
something — ynoMuHatbh 0 ueM-iu6o (similar word combina-
tion).

The process of learning a word means to the pupil: (1) iden-
tification of concepts, i. e., learning what the word means;
(2) pupil’s activity for the purpose of retaining the word; (3)
pupil’s activity in using this word in the process of communi-
cation in diiferent situations.

Accordingly, the teacher’s role in this process is:

(1) to furnish explanation, i. e., to present the word, to get
his pupils to identify the concept correctly;

(2) to get them to recall or recognize the word by means of
different exercises:

(3) to stimulate pupils to use the words in speech.

“The true art of teaching is not the application of the ‘best’
system, but the ability to stimulate pupils to worth while
activity.” (Morris, The Teaching of English as a Second Lan-

guage).

1 )Kunkun H. H. Mexanusmnl peun. M., 1958, c. 132.
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Hence there are two stages in teaching vocabulary: presen-
tation or explanation, retention or consolidation which are
based on certain psycholinguistic factors.?

HOW TO TEACH VOCABULARY IN SCHOOL

Presentation of new words. Since every
word has its form, meaning, and usage to present a word means
to introduce to pupils its forms (phonetic, graphic, structural,
and grammatical), and to explain its meaning, and usage.

The techniques of teaching pupils the pronunciation and
spelling of a word are as follows: (1) pure or conscious imita-
tion; (2) analogy; (3) transcription; (4) rules of reading.

Since a word consists of sounds if heard or spoken and
letters if read or written the teacher shows the pupils how to
pronounce, to read, and write it. However the approach may
vary depending on the task set (the latter depends on the age of
pupils, their progress in the language, the type of words,
etc.). For example, if the teacher wants his pupils to learn
the word orally first, he instructs them to recognize it when
hearing and to articulate the word as an isolated element
(a book) and in a sentence pattern or sentence patterns along-
side with other words. (This is a book. Give me the book. Take
the book. Put the book on the table, efc.)

As far as the form is concerned the pupils have but two
difficulties to overcome: to learn how to pronounce the word
both separately and in speech; and to recognize it in sentence
patterns pronounced by the teacher, by his classmates, or by
a speaker in case the tape recorder is used.

If the teacher wants his pupils to learn the word during the
same lesson not only for hearing and speaking but for reading
and writing as well, he shows them how to write and read
it after they perform oral exercises and can recognize and
pronounce the word. The teacher writes down the word on the
blackboard (let it be spoon) and invites some pupils to read
it (they already know all the letters and the rule of reading
00). The pupils read the word and put it down in their note-
books. In this case the pupils have two more difficulties to
overcome: to learn how to write and how to read the word,
the latter is connected with their ability to associate letters
with sounds in a proper way.

1 See works by Leontiev A. A,
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Later when pupils have learned the English alphabet and
acquired some skills in spelling and reading they may be told
to copy the new words into their exercise-books and read and
write them independently; this work being done mainly as
homework. The teacher then has his pupils perform various
oral exercises during the lesson, he makes every pupil pronounce
the new words in sentence patterns and use them in speech.
Since this is the most difficult part of work in vocabulary
assimilation it can and must be done during the lesson and
under the teacher’s supervision.

There are two methods of conveying the meaning of words:
direct method and translation. The direct method of presenting
the wordsof a foreign language brings the learner into direct con-
tact with them, the mother tongue does not come in between,
it establishes links between a foreign word and the thing or
the concept directly. The direct method of conveying the mean-
ing of foreign words is usually used when the words denote
things, objects, their qualities, sometimes gestures and move-
ments, which can be shown to and seen by pupils, for example:
a book, a table, red, big, take, stand up, etc. The teacher should
connect the English word he presents with the object, the notion
it denotes directly, without the use of pupils’ mother
tongue.

There are various techniques for the use of the direct meth-
od. It is possible togroup them into (1) visual and (2) verbal.
The first group involves the use of visual aids to convey the
meaning of unfamiliar words. These may be: objects, or pic-
tures showing objects or situations; besides, the teacher may
use movements and gestures* E. g., the teacher uses objects.
He takes a pencil and looking at it says: a pencil. This is
a pencil. What is this? It is a pencil. Is it a pencil? Yes, it is.
Is it a pen? (The word is familiar to the pupils.) No, it is not.
Is it a pen or a pencil? It is a pencil. The pupils do not only
grasp the meaning of the word pencil, but they observe the
use of the word in familiar sentence patterns.

One more example. The teacher uses pictures for present-
ing the words small and big. He says: In this picture you can
see two balls. (The balls should differ only in size.) This is a
small ball, and that is a big ball. This ball is small, and that
ball is big. Now, Sasha, come up fto the picture and point to the
small ball (the big ball).

Then the teacher shows another picture with two houses
in it — a small house and a big house, and he asks another
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pupil to point to the small house, to the big house, and so on.
The teacher may use gestures, for example, for conveying the
meaning of stand up, sit down. He says: Lena, stand up. He
shows with his hands what she must do. Lena stands up. Now,
sit down. Again with the movement of his hands he shows the
girl what she has to do. The other pupils listen to the teacher
and watch what Lena is doing. Then many pupils are invited
to perform the actions.

The second group of techniques involves the utilization
of verbal means for conveying the meaning of unfamiliar
words. These may be: context, synonyms, antonyms, defini-
tions, word-building elements, etc. The context may serve as
a key to convey the meaning of a new word.

Teacher: It was hot. We had nothing to drink. We
were thirsty. Do people need water or bread
when they are thirsty?

Pupil;:  They need water.

Teacher: What do people need when they are
thirsty?

Pupily,y They need water (or something to drink).
Teacher: It was hot. We had nothing to drink. We
were thirsty. Were we thirsty?

Pupily  Yes, you were.

Teacher: Were we thirsty or hungry? (The pupils

. are familiar with the word hungry.)

Pupil;:  You were thirsty.

Teacher: Why were we thirsty?

Pupil 52 You were thirsty because it was hot.

Teacher: Are you thirsty, Pete?

Pete: No, I am not.
Teacher: Who is thirsty?

Ann: [ am.

Teacher: What did she say, Mike?
Mike: She said she was thirsty.

There is no need to turn to the mother tongue as pupils
can grasp the meaning of the word thirsty from the context.
Besides, while presenting the new word a conversation takes
place between the tedcher and the class, so they have practice
in listening comprehension and speaking.

The teacher may use a definition.
Teacher: The new word is blind. A blind person is
one who cannct see. Can a blind person see?

124



Pupil;:
Teacher:

Pupil,:
Teacher:

Pupils:

No, he can’t.

What can’t a blind person do — see .or
hear?

He can’t see.

He can’t see because he is blind. Why can’t
he see?

Because he is blind.

Thus, through a definition pupils get acquainted with
the word blind and have an opportunity to observe its usage:
a blind person, be blind. The mother tongue has not been used.

Now some examples of the use of the word-building ele-
ments for conveying the meaning of words.

Teacher:

Pupils:
Pupil,:
Pupils:
Teacher:

Pupilg
Teacher:
Pupils
Teacher:
Pupilg

You know the words: worker, teacher ...
Now guess the meaning of the word writer.
Write — writer. Name a writer you like,
children.

Tolstoy.

Chekhov.

Gorky.

That’s right.

Is Sholokhov a writer?

Yes, he is.

Is Repin a writer?

No, he is not.

Is Kataev a writer or a teacher?

He is a writer.

The pupils are familiar with the word feacher. The new

word is teach.

The teacher asks the pupils {o form-a verb by dropping the
ending -er; this work may be done on the blackboard.

Teacher:
Pupil:
Teacher:
Pupils:
Tecacher:
Pupil;:

leacher — teach
Who teaches you English?
You do.
Who teaches you geography?

.Maria Ivanovna does.

Does M. V. teach you English or Russian?
She teaches us Russian.

The teacher may also use synonyms to convey the meaning
of a new word. For example, the word fown may be presented
through the familiar word city; receive — get; reply — answer,

etc.
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Teacher: You know the word cify. Moscow is a city.
What is Leningrad (Kiev, Minsk)?

Pupily: Leningrad is a city.

Pupil,: Kiev is a city.

Pupilys  Minsk is a city.

Teacher: That’s right. The new word is fown. It is
a synonym of city. Moscow is a city. Norilsk
is not a city. Norilsk is a fown. So a town
is smaller than a city. Name a town you
like.

Pupily;:  Zagorsk.

Pupily,y  Noginsk.

Teacher: That’s right.

The pupils’ answers to the teacher’s questions testify to
their comprehension of the word. So there is no need to turn
to the pupils’ mother tongue.

It is difficult to cover all the techniques the teacher may
have at his disposal to convey the meaning of new words di-
rectly without the help of the mother tongue. There are teach-
ers, however, who do not admit that pupils can understand
what a new word means without translating it into the native
tongue, and though they use some techniques of the direct meth-
od for conveying the meaning of new words, they immediately
ask their pupils to say what is the Russian for...? Here are a few
examples. Teacher N. presented the word ball in the fifth form.
She had brought a ball. She showed the ball to the pupils and
said: This is a ball ... a ball. The ball is red and blue. What
is the Russian for ‘a ball’, children? Who can guess? Of course
everyone could. They cried: mauux. What is the use of bringing
the ball if the teacher turns to the mother tongue? So instead
of developing pupils’ abilities and skills in establishing asso-
ciations between the English word and the object il denotes,
she emphasized the necessity for the use of the mother tongue
in learning the word. Then she presented the word football.
She used a picture in which some boys were playing football.
She said: Look at the picture, children. You can see some boys
in the picture. They are playing football. What is the Russian
for ‘football’? Who can guess? The pupils were not enthusiastic
to answer this question because they probably found it silly.
(It does not mean, of course, that the teacher cannot turn to
the mother tongue to check pupils’ comprehension when he
uses the direct method of conveying the meaning of some
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difficult words not like those mentioned above — when he is
not sure that everyone has understood them properly.) Con-
sequently, the direct method works well provided that the
teacher is good at applying visual aids and using verbal means
when he explains new words to the pupils. Moreover, he must
do it vividly to arouse his pupils’ interest in the work per-
formed, and thus to provide optimum conditions for understand-
ing the meaning of the words and their assimilation through
the foreign language. Besides various accessories (objects,
pictures, movements, gestures, facial expressions, etc.) should
be widely used. If the teacher cannot work with visual aids
and is not an actor to a certain extent (after all, every teacher
ought to be something of an actor), it is he, but not the method,
who fails in conveying the meaning of new words.

The use of the direct method, however, is restricted. When- .
ever the teacher is to present words denoting abstract notions
he must resort to the mother tongue, i. e., to translation.

The translation method may be applied
in its two variants:

1. Common (proper) translation:

to sleep — cmarp
flower — uBeroxk
joy — pajocTb

2. Translation — interpretation:

to go — exarb, uATH, JeTeTb (IBHKEHHE OT TOBOPSIILETO)
to come — exarb, UATH, JieTeTh (IBHXKEHHE K TOBOPALIEMY)
to drive — Bectu (uto?) MalliMHy, roe3, aBTo6yc, TpamBai
education — Bocnuranue, o6pa3oBaHue

afternoon — Bpemsa ¢ 12 u. aHs jpo 6 4. Beuepa

in the afternoon — guem

The translation method is eificient for presenting new
words: it is economical from the point of view of time, it
ensures the exact comprehension of the meaning of the words
presented. As far as the stages of instruction are concerned,
the methods of conveying the meaning of unfamiliar words
should be used as follows:

visual presentation prevails in junior forms;

verbal means prevail in intermediate and senior forms;

translation in all the forms, especially in senior forms.

From psychology it is known that the process of perception is
a complicated one; it includes various sensations and, at the
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same time, is closely connected with thinking and speech, with
pupils’ attention, their will, memory, and emotions. The more
active the pupils are during the explanation of new words the
better the results that can be achieved.

The choice of methods and techniques is a very important
factor as it influences pupils’ assimilation of words.

And, finally, pupils are recommended to get to know new
words independently; they look them up in the word list or
the dictionary. The teacher shows them how to consult first
the vocabulary list at the end of the book, then the dictionary.

Once dictionaries have been brought into use the teacher
should seldom explain a word, he should merely give examples
of its use or use it (as if the class already knew it) in various
speech patterns. This is the case at the senior level.

The choice of the method for conveying the meaning of a
word depends on the following factors.

1. Psychological factors:

(1) pupils’ age: the younger the pupils are the better is the
chance for the use of the direct method;

(2) pupils’ intelligence: the brighter the child the more
direct the method.

2. Pedagogical factors:

(1) the stage of teaching (junior, intermediate, senior);

(2) the size of the class; in overcrowded classes the transla-
tion method is preferable because it is economical from the
standpoint of time required for presentation, so more time is
left for pupils to do exercises in using the word,;

(3) the time allotted to learning the new words when the
teacher is pressed for time he turns to the translation method;

(4) the qualifications of the teacher: the use of the direct
method requires much skill on the part of the teacher.

The direct method is usually a success provided the teacher
can skllfully apply audio-visual alds and verbal means.

3. Linguistic factors:

(1) abstract or concrete notions; for conveying the meaning
of abstract notions the translation method is preferable;

(2) extent (range) of meaning in comparison with that of
the Russian language; in cases where range of meaning of
a word does not coincide in the mother tongue and in the tar-
get language, the translation-interpretation should be used
(e. g., education).

Whatever method of presenting a new word is used pupils
should be able to pronounce the word correctly, listen to sen-
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tences with the word, repeat the word after the teacher indi-
vidually and in unison both as a single unit and in sentences.
However this is only the first step in approaching the word.
Then comes the assimilation which is gained through perform-
ing various exercises.

Retention of words. To attain the desired end
pupils must first of all perform various exercises to fix the
words in their memory.

Constant use of a new word is the best way of learn-
ing it.

For this purpose it is necessary to organize pupils’ work in
a way permitting them to approach the new words from many
different sides, in many different ways, by means of many
different forms of work. The teacher can ensure lasting reten-
tion of words for his pupils provided he relies upon pupils’
sensory perception and thinking, upon their auditory, visual,
and kinesthetic analysers so that pupils can easily recognize
the words while hearing or reading, and use them while speak-
ing or writing whenever they need. To use a word the pupil
should, first, search for it in his memory, choose the very word
he needs, and then insert the word in a sentence, i. e., use it
properly to express his thought. Thus correct usage of words
means the correct choice and insertion of the words in
speech.?

For this reason two groups of exercises may be recommended
for vocabulary assimilation:

Group I. Exercises designed for developing pupils’ skills
in choosing the proper word.

Group II. Exercises designed to form pupils’ skills in using
the word in sentences.

Group I may include:

1. Exercises in finding the necessary words among those
suggested. For example:

— Pick out the words (a) which denote school
objects:

(1) a pen, (2) a cup, (3) a blackboard, (4) a desk, (5) a bed,
(6) a picture, (7) a car (pupils are expected to take (1), (3), (4),
6 .

or (b) which denote size:
(1) red, (2) big, (3) good, (4) small, (5) great, (6) green
(pupils should take (2), (4), (5).

Y unkun H. H. Mexanusmnl peyn. M., 1958, ra. VI.
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— Choose the right word:

The horse is a (wild, domestic) animal.

They (atfe, drank) some water.

The (sheep, [ly) is an insect.

The (rode, road) leads to Minsk.

— Arrange the words in pairs of the same root: wusual,
danger, development, usually, dangerous, develop (pupils are
expected to arrange the words usual — usually, danger — dan-
gerous...).

2. Exercises in finding the necessary words among those
stored up in the pupils’ memory. For example:

— Name the object the teacher shows (the teacher shows
pupils a book, they say a book).

— @ive it a name: (1) we use it when it rains; (2) it makes
our tea sweet; (3) we sleep in it (pupils are expected to say
an umbrella, sugar, a bed).

— Fill in the blanks: They saw a little —— in the forest
The hut was ——

— Say (or wrlte) those words which (a) you need to speak
about winter, (b) refer to sports and games.

— Say (or write) the opposites of: remember, hot, day,
get up, answer, tall, thick.

— Name the words with a similar meaning to: city, go,
cold, reply (pupils should name fown, walk, cool, answer).
— Make a list of objects one can see in the classroom.

— Say as many words as you can which denote size (colour
or quality).

— Play a guessing game. The teacher, or one of the pupils,
thinks of a word. Pupils try to guess the word by asking va-
rious questions: Is it a ...? Is it big or small? Can we see it in
the classroom?

It is next to impossible to give all the exercises the teacher
can use for developing pupils’ skills in finding words both
among those suggested (when pupils just recognize. the neces-
sary words) and those stored up in their memory (when pupils
“fish out” the words they need to do the exercise). There are
plenty of them. Those mentioned, however, will be helpful
for consolidating and reviewing the vocabulary in eight- and
ten-year schools.

Group II may include:

1. Exercises in inserting the necessary words in word
combinations, phrases, sentences; the words and sentences
being suggested. For example:
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— Combine the words:

(@) sky fine (b) speak late
rain blue run fast
snow heavy come loudly

weather white

(Pupils have to say (or to write): (a) blue sky, heavy rain,
white snow, fine weather; (b) speak loudly, run fast, come late.)

— Insert the words met; built; posted in (1) The house was ...
last year. (2) The delegation was... at the railway station in
the morning. (3) The letter was ... three days ago.

— Make statements with: a few days, a few words, a few
people, a few friends, a few hours: e. g., We worked in the field
for a few hours.

— Connect the sentences:

You must be careful because they had to complete
their work.
He should stay at home | because the traffic is heavy in
the street.
They couldn’t come in | because he has caught cold.
time

(Pupils should join the sentences on the left with these on the
right.)

2. Exercises in using word combinations, phrases, sen-
tences stored up in pupils’ memory in connection with situa-
tions given. For example:

— Say what you can see here. (The teacher shows his
pupils pens and pencils of different colour and size for them
to say a blue pen, a long pencil, etc. Or he can use situational
pictures for the purpose.)

— Say where the pen is. (The teacher puts the pen in dii-
ferent places for pupils to say on the table, in the box, under the
bag, over the blackboard, and so on.)

— Make statements. (The teacher either displays objects
or uses pictures for pupils to say this is a blue pencil, it’s rain-
ing hard, the girl can’t skate.)

— Make two (three) statements on the object (or the pic-
ture). (The same objects or pictures may be used for the pur-
pose.)

Exercises of this type are more difficult since pupils should
search their memory for the necessary words, word combina-
tions, or even sentences to describe an object or a picture.
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3. Exercises which help pupils to acquire skills in using
vocabulary in speech which may be stimulated by (a) visual
materials; (b) verbal means; (c) audio-visual materials.

A few more words should be said about the use of audio-
visual aids and materials in teaching vocabulary.

The teacher has great possibilities for pictorial and written
representation of words on the blackboard. He can use either
printed pictures, or pictures drawn by himself or by the pupils
for classroom teaching and, finally, pictures cut out of periodi-
cals. He should use slides, film-strips, maps, plans, objects,
etc.

All aids and materials (see Chapter IV) may be used in
presenting, assimilating, and reviewing the vocabulary at
every stage and in every form in teaching a foreign language.

There are three problems the teacher is to deal with in
vecabulary retention: :

(1) the number of exercises to be used;

(2) the type of exercises to be used;

(3) the sequence or the order of complexity in which the
selected exercises should be done.

In solving these problems the teacher should take into con-
sideration:

— The aim of teaching a word. Do pupils need it for speak-
ing or only for reading? If it is a word designed for speaking
then it should go through most of the exercises mentioned
above. If it is a word designed for reading only then it is not
necessary to use exercises for developing pupils’ skills in using
the words in oral language.

— The nature of the word. There are English words which
are difficult for Russian-speaking students. To master these
words pupils should do a great number of exercises which
require the use of the words in speaking.

The desirable relationship between these two groups of
exercises, as our experiments have proved, should be in the
ratio 1 : 2, that is most of the exercises must be connected
with developing pupils’ skills in using the words in sentences
and in connection with the situations offered.

At both stages of teaching vocabulary the teacher should
constantly use all kinds of vocabulary testing to see how his
pupils assimilate the form, the meaning, and the usage of the
words. For testing the retention of the written form dictations
may be suggested. For testing the meaning special tests may
be recommended such as writing synonyms, antonyms, de-
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rivatives, identification, and some others. For testing the usage
of the words the teacher may administer such tests as compos-
ing sentences using the words given, composing a story on
a picture or a set of pictures, and some others. The teacher
should bear in mind that most of the exercises offered for
the stages of presentation and retention may be fruitfully
utilized for vocabulary testing.

Recommended Literature:
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M., ,IlpocBemenue®, 1967.

I'pysunckass U. A. Metoauka npernogaBaHusl aHIJIMHCKOIO $3bIKa.
M., 1938, § 31, 32.

HNenunnrxays ®. I[Ipo6sembl OfHOSI3LIYHOH ceMaHTH3auuu. — ,JMHo-
CTpaHHble SISBIKH B mikose“, 1966, Ne 3.

Becexbl 06 ypoxe uHocTpaHHOro ssbika. ABT.: [TaccoB E. H.; Ko-
noea T. WU., Bonkoa T. A. u ap. JI., ,JlpocBewenue’, 1975. (Becena
TPeThl.)

Hukonaes H. B. O neo6Gxonpumoctu auddepeHUHpOBaHHOTO MOAXOAA
K VHOS3bIYHOMY YueGHOMY JIeKCHUeCKOMY Marepuany. — ,JHocTpaHHbie
A3bIKH B wiKojae“, 1966, Ne 6.
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poawboBa, M. B. Paxmanosa, B. C. Uernun. M., 1967, ra. VI,
c. 286—304.

Questions for Discussion:

1. Speak on the principles of selecting a minimum vocabulary.
What, in your opinion, is the soundest criterion?

2. Comment on the main rules in teaching vocabulary.

3. Speak on the possible difficulties a pupil has to overcome when
new words are presented. What is the role of the teacher here? Illustrate
your answer with several examples.

4. Not all words require the same exercises for retention. Why?

Activities:

1. Prepare a lesson plan for teaching words of different types at the
stage of presentation. Use any Pupil’s Book you like.

2. Make up a drill on the words presented.

3. Prepare a series of situations to stimulate pupils to use the words
presented. Use two forms of speech: dialogue and monologue.
t 4. Prepare a test on vocabulary (a) for oral testing, (b) for written
esting.
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Chapter VII

Teaching Grammar

THE IMPORTANCE OF GRAMMAR
IN LEARNING A FOREIGN LANGUAGE

In order to understand a language and to express oneself
correctly one must assimilate the grammar mechanism of the
language studied. Indeed, one may know all the words in a
sentence and yet fail to understand it, if one does not see the
relationship between the words in the given sentence. And
vice versa, a sentence may contain one, two, and more unknown
words but-if one has a good knowledge of the structure of the
language one can easily guess the meaning of these words or
at least find them in a dictionary. For instance, one can hardly
understand the following sentences without a knowledge of
grammar even if all the words are familiar: We saw him book
a ticket. It made me return home. (It made me happy.) because
each of them includes some grammar difficulties for Russian-
speaking pupils, namely, the infinitive construction in both
of them, and an unusual meaning of the familiar words book
and make. However if a pupil has assimilated the model of the
Complex Object in the English language he will understand
that in the sentence We saw him book a ticket the word book
is not a noun, it cannot be a noun since him book is a complex
object. In this sentence book is an infinitive, therefore, the
pupil must look it up in a dictionary under v. In the second
sentence the verb make is used in the meaning of sacraBasatb
since there is the iniinitive construction fo make somebody
do something which the pupil can easily recognize if he has
learnt it.

No speaking is possible without the knowledge of grammar,
without the forming of a grammar mechanism. If a learner
has acquired such a mechanism, he can produce correct sen-
tences in a foreign language. Paul Roberts writes: “Grammar is
something that produces the sentences of a language. By some-
thing we mean a speaker of English. If you speak English
natively, you have built into you the rules of English grammar.
In a sense, you are an English grammar. You possess, as an
essential part of your being, a very complicated apparatus
which enables you to produce infinitely many sentences, all
English ones, including many that you have never specifi-
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cally learned. Furthermore by applying your rule you can easi-
ly tell whether a sentence that you hear is a grammatical
English sentence or not.”?!

A command of English as is envisaged by the school sylla-
bus cannot be ensured without the study of grammar. Pupils
need grammar to be able to aud, speak, read, and write in the
target language.

THE MOST COMMON DIFFICULTIES PUPILS HAVE
IN ASSIMILATING ENGLISH GRAMMAR

The chief difficulty in learning a new language is that of
changing from the grammatical mechanism of the native
language to that of the new language. Indeed, every language
has its own way of fitting words together to form sentences.
In English, word order is far more important than in Russian.
The word order in Tom gave Helen a rose indicates what was
given (a rose), to whom (Helen), and by whom (Tom). If we
change the word order and say Helen gave Tom a rose, we shall
change the meaning of the sentence. In Russian, due to inflex-
ions which are very important in this language, we can say
ToM nan Jlene posy or Jlene pan Tom posy without changing
the meaning of the sentence, as the inflexion “e” in the word
Jlene indicates the object of the action.

The inversion of subject and finite verb in Are you ... in-
dicates the question form. In speaking English, Russian pupils
often violate the word order which results in bad mistakes in
expressing their thoughts.

The English tense system also presents a lot of trouble to
Russian-speaking pupils because of the difference which exists
in these languages with regard to time and tense relations.
For example, the pupil cannot at first understand why he must
say I have seen him today and I saw him yesterday. For him the
action is completed in both sentences, and he does not associate.
it in any way with foday or yesterday.

The sequence of tenses is another difficult point of English
grammar for Russian-speaking pupils because there is no such
phenomenon in their mother tongue. Why should he say She
said she was busy when she is busy?

The use of modal verbs in various types of sentences is very
difficult for the learner. For example, he should differentiate

1 Roberts P. English Sentences. New York, 1962, p. 1.
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the use of can and may while in Russian the verb yory covers
them both. Then he should remember which verb must be
uszd in answers to the questions with modal verbs. For instance,
May I go home? No, you mustn’t. May [ take your pen? Yes,
you may. Must I do it? No, you needn’t.

Pupils find some specific use of infinitive, participle and
gerund constructions difficult. For example: I saw him run
(running). I want you to go there. They were seen to arrive.
After finishing their work they went home.

The most diificult point of English grammar is the article
because it is completely strange to Russian-speaking pupils.
The use of the articles and other determiners comes first in the
list of the most frequent errors. Pupils are careless in the use
of '“these tiny words” and consider them unimportant
for expressing their thoughts when speaking English.

English grammar must begin, therefore, with pupils’
learning the meanings of these structural words, and with
practice in their correct use. For example: This is a pen. The
pen is red. This is my pen and that is his pen.

Correct selection of grammar teaching material is the first
step towards the elimination of mistakes.

THE CONTENT OF TEACHING GRAMMAR

Before speaking about the selection of grammar material
it is necessary to consider the concept “grammar”, i. e., what
is meant by “grammar”.

By grammar one can mean adequate comprehension and
correct usage of words in the act of communication, that is,
the intuitive knowledge of the grammar of the language. It
is a set of reflexes enabling a person to communicate with
his associates. Such knowledge is acquired by a child in the
mother tongue before he goes to school. This “grammar” func-
tions without the individual’s awareness of technical nomencla-
ture, in other words, he has no idea of the system of the lan-
guage; he simply uses the system. The child learns to speak
the language, and to use all the word-endings for singular
and plural, for tense, and all the other graminar rules without
special grammar lessons only due to the abundance of auding
and speaking. His young mind grasps the facts and “makes
simple grammar rules” for arranging the words to express
various thoughts and feelings. This is true because sometimes
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little children make mistakes by using a common rule for
words to which that rule cannot be applied. For example,
a little English child might be heard to say Two mans comed
instead of Two men came, because the child is using the plural
s rule for man to which the rule does not apply, and the past
tense ed rule for come which does not obey the ordinary rule
for the past tense formation. A little Russian child can say
HoxkoB instead of wHoxeilt using the case-ending oB for
Hoxu to which it does not apply. Such mistakes are cor-
rected as the child grows older and learns more of his
language.

By “grammar” we also mean the system of the language,
the discovery and description of the nature of language itseli.
It is not a natural grammar, but a constructed one. There
are several constructed grammars: traditional, structural, and
transformational grammars. Traditional grammar studies the
forms of words (morpholegy) and how they are put-together
in sentences (syntax); structural grammar studies structures
of various levels of the language (morpheme level) and syn-
tactic level; transformational grammar studies basic
structures ‘and transiormation rules.

What we need is the simplest and shortest grammar that
meets the requirements of the school syllabus in foreign lan-
guages. This grammar must be simple enough to be grasped
and held by any pupil. We cannotl say that this problem has
been solved.

Since graduates are expected to acquire language profi-
ciency in aural comprehension, speaking and reading grammar
material should be selected for the purpose. There exist prin-
ciples of selecting grammar material both for teaching speak-
ing knowledge (active minimum) and for teaching reading
knowledge (passive minimum), the main one is the principle
of frequency, i. e., how frequently this or that grammar item
occurs. For example, the Present Indefinite is frequently used
both in conversation and in various texts. Therefore it should
be included in the grammar minimum. For selecting grammar
material for reading the principle of polysemia, for instance,
is of great importance.! Pupils should be taught to distinguish
such grammar items which serve to express different meanings.
For example,

1 See: O6ian meroluka oGyuYeHHS WHOCTPaHHEIM f3biKam. M., 1967,
ra. VII, c. 332—346.
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Gerund
Present

Participle
Verbal Noun

-ing

ed Past Indefinite
{ Past Participle

Plural of nouns
- (es) {The 3d person singular of Present Indefinite

The selection of grammar material involves choosing the
appropriate kind of linguistic description, i. e., the grammar
which constitutes the best base for developing speech habits.
Thus the school syllabus reflects a traditional approach to
determining grammar material for foreign language teaching.
The textbooks reilect a structural approach to grammar (see,
for example, the textbooks by A. P. Starkov, R. R. Dixon);
pupils are given sentence patterns or structures, and through
these structures they assimilate the English language, acquire
grammar mechanisms of speech. Consequently, the syllabus
and the textbooks emphasize different aspects of grammar.
The syllabus emphasizeswhat to teachandgivesitin
terms of traditional grammar. The textbooks emphasize h o w
to teach and present grammar in sentence patterns,
structures (structural approach). That is how the syllabus
and the textbooks present grammar. The amount of grammar
material pupils should assimilate in school, and the way it
is distributed throughout the course of study, may be found
in the syllabi for eight-year schools and for ten-year schools.
In teaching grammar the teacher follows the recommendations
given in Teacher’s Books and instructs pupils through sentence
patterns and structures presented in Pupil’s Books. Although
the content of grammar teaching is disputable among teachers
and methodologists, and there are various approaches to the
problem, pupils should, whatever the content of the course,
assimilate the ways of fitting words together to form sentences
and be able to easily recognize grammar forms and structures
while hearing and reading, to reproduce phrases and sentences
stored up in their memory and say or write sentences of their
own, using grammar items appropriate to the situation.
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HOW TO TEACH GRAMMAR

Some General Principles of Grammar Teaching
and How to Use Them

Teaching grammar should be based upon the following
principles:

l.Conscious approach to the teaching of
grammar. This means that in sentence patterns teaching points
are determined so that pupils can concentrate their attention
on some elements of the pattern to be able to use them as
orienting points when speaking or writing the target language.
For example, I can see a book. I can see many books. The man
asked for your telephone number. The man was asked for your
telephone number.

The teacher draws pupils’ attention to the new element in
the sentence pattern. The teaching point may be presented
in the form of a rule, a very short one. It is usually done in
the mother tongue. For example: IToMHu, 4yTo BO MHOXKeCTBeH-
HOM YHCJIe K CYLIECTBUTEIbHOMY NpPUGABASETCS OKOHYAHHE -S
[s, z] uau -es [1z]. Or: ITomuu, uTo B OTpHIATENBHBIX TPEAIO-
JKEHUSIX CTaBUTCSl BCIIOMOTaTeNbHBIA ryaros do not (does not).
The rule helps the learner to understand and to assimilate the
structural meaning of the elements. It ensures a conscious
approach to learning. This approach provides favourable
conditions for the speedy development of correct and more
flexible language use. However it does not mean that the teach-
er should ask pupils to say this or that rule. Rules do not
ensure the mastery of the language. They only help to attain
the practical goal. If a pupil can recognize and employ correct-
ly the forms that are appropriate, that is sufficient. When the
learner can give ample proof of these abilities we may say
that he has fulfilled the syllabus requirements.

Conscious learning is also ensured when a grammar item is
contrasted with another grammar item which is usually con-
fused. The contrast is brought out through oppositions. For
example:

It’s 7 o’clock. I am getting } contrasted with the Present
up. Continuous.

He has come. }The Present Perfect is contrasted
He came an hour ago. § with the Past Indefinite.

I get up at 7 o’clock. }The Present Indefinite is
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Tom can swim. } The Infinitive with fo is contrasted
Tom likes to swim. with the Infinitive without fo.

Give ‘me ihe book (you have The definite article is con-

promised). (to read in | trasted with the indefinite
the train). ) article.

I like soup (more than any

other food). | The zero article is contrasted
I like the soup (you have | with the definite article.
cooked ). )

Rule for the teacher: Realize the difficulties the sen-
tence pattern presents for your pupils. Comparative
analysis of the grammar item in English and in Russian
or within the ‘English language may be helpful. Think
of the shortest and simplest way for presentation of the
new grammar item. Remember the more you speak about
the language the less time is left for practice.

And not only this: the more the teacher explains the less
his pupils understand what he is trying to explain. This leads
to the teacher giving more information than is necessary,
which does not help the pupils in the usage of this particular
grammar item, only hinders them.

2. Practical approach to the assimilation of
grammar. It means that pupils learn those grammar items
which they need for immediate use either in oral or written lan-
guage. For example, from the first steps of language learning
pupils need the Possessive Case for aural comprehension and
speaking about things or objects which belong to different
people, namely, Mike’s textbook, Ann’s mother, the boys’
room, etc. In the senior stage (9—10 forms) pupils need the
Sequence of Tenses mainly for reading to be able to understand
such sentences as He said he had been there. We hoped Mary
would come soon. The learner masters grammar through per-
forming various exercises in using a given grammar item.

Rule for the teacher: Teach pupils correct grammar
usage and not grammar knowledge.

3. Structural approach to the teaching of
grammar, i. e., grammar items are introduced and drilled in
structures or sentence patterns. It has been proved and accept-
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ed by the majority of teachers and methodologists that when-
ever the aim is to teach pupils the command of the language,
and speaking in particular, the structural approach meets the
requirements.

Pupils are taught to understand English when spoken to
angdto speak it from the very beginning. This is possible pro-
vided they have learned sentence patterns and words as a pat-
tern and they know how to adjust them to the situations they
are given.!

In our country the structural approach to the teaching
of grammar attracted the attention of many teachers.? As a
result structural approach to grammar teaching has been adopt-
ed by our schools since it allows the pupil to make up sen-
tences by analogy, to use the same pattern for various situa-
tions. Pupils learn sentence patterns and how to use them in
oral and written language.

Rule for the teacher: Furnish pupils with words to
change the lexical (semantic) meaning of the sentence
pattern so that pupils will be able to use it in different
situations. Remember that pupils should assimilate the
grammar mechanism involved in the sentence pattern
and not the sentence itseli.

4. Situational approach to the teaching of
grammar. Pupils learn a grammar item used in situations.
For example, the Possessive Case may be effectively introduced
in classroom situations. The teacher takes or simply touches
various things and says This is Nina’'s pen; That is Sasha’s
exercise-book, and so on. Complex Object I want somebody
to do something may also be presented in classroom situations.
For example, the teacher addresses a boy, he says: Pefe, |
want you to give me your exercise-book. Please, give it to me.
Lena, I want you to help Nick with his English. Please, help
him with his reading. Andrew, I want you fo clean the black-
board. Will you?

! See: Bamrwomnes M, H. Molenun o6yueHUs HHOCTPAHHBIM SI3LIKaM
B paGorax I'. [lanbmepa. ®@. ®penua, A. Xopubu, I'. Menona, U. ®pusa
u P. Jlano; Beccmepmupii A. 3. YcBOoeHHe peueBBLIX Mojfesieil ¢ MOMOLLbIO
HarVIAHBIX mocobuil. — ,MHocTpaHHble A3bIKH B wKose“, 1963, Ne 3.

2 See: Cmenanosa M. [I. I'pammartuueckoe moaejuposanue; Apa-
kuxn B. /. TloacraHoBouHbie Tabnuubl; bum M. JI. MogenupoBaHue yCTHOH
peun B MeTOAMUYecKHX wnessx. — ,HMHocTpaHHble s13bIKH B iKose“, 1963,

Ne 3; Cmapkos A. I1. I'pamMaTHyecKde CTPYKTYpPHl aHIVIHHCKOrO f3blKa.
BI'Y, 1962.
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Rule for the teacher: Select the situations for the par-
ticular grammar item you are going to present. Look
through the textbook and other teaching materials and
find those situations which can ensure comprehension and
provide the usage of the item.

5. Different approachtotheteaching of active
grammar (grammar for conversation) and passive grammar
(grammar for reading). Grammar items pupils need for con-
versation are taught by the oral approach, i. e., pupils aud
them, perform various oral exercises, finally see them print-
ed, and write sentences using them.

For example, pupils need the Present Perfect for conver-
sation. They listen to sentences with the verbs in the Pres-
ent Perfect spoken by the teacher or the speaker (when a tape
recorder is used) and relate them to the situations suggested.
Then pupils use the verbs in the Present Perfect in various
oral exercises, and finally they read and write sentences in
which the Present Perfect is used. Grammar items necessary
for reading are taught through reading. For instance, pupils
are going to read a text in which verbs in the Past Continuous
occur. At present they do not need this tense form for conver-
sation. They need it for comprehension of the text only. Since
pupils are familiar with the Present Continuous, they can easi-
ly grasp the meaning of the new tense form and understand
the sentences while reading the text. The teacher may ask
them to copy the sentences out of the text in which the Past
Continuous occurs and underline the elements which signal the
Past Continuous Tense.

Rule for the teacher: If the grammar item you are
going to present belongs to those pupils need for conver-
sation, select the oral approach method for teaching.
If pupils need the grammar item for reading, start with
reading and writing sentences in which the grammar
item occurs.

While preparing for the lesson at which a new grammar item
should be introduced, the teacher must realize the difficulties
pupils will meet in assimilating this new element of the Eng-
lish grammar. They may be of three kinds: difficulties in form,
meaning, and usage. The teacher thinks of the ways to over-
come these difficulties: how to convey the meaning of the
grammar item either through situations or with the help of
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the mother tongue; what rule should be used; what exercises
should be done; their types and number. Then he thinks of the
sequence in which pupils should work to overcome these
difficulties, i. e., from observation and comprehension through
conscious imitation to usage in conversation (communicative
exercises). Then the teacher considers the form in which he
presents the grammar item — orally, in writing, or in reading.
And, finally, the teacher plans pupils’ activity while they
are learning this grammar point: their individual work,
mass work, work in unison, and work in pairs, always bearing
in mind that for assimilation pupils need ample examples of
the sentence pattern in which this grammar item occurs.

Types of Exercises
for the Assimilation of Grammar

The following types of exercises may be suggested.

Recognition exercises which are the easiest
type of exercises for pupils to perform. They observe the gram-
mar item in structures (sentence patterns) when hearing or
reading. Since pupils only observe the new grammar item the
situations should be natural and communicative. For example:

— Listen to the sentences and raise your hands whenever
you hear the verbs in the Past Indefinite.

Mike lives in Pushkin Street. I lived there last year. Ann
comes home at half past two. She came home at four o’clock
yesterday, etc.

It is desirable that sentences formed should concern real
situations and facts.

Pupils listen to the teacher and raise their hands when they
hear a verb in the Past Indefinite. The teacher can see whether
each of his pupils has grasped the sentence.

— Read the sentences in which (1) the action was not com-
pleted, e. g., She was reading a book, (2) the action was com-
pleted, e. g., She had read the book.

1. Mother was cooking dinner | he T
Mother had cooked dinner | When & came.

2. Mary was sending letters } when I saw her in the
Mary had sent letters Post Oifice.

> IILL ;Y;; ;g;ﬁg&g } when they left home.
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— Read the sentences and choose the correct form of the
verp. The following sentences may be suggested:

1. T (go, went) to the library last Monday.

2. Tom (takes, took) a bus when he goes to school.

3. The children (say, said) good-bye to the teacher and ran

away, efc.

Pupils should read the sentences and find the signals for
the correct choice of the form. Since the necessary form is
suggested in each sentence they should only recognize the one
they need for a given context.

Recognition exercises are indispensable as pupils retain
the grammar material through auditory and visual percep-
tion. Auditory and visual memory is at work.

Drill exercises are more complicated as they
require reproduction on the part of the pupils. In learning
a foreign language drill exercises are indispensable. The learn-
ers cannot assimilate the material if they only hear and
see it. They must reproduce it both in outer and inner speech.
The more often they say it the better they assimilate the ma-
terial. Though drill exercises are those in which pupils have
only one difficulty to overcome, they should also be graded:

(a) Repetitive drill. Pupils pronounce the sentence pattern
after the teacher, in imitation of the teacher, both individually
and in unison. For example:

Teacher: They are dancing in the park.
C1 ass: They are dancing in the park.
Individuals: They are dancing in the park.

Or pupils listen to the dialogue and say it after the speaker.

— Is Ann dancing now?

— No, she isn’t.

— What is she doing?

— She is watching television.

Attention is drawn to the correct pronunciation of the
sentence pattern as a sense unit, as a statement (sounds,
stress, and melody).

(b) Substitution. Pupils substitute the words or phrases
in a sentence pattern. For example:

The children are dancing in the park.
The children are dancing in the garden.
The children are dancing in the street.
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The children are dancing in the yard.
The children are dancing in the hall.
The children are dancing after classes.
The children are dancing at the party.

A pupil substitutes a phrase, the rest may say it in unison.
Then they are invited to replace the word dancing with other
words.

They are singing in the park.

They are working in the park.

They are walking in the park.

They are playing in the park.

They are running in the park.

They are talking in the park.

They are watering flowers in the park.
They are planting trees in the park.

They are helping the workers in the park.

The use of a particular verb is stimulated with pictures
(or a Russian word). Quick revision is achieved with a small
expenditure of effort. In this way they review many words
and phrases. As pupils have only one difficulty to overcome
the work does not take much time. Or pupils are invited to
replace the words in the dialogue with those given in columns
(see the dialogue above).

Kate helping her mother
Your sister doing her homework
This girl working on the farm

reading a book
listening to the radio
washing windows

They work in pairs.

There is one more advantage in performmg this type of
exercises — pupils consolidate the grammar item without
thinking about it. They think of the words, phrases, but not
of the form itself, therefore, involuntary memory is at work.

(c) Completion. Pupils complete the sentences the teacher
utters looking at the pictures he shows. For example:

Teacher: Look at the picture.
Mike is ... ...

Pupil Mike is gettmd up.

Class: Mike is getting up.
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Teacher: Mike is ... ... .,
Pupil: Mike is dressing.
Class: Mike is dressing.

Attention should be given to the use of is in this exercise.
The teacher should pronounce Mike is ... to prevent the
typical mistake of the pupils (Mike dressing). This is essential
structural element of the tense form of the Present Continuous;
Russian-speaking pupils, however, do not feel any necessity
to use it.

(d) Answering the teacher’s questions. For example:

Teacher: Is Mike getting up?
Pupil;:  Yes, he is.
Teacher: Who is getting up?
Pupily:  Mike is.
Teacher: What is Mike doing?
Pupily  He is getting up.

Drill exercises may be done both orally and in written
form. Pupils perform oral exercises during the lesson and
written ones at home. For example, they are told to write
five or seven sentences on the model given.

During the next lesson the work done at home is checked
orally. In this way pupils have practice in pronunciation
while reading their own examples, and in auding while listen-
ing to their classmates.

Creative exercises (speech exercises). This
is the most difficult type of exercises as it requires creative
work on the part of the learners. These may be:

(a) Making statements either on the picture the teacher
shows, or on objects. For example, the teacher hangs up a pic-
ture and asks his pupils to say or write three or five statements
in the Present Continuous.

(b) Asking questions with a given grammar item. For
example, pupils are invited to ask and answer questions in the
Past Indefinite.

(c) Speaking about the situation offered by the teacher.
For example, one pupil gives commands to perform this or
that action, the other comments on the action (actions) his
classmate performs.!

1 This exercise was introduced by H. Palmer. See his book The Oral
Method of Teaching Languages, Cambridge, 1921,
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Pupily: Go to the door, Sasha.

P upil, Sasha is going to the door.
Pupils: Open the door.

P upily Sasha is opening the door.

It is possible to use the Present Perfect and the Past In-
definite as well.

He has opened the door.
He opened the door a minute ago.

(d) Speaking on a suggested topic. For example, a pupil
tells the class what he did yesterday.

(e) Making dialogues using the grammar item covered.
For example:

Pupily: I have read an interesting book.
Pupily, What is it about?

P upil;: Indians.

Pupily Will you give it to me to read?
Pupily: Why not?

(I) Dramatizing the text read. For example, pupils read
the text Nancy’s Best Picture in persons. !

(g) Commenting on a film-strip, a film.

(h) Telling the story (read, heard).

(i) Translating into English.

(j) Participating in free conversation in which pupils are
to use the grammar item they have learned. E. g., pupils
have learned sentence patterns with the impersonal if. (/#’s
cold. It’s late. It’s winter).

Teacher: What’s the weather like, children?
Is it cold today? Do you like it when it’s
cold?

Through these questions pupils are stimulated to speak
about the weather and use the grammar item they have learnt.

All the exercises of the creative type are designed for con-
solidating grammar material pupils need for hearing and
speaking.

As to the grammar items pupils need only for reading,
pupils assimilate them while performing drill exercises and
reading texts. This is usually done only in senior grades
where the grammar material is not necessarily used in oral

1 See: English 7 by H. M. Weiser and A. D. Klimentenko, p. 121—123.
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language. The teacher should train pupils in observing and
determining the devices which signal their structural mean-
ing to the learner. Pupils must know the functional words
as they are of great importance in comprehending difficult
sentences such as: since, for, despite, in spite of, by means of,
with the help of, according to, etc.

All the exercises mentioned above are designed:

(1) to develop pupils’ skills in recognizing grammar forms
while auding and reading English texts;

(2) to accumulate correct sentence patterns in the pupils’
memory which they can reproduce whenever they need these
patterns for speaking or writing;

(3) to help the pupils to produce sentences of their own
using grammar items necessary for speaking about a situation
or a topic offered, or writing an essay on the text heard or
an annotation on the text read.

Grammar tests. A check on the assimilation of
grammar material is carried out through:

(1) auding (if a pupil understands what he auds, he knows
grammar);

(2) speaking (if a pupil uses the grammar item correctly,
he has assimilated it);

(3) reading (if a learner understands what he reads, he
knows grammar);

(4) tests.

Tests allow the teacher to evaluate pupils’ achievement
in grammar, that is, how each of them has mastered forms,
meaning, and usage. Tests in grammar may involve: filling
in the blanks; opening the brackets; transformation (e. g.,
make it negative, change into plural, etc.); extension (e. g.,
I like to read books — I like fo read English books in our li-
brary); completion (e. g., When I came home ...); making state-
ments on the pictures given; translation.

For example:

— Choose the correct word:

Last year he (reads, read) a lot of books.
— Open the brackets:

When I came home, Nick (to do) his lessons.
— Make it negative:

He likes to get up early.

— Complete the sentences:

If the weather is fine ... .
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— Make statements on the pictures given.
— Translate the following sentences from Russian into
English.

The teacher corrects mistakes and assigns marks. He
finds the commonest mistakes which show what his pupils
have not assimilated yet. A part of the next lesson (3—8 min.)
is devoted to drill exercises to help pupils get rid of the mis-
takes.

In conclusion it should be said that in teaching grammar,
as well as in teaching pronunciation and vocabulary, various
audio-visual aids and teaching materials should be extensively
utilized. If grammar is to be a means to an end and not an
end in itself the teacher should follow the principles and
observe the rules described above.
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Questions for Discussion:

I. Grammadr is very important in foreign language learning. Why?

2. There are different viewpoints on grammar teaching. Analyse
them and say which you consider justifiable in foreign language teach-
ing. in schools. Give your reasons.
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Activities:

1. Examine one of the lessons in Pupil’s Book and Teacher’s Book
to deduce upon what principles grammar is taught.

2. Select a grammar item and prepare the plan of a lesson to be
used with a standard textbook.

3. Give a contrastive analysis of one of the grammar items to deter-
mine the difficulties it presents to Russian-speaking pupils.

4. Review the principles grammar teaching should be based upon
and show how you will utilize them in teaching some grammar item.
, tb5. lSompile a grammar test. Select a grammar item from a standard
extbook.

Chapter VIl
Teaching Hearing and Speaking

The previous chapters dealt with the teaching of various
aspects of the language, namely, phonetics (pronunciation),
vocabulary, and grammar. The knowledge of each of the
aspects is of great importance to learners. However, when we
say a person knows the language we first of all mean he under-
stands the language spoken and can speak it himself.

Language came into life as a means of communication.
It exists and is alive only through speech. When we speak
about teaching a foreign language, we first of all have in mind
teaching it as a means of communication.

Speech is a bilateral process. It includes hearing, on the
one hand, and speaking, on the other. When we say “hearing”
we mean auding or listening and comprehension.

Speaking exists in two forms: dialogue and monologue.

We may represent it as follows:

hearing
speaking { dialogue
monologue

Oral language {

ORAL LANGUAGE AS AN AIM
AND A MEANS OF TEACHING

The syllabus requirements for oral language are as follows:

(1) to understand the language spoken;

(2) to carry on a conversation and to speak a foreign lan-
guage within the topics and linguistic material the syllabus
sets.
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This is the practical aim in teaching oral language. But
oral language is not only an aim in itself, it is also a mighty
means of foreign language instruction. It is a means of pre-
senting linguistic material: sounds, words, and grammar
items. It is also a means of practising sentence patterns
(grammar) and vocabulary assimilation. Finally, it is used
for developing pronunciation habits and skills and, there-
fore, for reading and writing since they are closely connected
with pupils’ ability to pronounce correctly what they read
and write. Thus speaking is the most important part of the
work during the lesson.

Oral language is a means of testing pupils’ comprehension
when they hear or read a text. Properly used oral language
ensures pupils’ progress in language learning and, corse-
quently, arouses their interest in the subject.

THE MOST COMMON DIFFICULTIES
IN AUDING AND SPEAKING
A FOREIGN LANGUAGE

Auding or listening and comprehension are difficult for
learners because they should discriminate speech sounds
quickly, retain them while hearing a word, a phrase, or a sen-
tence and recognize this as a sense unit. Pupils can easily
and naturally do this in their own language and they cannot
do this in a foreign language when they start learning the
language. Pupils are very slow in grasping what they hear
because they are conscious of the linguistic forms they perceive
by the ear. This results in misunderstanding or a complete
failure of understanding.

When auding a foreign language pupils should be very
attentive and think hard. They should strain their memory
and will power to keep the sequence of sounds they hear and
to decode it. Not all the pupils can cope with the difficulties
entailed. The teacher should help them by making this work
easier and more interesting. This is possible on condition that
he will take into consideration the following three main fac-
tors which can ensure success in developing pupils’ skills
in auding: (1) linguistic material for auding; (2) the
content of the material suggested for listening and
comprehension; (3) conditions in which the material is
presented.
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1. Comprehension of the text by the ear can be ensured
when the teacher uses the material which has already been
assimilated by pupils. However this does not completely
eliminate the difficulties in auding. Pupils need practice in
listening and comprehension in the target language to be
able to overcome three kinds of difficulties: phonetic, lexical,
and grammatical.

Phonetic difficulties appear because the phonic system of
English and Russian differ greatly. The hearer often interprets
the sounds of a foreign language as if they were of his own
language which usually results in misunderstanding. The fol-
lowing opposites present much trouble to beginners in learn-
ing English:

g —s tr—tf] A—23 s—z a —>
g —f dr—dgz d—z t—t] o —oa:
W — Vv d—v n—py & —e

Pupils also find it difficult to discriminate such opposites
as: 2. —92, a—aA, It —1I, U — U.

They can hardly differentiate the following words by ear:
worked — walked; first — fast — forced; lion — line; tired —
tide; bought — boat — board.

The difference in intonation oiten prevents pupils from
comprehending a communication. For example, Good Mmorning
(when meeting); Good ,morning (at parting).

The teacher, therefore, should develop his pupils’ ear
for English sounds and intonation.

Lexical difficullies are closely connected with the phonet-
ic ones. Pupils often misunderstand words because they hear
them wrong. For example: The horse is slipping. The horse is
sleeping. They worked till night. They walked till night.

The opposites are often misunderstood, for the learners
often take one word for another. For example: east — west,
take — put; ask — answer. The most difficult words for auding
are the verbs with postpositions, such ‘as: put on, put off,
put down, take off, see off, go in for, etc.

Grammatical difficulties are mostly connected with the
analytic structure of the English language, and with the exten-
sive use of infinitive and participle constructions. Besides,
English is rich in grammatical homonyms, for example:
fo work -— work; to answer — answer; -ed as the suffix of the
Past Indefinite and the Past Parliciple.

This is difficult for pupils when they aud.
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2. The content of the material also influences comprehen-
sion. The following factors should be taken into consideration
when selecling the material for auding:

The topic of communication: whether it is within the
ability of the pupils to understand, and what difficulties
pupils will come across (proper names, geographical names,
terminology, etc).

The type of communication: whether it is a description or
a narration. Description as a type of communication is less
emotional and interesting, that is why it is difficult for the
teacher to arouse pupils’ interest in auding such a text. Nar-
ration is more interesting for auding. Consequently, this type
of communication should be used for listening comprehension.

The context and pupils’ readiness (intellectual and situa-
tional) to understand it.

The way the narrative progresses: whether the passage is
taken from the beginning of a story, the nucleus of the story,
the progress of the action or, finally, the end of the story.
The title of the story may be helpiful in comprehending the
main idea of the text. The simpler the narrative progresses,
the better it is for developing pupils’ skills in auding.

The form of communication: whether the text is a dialogue
or a monologue. Monologic speech is easier for the learners,
therefore, it is preferable for developing pupils’ ability to aud.

3. Conditions of presenting the material are of great
importance for teaching auding, namely:

The speed of the speech the pupil is auding. The hearer
cannot change the speed of the speaker.

There are different points of view on the problem of the
speed of speech in teaching auding a foreign language.! The
most convincing is the approach suggested by N. V. Elukhina.
She believes that in teaching auding the tempo should be
slower than the normal speed of authentic speech. How-
ever this slowness is not gained at the expense of the time
required for producing words (that might result in violating
the intonation pattern of an utterance), but of the time re-
quired for pauses which are so necessary for a pupil to grasp the
information of each portion between the pauses. Gradually the
teacher shortens the pauses and the tempo of speech becomes
normal or approximately normal, which is about 150 words

L Soromuuyras C. I1.; Tes H. H.; Munvap-Beaopyues P. K.; Lecap-
ckuid JI. J.; Eayxuna H. B. (see Bibliography).
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per minute. According to the investigation carried out by
L. Tzesarsky the average speed for teaching auding should
be 120 words per minute; the slow speed — 90 words per
minute.

The number of times of presenting the material for auding:
whether the pupils should listen to the text once, twice, three
times or more. Pupils should be taught to listen to the text
once and this must become a habit. However they sometimes
can grasp only 50% of the information and even less, so
a second presentation may be helpful. In case the pupils cannot
grasp most of the information, practice proves that manifold
repetitions when hearing do not help much. It is necessary
to help pupils in comprehension by using a “feed back” estab-
lished through a dialogue between the teacher and the class?
which takes as much time as it is required for the repetitive
presentation of the material.

The presence or the absence of the speaker. The most
favourable condition is when pupils can see the speaker as
is the case when the teacher speaks to them in a foreign lan-
guage. The most unfavourable condition for auding is listen-
ing and comprehending a dialogue, when pupils cannot see
the speakers and do not take part in the conversation.

Visual “props” which may be of two kinds, objects and
motions. Pupils find it difficult to aud without visual props.
The eye should help the ear to grasp a text when dealing
with beginners.

The voice of the speaker also influences pupils’ compre-
hension. Pupils who get used to the teacher’s voice can easily
understand him, but they cannot understand other people
speaking the same language.

Consequently, in teaching listening comprehension the
teacher should bear in mind all the difficulties pupils encoun-
ter when auding in a foreign language.

Speaking a foreign language is the most difficult part in
language learning because pupils need ample practice in
speaking to be able to say a few words of their own in connec-
tion with a situation. This work is time-consuming and pupils
rarely feel any real necessity to make themselves understood
during the whole period of learning a new language in school.

! See: Camunosa B, &. INpobievibl o6yueHHs ayAHPOBAHHIO MOHOJMO-
FHYECKOM peyd Ha TBOPYECKOM >Tamne. ABTOped. HAa COHUCK. YueH. CTEIeHH
KaHA. ned. HayK, MuHck, 1971.
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The stimuli the teacher can use are often feeble and artifi-
cial. The pupil repeats the sentence he hears, he completes
-sentences that are in the book, he constructs sentences on the
pattern of a given one. These mechanical drill exercises are,
of course, necessary; however, when they go on year after
year without any other real language practice they are deaden-
ing. There must be occasions when the pupils feel the necessity
to inform someone of something, to explain something, and
to prove something to someone. This is a psychological factor
which must be taken into account when teaching pupils to
speak a foreign language.

Another factor of no less importance is a psycho-linguistic
one; the pupil needs words, phrases, sentence patterns, and
grammatical forms and structures stored up in his memory
ready to be used for expressing any thought he wants to.
In teaching speaking, therefore, the teacher should stimulate
his pupils’ speech by supplying them with the subject and by
teaching them the words and grammar they need to speak
about the suggested topic or situation. The teacher should
lead his pupils to unprepared speaking through prepared
speaking.

SPEECH AND ORAL EXERCISES

We must distinguish speech and oral exercises for they
are often mixed up by the teacher.

Speech is a process of communication by means of language.
For example, (1)"a pupil tells the class a story about something
which once happened to him; (2) the teacher asks questions
on the story read by the pupils at home and starts a discus-
sion; (3) pupils speak on the pictures suggested by the teacher,
each tries to say what others have not mentioned; (4) pupils
listen to the story and get some new information from the
text; (5) they see a sound film and learn about something new
from it, etc.

Oral exercises are used for the pupils to assimilate pho-
netics, grammar, and vocabularv. They are mostly drill exercises
and the teacher turns to them whenever he works at enriching
pupils’ knowledge in vocabulary and grammar, at improving
pupils’ pronunciation, etc. For example, reciting a rhyme or
a poem is considered to be an excellent oral exercise for drill-
ing pronunciation and for developing speech habits. Making
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up sentences following the model is an excellent oral exercise
for fixing a sentence pattern and words which {it the pattern
in the pupils’ mind. Making statements with the words or
phrases the teacher gives is another valuable oral exercise
which allows the teacher to retain them in his pupils’ memory
through manifold repetitions.

Oral exercises are quite indispensable to developing specch.
However, they only prepare pupils for speaking and cannot
be considered to be “speech” as some teachers are apt to think
and who are often satisfied with oral exercises which pupils
perform following the model; they seldom use stimuli for
developing pupils’ auding and speaking in the target language.

In order to get a better understanding of what speech is
we are to consider the psychological and linguistic charac-
teristics of speech.

PSYCHOLOGICAL CHARACTERISTICS
OF SPEECH

The development of speaking follows the same pattern
both in the mother tongue and in a foreign language from recep-
tion to reproduction as psychologists say, and from hearing
to speaking if we express it in terms of methodology.

Since “language isnot a substance, it is a process.” (N.
Brooks) and «language doesn’t exist, It happens.” (P. Stre-
vens), we should know under what conditions “it happens”.
What are the psychological characteristics of oral language?
They are as follows:

1. Speech must be motivated, i. e., the speaker expresses
a desire to inform the hearer of something interesting, impor-
tant, or to get information from him. Suppose one of the
pupils is talking to a friend of hers. Why is she talking?
Because she wants to either tell her friend about something
interesting, or get information from her about something
importlant. This is the case of inner motivation. But very
often oral speech is motivated outwardly. For instance, the
pupil’s answers at an examination.

Rule for the teacher: In teaching a foreign language
it is necessary to think over the motives which make
pupils speak. They should have a necessity to speak
and not ‘only a desire to receive a good mark., Ensure
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conditions in which a pupil will have a desire to say
something in the foreign language, to express his thoughts,
his feelings, and not to reproduce someone else’s as is
often the case when he learns the text by heart. Remem-
ber that oral speech in the classroom should be always
stimulated. Try to use those stimuli which can arouse
a pupil’s wish to respond in his own way.

2. Speech is always addressed to an interlocuter.

Rule for the teacher: Organize the teaching process
in a way which allows your pupils to speak to someone,
to their classmates in particular, i. e., when speaking
a pupil should address the class, and not the teacher
or the ceiling as is often the case. When he retells a text
which is no longer new to the class, nobody listens to
him as the classmates are already familiar with it. This
point, as one can see, is closely connected with the pre-
vious one. The speaker will hold his audience when he
says something new, something individual (personal).
Try to supply pupils with assignments which require
individual approach on their part.

3. Speech is always emotionally coloured for a speaker
expresses his thoughts, his feelings, his attitude to what
he says.

Rule for the teacher: Teach pupils how to use into-
national means to express their attitude, their feelings
about what they say. That can be done by giving such
tasks as: reason why you like the story; prove something;
give your opinion on the episode, or on the problem con-
cerned, efc.

4. Speech is always situational for it takes place in a cer-
tain situation.

Rule for the teacher: While teaching speaking real
and close-to-real situations should be created to stimu-
late pupils’ speech. Think of the situations you can use
in class to make pupils’ speech situational. Remember
the better you know the class the easier it is for you to
create sitluations for pupils to speak about.

These are the four psychological factors which are to be
taken into account when teaching speech.
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LINGUISTIC CHARACTERISTICS
OF SPEECH

Oral language as compared to written language is more
flexible. It is relatively free and is characterized by some
peculiarities in vocabulary and grammar. Taking into consid-
eration, however, the conditions in which the foreign lan-
guage is taught in schools, we cannot teach pupils colloquial
English. We teach them standard English as spoken on the
radio, TV, etc. Oral language taught in schools is close to
written language standards and especially its monologic form.
It must be emphasized that a pupil should use short sentences
in monologue, sentence patterns which are characteristic of
oral language. We need not teach pupils to use long sentences
while describing a picture. For example: The boy has a long
blue pencil in his left hand. The child may use four sentences
instead of one: The boy has a pencil. It’s in his left hand. The
pencil is long. It is blue.

Pupils should be acquainted with some peculiarities of
the spoken language, otherwise they will not understand
it when hearing and their own speech will be artificial. This
mainly concerns dialogues. Linguistic peculiarities of dialogue
are as follows:

1. The use of incomplete sentences (ellipses) in responses:

— How many books have you?
— One.

— Do you go to school on Sunday?
— No, I don’t.

— Who has done it?
— Nick has.

It does not mean, of course, we should not teach pupils
complete forms of response. But their use should be justified.

— Have you seen the film?
— Yes, I have seen this film, and I am sorry I've wasted
two hours.

— Did you like the book?
— Yes, I liked it very much.

2. The use of contracted forms: doesn’t, won’t, can’t,
isn’t, etc.
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3. The use of some abbreviations: lab (laboratory), mike
(microphone), maths (mathematics), p. m. (post meridiem),
and others.

4. The use of conversational tags. These are the words
a speaker uses when he wishes to speak without saying any-
thing. Here is both a definition of conversational tags and
an example of their usage in conversation (they are in
italics).

“Well, they are those things, you know, which don’t
actually mean very much, of course, yet they are in fact neces-
sary in English conversation as behaviour.™

Besides, to carry on a conversation pupils need words,
phrases to start a conversation, to join it, to confirm, to com-
ment, etc. For example, well, look here, I say ..., I'd like to
tell you (for starting a talk); you see, you mean, do you mean
to say that ..., and what about (for joining a conversation);
I believe so, I hope, yes, right, quite right, to be sure (for confirm-
ing what one says); I think, as far as I know, as far as I can
see, the fact is, to tell the truth, I mean to say (for commenting),
etc.

There is a great variety of dialogue structures. Here are
the principal four:

l. Question—response.

" — Hello. What’s your name?
— Ann. What’s yours?
— My name is William.

2. Question—question.

— Will you help me, sonny?

— What shall I do, mother?

— Will you polish the floor today?

— Is it my turn?

— Yes, it is. Your brother did it last time.
— Oh, all right, then.

3. Statement—statement.

— I'd like to know when he is going to come and see us.
— That’s difficult to say. He is always promising but
never comes.

! West M. Conversational Tags. — In: “English Language Teaching”,
v. 17, 1963, No. 4, p. 167—168.
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— It’s because he is very busy.
— That’s right. He works hard.

4. Statement—question.

— I’'m going to the theatre tonight.
— Where did you get tickets?

— My friend got them somewhere.
— How did he do it?

— I don’t know.

In school teaching only one structure of dialogue is usually
used, i.e., question — response. More than that, pupils’
dialogues are artificial and they lack, as a rule, all the pecu-
liarities mentioned above.

In teaching dialogue in schools it is necessary to take into
account these peculiarities and give pupils pattern dialogues
to show what real dialogues look like.

HOW TO TEACH ORAL LANGUAGE

In teaching oral language the teacher has to cope with
two tasks. They are: to teach his pupils to undersand the foreign
language spoken and to teach them to speak the language.

Techniques the Teacher Uses
to Develop Hearing

To fulfil the task the teacher must train his pupils in
listening comprehension beginning with the first lesson and
throughout the whole period of instruction. These are the
techniques the teacher uses for the purpose:

1. The teacher uses the foreign language:

(a) when giving the class instructions;

-(b) when presenting new language material (words, sen-
tence patterns),

(c) when checking pupils’ comprehension;

(d) when consolidating the material presented;

(e) when checking pupils’ assimilation of the language
material covered.

These are the cases when the target language is used as
a means of communication and a means of teaching. There

160



isa great deal of auding in all the points of the lesson. This
raises the problem of the teacher’s speech during the lesson.
It should be correct, sufficiently loud, clear, and expressive.
But many of the teachers are too talkative. We can hear them
speaking most of the time. Moreover, some teachers speak
a great deal in Russian.

Conducting a lesson in a foreign language gives the teacher
an opportunity to develop pupils’ abilities in hearing; to
train them in listening to him attentively during the lesson;
to demonstrate the language as a means of communication;
to provide favourable conditions for the assimilation of the
language; to perfect his own speaking skills; to keep his own
speech under control, i. e., to keep himself from undue talk-
ativeness. ,

2. The teacher uses drill and speech exercises for develop-
ing listening comprehension.

We can group drill exercises into exercises
designed for overcoming linguistic difficulties, and exercises
which can eliminate psychological difficulties.

The first group of drill exercises includes:

(a) phonetic exercises which will help the teacher to de-
velop his pupils’ ear for English sounds:

— Listen to the following words and raise your
hands when you hear the words with [&]. (The teacher
says: desk, pen, fen, bag, etc.)

— Listen to the following pairs of words and say
in what sound they differ: pen — pin; bed — bad;
eyes — ice; white — wide.

(b) lexical exercises which will help the teacher to develop
pupils’ skills in recognizing words:

— Listen to the words and recognize the word boy
among other words: a baby, a foy, a boat, a boy, a girl.

— Listen to the following words and raise your
hands when you hear the words referring to plants:
street, tree, grass, class, [lower, tower.

— Listen to the following sentences and say whether
the word country has the same meaning in both sentences:

I usually spent my holidays in the country.

The Soviet Union is a large country.
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(c) grammar exercises which help the teacher to develop
pupils’ skills in recognizing grammar forms and structures:

— Listen to the following words and raise your hands
when you hear words in plural: desk, fables, book, box,
pens, books, boxes, etc.

— Listen to the following sentences and say in which
one the word help is used as a noun.

He can help you.

I need his help.

The second group of drill exercises includes:

(a) exercises which help the teacher to develop his pupils’
auditory memory:

— Listen to the following words and try to memorize
them. (The teacher pronounces a number of words point-
ing to the object each denotes: a carrot, a potato, a cu-
cumber, a lomato. Alterwards pupils are told to point
to the object the teacher names.)

— Listen to the phrases and repeat them. The teacher
says: on the table, in the box, near the blackboard.

— Listen to the sentences and repeat them. (The
teacher says: [ like tea. Ann doesn’t like tea. She likes
milk.)

— Listen to the sentences and repeat them in the
same sequence. (The teacher says: In the evening we have
tea. I like it very much. The teacher may increase the
number of sentences for pupils to memorize.)

(b) exercises which are designed for developing pupils’
attention:

— Listen to the following text: I have a sister. Her
name is Ann. Mike has no sister. He has a brother.

Now say what is the name of Mike’s sister.

— Listen to the text. (The text follows.) Now say
which sentence was omitted (added) when you listened
to it a second time.

(c) exercises which develop pupils’ visual imagination:

— Listen to the following definition and give it



a name: We write with it on the blackboard. We take it
when it rains.

— Listen and say which season it is: [t is cold. It
often snows. Children can skate and ski.

(d) exercises which help the teacher to develop his pupils’
logical thinking:

— Listen to the sentences and say whether they are
logically arranged: Her name is Mary. This is a girl.

Drill exercises are quite indispensable to developing
pupils’ skills in listening comprehension.

Speech exersises are designed for developing
pupils’ skills in auding. Several groups of exercises may be
suggested:

1. Exercises which teach pupils to undersand texts differ-
ent in content, form, and type. Pupils are asked to listen to
a description or a narration; the text may be a dialogue, it
may deal with the life of people whose language the pupils
study, or with the pupils’ environment.

— Listen to the story. Your task is to define its main
idea. You should choose one among those suggested by
the teacher.

— Listen to the story. Your task is to grasp as much
information as you can. While auding try to put down
key words and sentences; they will help you to convey
the context of the story.

2. Exercises which develop pupils’ skills to understand
a text under different conditions. Sound producing aids
should be extensively used for developing pupils’ auding, as
pupils are supposed to undersand not only their teacher’s
speech, but other people speaking the target language, includ-
ing native speakers. Besides, sound producing aids allow
the teacher to supply pupils with recorded speech different
in speed and voice.

Before pupils are invited to listen to the text the teacher
should ensure that all the words and grammar are familiar
to the pupils otherwise language difficulties will prevent
them from understanding the story. Thus, if there are some
unfamiliar words, the teacher introduces them beforehand;
he either puts them down on the blackboard with the mother
tongue equivalents in the sequence they appear in the text,
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or he asks pupils to pronounce the words written on the black-
board if he plans a talk on the text afterwards, and pupils
are to use these words in their speech.

Then the teacher should direct his pupils’ attention to
what they are going to listen to. This is of great importance
for experiments prove that if your aim is that your pupils
should keep on talking on the text they have heard it stimu-
lates their thinking and facilitates their comprehension of
the text.

The following tasks may be suggested to draw pupils atten-
tion to what they are auding:

— Listen and try to grasp the main idea of the story.
You will be asked questions later on.

— Listen and try to grasp the details. You will have
to name them.

— Listen and make a plan of the story.

— Listen to the story and try to finish it (think of
the end of the story).

— Listen to the story. You will ask questions on
it afterwards.

— Listen to the text. You will retell it afterwards.

— Listen to the story. We shall have a discussion
on it. Etc.

When pupils are ready to listen, the text can be read to
them. If it is the teacher who reads or tells the story, he can
help pupils to comprehend the text with gestures. If the text
is recorded, a picture or pictures can facilitate comprehen-
sion. The pupils listen to the text once as is usually the case
in real communication. Then the teacher checks their compre-
hension. If they have not understood it, they are told to listen
to the text again. The teacher can use a dialogue to help pupils
to understand the text after they have listened to the story
for the first time, i. e., he may ask questions, make state-
ments on the text for pupils to agree or reject them.

Checking pupils’ comprehension may be done in many
ways depending on the stage of instruction, pupils’ progress
in the language, and other factors. In any case, however, it
is necessary to proceed in order of complexity from mere recog-
nition to reproduction. The procedure may be:

general questions } The teacher checks his pupils’ com-

special questions prehension only.

wrong statements
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pupils’ questions on the text

making a plan

telling the text according to
the plan (it may be done | The teacher checks pupils’
in a chain-like way) . comprehension and develops

reciting the text their speaking skills on

giving the gist of the text | the basis of the text heard.

written reproduction of the
text

discussing the text J

Skills in hearing must be built up gradually. The teacher
begins with a story containing 3—4 sentences. He uses pic-
tures, gestures to help pupils to understand it. Gradually he
can take longer sections and faster speeds with less visual
help and in more difficult language. The teacher must bear
in mind that careful grading in all these ways is of the utmost
importance. Texts, stories to be read or recorded should be
interesting and fairly easy.

Techniques the Teacher Uses
for Teaching Speaking

There are two forms of speaking: monologue and dialogue.
Since each form has its peculiarities we should speak of
teaching monologue and teaching dialogue separately.

In teaching monologue we can easily distinguish
three stages according to the levels which constitute the abil-
ity to speak: (1) the statement level; (2) the utterance level,
(3) the discourse level.

1. No speech is possible until pupils learn how to make
up sentences in the foreign language and how to make state-
ments. To develop pupils’ skills in making statements the
following procedure may be suggested:

Pupils are given sentence patterns to assimilate in connec-
tion with situations.

The sentence pattern is filled with different words. Thus
pupils can express various thoughts. For example: ’

I can see a ... .
Pupil;: 1T can see a blackboard.
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Pupily I can see a picture.
Pupils Icansee a map, etc.

I am fond of ...

Pupily;: I am fond of music.
Pupily, I am fond of classical music.
Pupils I am fond of pop music, ete.

We are proud of ...

Pupi l;: We are proud of our country.
Pupily,: We are proud of our sportsmen.
Pupilg We are proud of our school, etc.

Pupils are invited to perform various drill exercises within
the sentence patterns given:

— substitution: [ have a book (a pen);
— extention: I have an interesting book,
I have an interesting book at home;
— transformation: He has a book,
He has no book;
— completion: If 1 have time I'll ... .

Pattern practice, of course, makes no pretence of being
communication. However, pattern practice for communica-
tion is what playing scales and arpeggios is to a musician.
Each pattern will have to be repeated many times with
a great variety of changes in its contents until the pattern
becomes a habit.

Pupils make statements of their own in connection with
the situations suggested by the teacher.

Give it a name.
Teacher: We write with it.
Pupil It is a pencil (pen).

Make statements on the picture.
Teacher (silently points to the picture of a cat)
Pupil;: This is a cat.
Pupil,: This is a black cat.

Say the opposite.
Teacher: I live in Gorky Street.
Pupil: I do not live in Gorky Street.
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Teacher (pointing to the boy): He likes to play
hockey.
Pupil: I don’t like to play hockey.

When pupils are able to make statements in the foreign
language within grammar and vocabulary they have assimi-
lated their speech may be more complicated. They should
learn to combine statements of various sentence patterns in
a logical sequence.

2. Pupils are taught how to use different sentence patterns
in an utterance about an object, a subject offered. First they
are to follow a model, then they do it without any help.

Teacher: Say a few words about it. (He points to
an object.)

Pupil: This is a pencil. The pencil is green. It
is on the table. I like the pencil.

Or Teacher points to a boy.
P upil: This is a boy. His name is Sasha. He lives in
Gagarin Street.

Get information and sum up what you have learnt from

your classmates.

Teacher: She cut her finger.

Pupil: Who cut her finger?

Class: Ann.

— When did she cut it?

— Yesterday.

— What did she cut it with?

— With a knife.

— Why did she cut her finger?

— Because the knife was sharp.

Pupil: Yesterday Ann cut her finger. She cut it with
a knife. The knife was sharp.

This exercise is useful both for developing dialogic and
monologic speech.

Therefore the pupil’s utterance involves 2—4 sentences
which logically follow one another. At this stage pupils learn
to express their thoughts, their attitude to what they say
using various sentence patterns. Thus they learn how to put
several sentences together in one utterance about a subject,
an object, etc.

167



3. After pupils have learned how to say a few sentences
in connection with a situation they are prepared for speaking
at discourse level. Free speech is possible provided pupils
have acquired habits and skills in making statements and
in combining them in a logical sequence. At this level pupils
are asked to speak on a picture, a set of pictures, a film-strip,
a film, comment on a text they have read or heard, make up
a story of their own; of course, this being done within the
language material (grammar and vocabulary) pupils have
assimilated. To help pupils to speak the teacher supplies them
with “what to speak about”. The devices used for the purpose
are: visual aids which can stimulate the pupil’s speaking
through visual perception of the subject to be spoken about,
including a text read; audio aids which can stimulate the
pupil’s speaking through auditory perception of a stimulus;
audio-visual aids when pupils can see and hear what to speak
about.

The three stages in developing pupils’ speaking should
take place throughout the whole course of instruction, i. e.,
in junior, intermediate, and senior forms. The amount of exer-
cises at each level, however, must be different. In junior forms
statement level is of greater importance as a teaching point.

Rule for the teacher: In teaching monologue instruct
pupils how to make statements first, then how to combine
various sentences in one utterance and, finally, how to
speak on a suggested topic.

We have already spoken about the linguistic characteris-
tics of dialogue. Some more should be said about its
structure.

A dialogue consists of a series of lead-response units. The
significant feature of a lead-response unit is that the response
part may, and usually does, serve in its own turn as a fresh
inducement leading to further verbal exchanges, i.e., lead
——  response inducement —— response.
response unit is a unit of speech between two pauses. It may
consist of more than one sentence. But the most characteris-
tic feature of a dialogue is that the lead-response units are
closely connected and dependent on each other. The lead is
relatively free, while the response depends on the first and
does not exist without it.

— Where is the book?

— There, on the shelf.
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In teaching dialogue we should use pattern dialogues as
they involve all features which characterize this form of
speech.

There are three stages in learning a dialogue: (1) receptive;
(2) reproductive; (3) constructive (creative).

1. Pupils “receive” the dialogue by ear first. They listen
to the dialogue recorded or reproduced by the teacher. The
teacher helps pupils in comprehension of the dialogue using
a picture or pictures to illustrate its contents. They listen to
the dialogue a second time and then read it silently for better
understanding, paying attention to the intonation. They
may listen to the dialogue and read it again, il necessary.

2. Pupils enact the pattern dialogue. We may distinguish
three kinds of reproduction:

Immediate. Pupils reproduce the dialogue in imitation
of the speaker or the teacher while listening to it or just after
they have heard it. The teacher checks the pupils’ pronuncia-
tion, and intonation in particular. The pupils are asked to
learn the dialogue by heart for homework.

Delayed. After pupils have learned the dialogue at home,
they enact the pattern dialogue in persons. Before calling on
pupils it is recommended that they should listen to the pattern
dialogue recorded again to remind them of how it “sounds”.

Modified. Pupils enact the dialogue with some modifi-
cations in its contents. They change some elements in it.
The more elements (main words and phrases) they change
in the pattern the better they assimilate the structure of the
dialogue:

— Will you help me, sonny?

— What shall T do, Mother?

— Will you bring me a pail of water?
— Certainly I will.

The use of pictures may be helpful. Besides pupils use
their own experience while selecting the words for substitu-
tions.

The work should not be done mechanically. Pupils should
speak on the situation. As a result of this work pupils master
the structure of the pattern dialogue (not only the contents),
i. e., they can use it as a model for making up dialogues of
their own, that is why pattern dialogues should be carefully
selected,
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The first two stages aim at storing up patterns in pupils’
memory for expressing themselves in different situations,
of course within the topics and linguistic material the sylla-
bus sets for each form.

3. Pupils make up dialogues of their own. They are given
a picture or a verbal situation to talk about. This is possible
provided pupils have a stock of patterns, a certain number
of phrases for starting a conversation, joining in, etc. They
should use those lead-response units they have learned in
connection with the situation suggested for a conversation.

At the third stage the choice of stimuli is of great impor-
tance, as very often pupils cannot think what to say, though
they know how to say this or that. Therefore audio-visual
aids should be extensively utilized.

Rule for the teacher: In teaching dialogue use pattern
dialogues; make sure that your pupils go through the
three stages from receptive through reproductive to crea-
tive, supply them with the subject to talk about.

In teaching speaking the problem is what form of speech
to begin with, and what should be the relationship between
monologue and dialogue. This problem may be solved in dif-
ferent ways. Some methodologists give preference to dialogic
speech in teaching beginners, and they suggest that pupils
learn first how to ask and answer questions which is mostly
characteristic of a dialogue, and how to make up a short
dialogue following a model. Others prefer monologic speech
as a starting point. Pupils are taught how to make statements,
how to combine several sentences into one utterance in connec-
tion with an object or a situation offered.

These approaches to the problem are reflected in school
textbooks now inuse. A. D.Starkov and R. R. Dixonin their text-
books prefer to begin with dialogic speech. They start by teach-
ing pupils how to ask various types of questions. For example:

The book is on the desk.

The book isn’t under the desk.

Is the book on the desk? Yes, it is. (No, it isn’t.)

Is the book on the desk or under it? It’s on the desk.

Where’s the book? It’s on the desk. (Fifth Form
English. Teacher’s Book.)

S. K. Folomkina and E. I. Kaar give preference to developing
pupils’ monologic speech. For example:
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I see a pen.
I see a desk.
Pete sees a desk and a pen.

As to the relationship between monologue and dialogue,
it should vary from stage to stage in teaching speaking in
schools. In the junior stage (5—6 forms) dialogic speech, the
one which allows the teacher to introduce new material and
consolidate it in conversation, must prevail. In the interme-
diate stage (7—8 forms) dialogue and monologue must be on
an equal footing.

In the senior stage (9—10 forms) monologic speech must
prevail since pupils either take part in discussion and, there-
fore, express their thoughts in connection with a problem or
retell a text read or heard. To sum it up both forms of speech
(monologue and dialogue) should be developed side by side
with preference for the one which is more important for pupils’
progress in learning a foreign language at a certain stage.

PREPARED AND UNPREPARED SPEECH

Pupils’ speech in both forms may be of two kinds: pre-
pared and unprepared. It is considered prepared when the pupil
has been given time enough to think over its content and form.
He can speak on the subject following the plan made either
independently at home or in class under the teacher’s super-
vision. His speech will be more or less correct and sufficiently
fluent since plenty of preliminary exercises had been done
before.

In schools, however, pupils often have to speak on a topic
when they are not yet prepared for it. As a result only bright
pupils can cope with the task. In such a case the teacher trying
to find a way out gives his pupils a text which covers the
topic. Pupils learn and recite it in class. They reproduce the
text either in the very form it was given or slightly transform
it. Reciting, though useful and necessary in language learn-
ing, has but little to do with speech since speaking is a crea-
tive activity and is closely connected with thinking, while
reciting has to do only with memory. Of course pupils should
memorize words, word combinations, phrases, sentence pat-
terns, and texts to “accumulate” the material and still it is
only a prerequisite. The main objective of the learner is to
be able to use the linguistic material to express his thoughts.
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This is ensured by the pupil’s ability to arrange and rearrange
in his own way the material stored up in his memory. Conse-
quently, while assigning homework it is necessary to distin-
guish between reciting and speaking so that the pupil should
know what he is expected to do while preparing for the les-
son — to reproduce the text or to compile a text of his own.
His answer should be evaluated differently depending on the
task set. If the pupil is to recite a text, the teacher evaluates
the quality of reproduction, i. e., exactness, intonation and
fluency. If the pupil is to speak on a subject, the teacher
evaluates not only the correctness of his speech but his skills
in arranging and rearranging the material learnt, i. e., his
ability to make various transformations within the material
he uses while speaking. The teacher should encourage each
pupil to speak on the subject in his own way and thus devel-
op pupils’ initiative and thinking.

The pupil’s speech is considered unprepared when, without
any previous preparation, he can do the following:

— Speak on a subject suggested by the teacher. For exam-
ple, winter holidays are over and pupils come back to school.
They are invited to tell the teacher and the class how each
of them spent his holidays. Pupils in turn tell the class where
they were, what they did, whether they had a good time,
and so on.

— Speak on the text read. For example, pupils have read
two or three chapters of “William”.! The teacher asks a pupil
to give its short summary or to tell the class the contents of
the chapters as if the other pupils have not read them.

— Speak on the text heard. For example, pupils listened
to the text “Great Britain” (there is a map of Great Britain
on the wall). The teacher asks them (in turn) to come up to
the map and speak on Great Britain. While speaking pupils
can use the information they have just received or appeal
to their knowledge about the country.

— Discuss a problem or problems touched upon in the
text read or heard. For example, pupils read about education
in Great Britain. After the teacher makes sure that his pupils
understand the text and have a certain idea of the system of
education in Great Britain, he arranges a discussion on the
problem. He asks his pupils to compare the system of educa-

1 Kuura anst yTeHNs Ha aHTJIMHCKOM sI3BIKe B 7-M KJlacce cpefiHeii KO,
Apantauus u npumeuanuss C. A. Tep-OpanecoBoii. M., Yunearus, 1960,

172



tion in Great Britain-and in our country. The teacher stimu-
lates pupils’ speech either by questions or through wrong
statements.

— Have an interview with “a foreigner”. For example,
pupils are studying the topic “London”. The teacher may
arrange an interview. One of the pupils is “a Londoner”.
The classmates ask him various questions and express their
opinions on the subjects under discussion.

— Help a “foreigner”, for example, to find the way to
the main street or square of the town; or instruct him as to
the places of interest in the town. This may' be done directly
or with the help of “an interpreter”.

There are, of course, other techniques for stimulating
pupils’ unprepared speech. The teacher chooses the tech-
niques most suitable for his pupils since he knows their apti-
tudes, their progress in the language, the lime he has at his
disposal for developing speaking skills, the concrete mate-
rial at which pupils are working.

In conclusion it should be said that prepared and unpre-
pared speech must be developed simultaneously from the
very beginning. The relationship between prepared and unpre-
pared speech should vary depending on the stage of learning
the language. In the junior stage prepared speech takes the
lead, while in the senior stage unprepared speech should
prevail.

EVALUATING PUPILS’ SPEECH HABITS

Pupils’ speech habits may be evaluated in two ways:

(1) constantly, during every lesson when pupils perform
various exercises in hearmg and speaking and the teacher has
an opportunity to watch every youngster working (in a group
of 20 pupils the teacher can pay attention to everyone);

(2) regularly, after finishing a lesson (aunit of the textbook),
a topic studied. The teacher may conduct a quiz. He may ask
pupils to retell the text heard, to speak on a picture, to talk
on a situation, in other words, to perform all oral activities
possible in this particular form, with this group of pupils,
within the language material and the topic covered.

The former may or may not result in assigning pupils
marks for their speech activities. The latter results in eva-
luating speech activities of those pupils who are called on
to speak.
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MISTAKES AND HOW TO CORRECT THEM

It is natural while learning a foreign language that pupils
make mistakes. They make mistakes in auding when they
misunderstand something in a text. They make mistakes
in speaking when pupils mispronounce a word, violate the
order of words in a sentence, misuse a preposition, an article,
use wrong intonation, etc. The teacher’s main aim is to
prevent pupils’ errors. There is a good rule: “Correct mis-
takes before they occur.” In other words, careful teaching re-
sults in correct English, i. e., pupils make very few mis-
takes. However, they make them, and the problem is how to
correct pupils’ errors.

If a pupil misunderstands something when auding the
teacher should do his best to ensure comprehension. He sug-
gests that the pupil should either listen to the senience
again; if he does not understand it properly the teacher or
the classmates help him to paraphrase the sentence or trans-
late it, or see it written. The latter often helps if pupils
do not get used to hearing, if they are eye-learners. As far
as speaking is concerned it is the teacher who corrects pu-
pils’ mistakes. It is a bad habit of some teachers to ask pu-
pils to notice mistakes when their classmate is called in front
of the class to speak.

This is due to the following reasons. Firstly, pupils’ atten-
tion is drawn, not to what the classmate says, but to how he
says it, i. e., not to the content, but to the form. If we admit
that the form may not always be correct, then why should
we concentrate pupils’ attention on the form? Moreover,
when pupils’ attention is centered on errors, they often do
not grasp what the classmate says, and that is why they
cannot ask questions or continue the story he has told
them.

Secondly, the pupil who speaks thinks more about how
to say something instead of what to say. No speaking
is possible when the speaker has to concentrate on
the form. He makes more errors under this condition.
More than that, he often refuses to speak when he sees
the classmates raise their hands after he has uttered his
first sentence. This does not encourage the Ilearner to
speak.

Accordingly when a pupil is called to the front of the class
to speak, the class is invited to follow what he says so that
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they may be able to ask questions or to go on with the story_
when he stops.

There is a great variety of techniques at the teacher’s
disposal. He selects the one that is most suitable for the
occasion.

1. If a pupil makes a mistake in something which is fa-
miliar to him, it is preferable to correct it at once. But in
order not to confuse the pupil and stop his narration the
teacher helps the child with the correct version.

Pupil: My mother get up at 7 o’clock.
Teacher: I see, your mother gets up earlier than you.
Pupil: Yes, my mother gets up at 7.

2. If a pupil makes a mistake in something which he has
not learned yet the teacher corrects his mistakes after he has
finished speaking.

P upil: She first visited us in 1960.
She is a good friend of ours since.

The teacher gives the correct sentence: She has been a good
friend of ours since.

If many pupils make the same mistakes, for instance, in
prepositions (go in instead of go t0), articles (the Moscow instead
of Moscow, or Volga instead of the Volga), in tense forms (the
Present Continuous instead of the Present Indefinite) the
teacher makes note of them and gets the pupils to perform
drill exercises after answering questions.

The teacher should not emphasize incorrect forms in any
way or they will be memorized along with the correct ones,
for instance: Books is. Do you say “books is™? You shouldn’t
say “books is’. What should you say?
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Questions for Discussion:

t1. Not all oral exercises mean speaking. Comment upon this state-
ment.

2. Compare difierent approaches to teaching speaking and deter-
mine which is most justiliable.

3. What are the reasons for pupils’ poor comprehension of the target
language when spoken?

4. Why is it so difficult to teach speaking in artificial conditions?

5. What can be done to overcome the obstacles and despite them to
succeed in teaching oral language?

Activities:

1. Suggest a situation suitable for a dialogue with appropriate lead-
response units.

2. Choose subjects (or objects) for pupils to speak about.

3. Analyse one of the lessons in a standard textbook and show how
the teacher may develop pupils’ speaking abilities in dialogue and mono-
logue.

4. Chose a text for teaching auding. Give a detailed description of
pupils’ proposed activily and techniques for checking comprehension.



Chapter IX
Teaching Reading

READING AS AN AIM AND A MEANS
OF TEACHING AND LEARNING A FOREIGN LANGUAGE

Reading is one of the main skills that a pupil must acquire
in the process of mastering a foreign language in school. The
syllabus for foreign languages lists reading as one of the lead-
ing language activities to be developed. It runs: “To read,
without a dictionary, texts containing familiar grammar ma-
terial and no more than 4—6 unfamiliar words per 100 words
of the text the meaning of which, as a rule, should be clear
from the context or familiar word-building elements (in
the eight-year school). Pupils are to read, with the help
of a dictionary, easy texts containing familiar grammar
material and 6—8 unfamiliar words per 100 words of the
text (in the ten-year school).” Therefore reading is one of
the practical aims of teaching a foreign language in schools.

Reading is of great educational importance, as reading is
a means of communication, people get information they need
from books, journals, magazines, newspapers, etc. Through
reading in a foreign language the pupil enriches his knowledge
of the world around him. He gets acquainted with the coun-
tries where the target language is spoken.

Reading develops pupils’ intelligence. It helps to devel-
op their memory, will, imagination. Pupils become accus-
tomed to working with books, which in its turn facilitates
unaided practice in further reading. The content of texts,
their ideological and political spirit influence pupils. We
must develop in Soviet pupils such qualities as honesty,
devotion to and love for our people and the working people
of other countries, the texts our pupils are to read must
meet these requirements. Reading ability is, therefore, not
only of great practical, but educational, and social impor-
tance, too.

Reading is not only an aim in itsel, it is also a means of
learning a foreign language. When reading a text the
pupil reviews sounds and letters, vocabulary and gram-
mar, memorizes the spelling of words, the meaning of
words and word combinations, he also reviews grammar
and, in this way, he perfects his command of the target
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language. The more the pupil reads, the better his reten-
tion of the linguistic material is. If the teacher instructs
his pupils in good reading and they can read with sufficient
fluency and complete comprehension he helps them to ac-
quire speaking and writing skills as well. Reading is, there-
fore, both an end to be attained and a means to achieve
that end.

THE CONTENT OF TEACHING READING

Reading is a complex process of language activity. As
it is closely connected with the comprehension of what is
read, reading is a complicated intellectual work. It requires
the ability on the part of the reader to carry out a number
of mental operations: analysis, synthesis, induction, deduc-
tion, comparison.

Reading as a process is connected with the work of vis-
ual, kinesthetic, aural analyzers, and thinking. The vis-
ual analyzer is at work when the reader sees a text. While
seeing the text he “sounds” it silently, therefore the kines-
thetic analyzer is involved. When he sounds the text he hears
what he pronounces in his inner speech so it shows that
the aural analyzer is not passive, it also works and, finally,
due to the work of all the analyzers the reader can under-
stand thoughts. In learning to read one of the aims is to
minimize the aclivities of kinesthetic and aural analyzers
so that the reader can associate what he sees with the
thought expressed in reading material, since inner speech hin-
ders the process ol reading making it very slow. Thus the
speed of reading depends on the reader’s ability to establish
a direct connection between what he sees and what it means.
To make this easier to understand it may be represented
as follows:

visual — thoughts
analyzer [
| |
kinesthetic aural
analyzer — ~ analyzer

There are two ways of reading: aloud or orally, and si-
lently. People usually start learning to read orally. In teach-
ing a foreign language in school both ways should be devel-
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oped. Pupils assimilate the graphic system of the target
language as a means which is used for conveying informa-
tion in print. They develop this skill through oral reading
and silent reading.

When one says that one can read, it means that one can
focus one’s attention on the meaning and not on the form;
the pupil treats the text as a familiar form of discourse and
not as a task of deciphering. “The aim of the teacher is to
get his pupils as quickly as possible over the period in which
each printed symbol is looked at for its shape, and to arrive
at the stage when the pupil looks at words and phrases, for
their meaning, almost without noticing the shapes of the
separate letters.”! A good reader does not look at letters,
nor even at words, one by one, however quickly; he takes
in the meaning of two, three, or four words at a time, in
a single moment. The eyes of a very good reader move
quickly, taking long “jumps” and making very short “halts”.
We can call this ideal reading ° ‘reading per se”. Reading per
se is the end to be attained. It is possible provided:

(1) the reader can associate the graphic system of the

language with the phonic system of that language;

(2) the reader can find the logical subject and the logi-

cal predicate of the sentences: 2
The man there is my neighbour.

There were many people in the hall.

It was difficult for me to come in time.

(3) the reader can get information from the text (as a whole).

These are the three constituent paris of reading as a pro-
cess.

As a means of teaching reading a system of exercises is
widely used in school, which includes:

1. graphemic- phonemxc exercises which help pupils to
assimilate graphemic-phonemic correspondence in the Eng-
lish language;

2. structural-information exercises which help pupils to
carry out lexical and grammar analysis to find the logical

Y French F. G. The Teaching of English Abroad. Oxford University
Press, London, 1961, p. 58.

2 the loglcal sub]ect — JIOTHUeCKHH CYOBEKT, TO, O ueM HUIeT peyb,
O uenM roBopHTCA B BhickasbiBaHuM; the logical predicate — moruueckuii
NpelHKaT, HJIH CMBICJIOBOE CKa3yeMoe, TO HOBOe, O YyeM FOBOPHTCS B BBICKa-
3bIBaHHMH, YTO NepefiaeT CMBICJIOBYIO HH(OPMALHIO.
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subject and predicate in the sentences following the struc-
tural signals;

3. semantic-communicative exercises which help pupils
fo get information from the text.

The actions which pupils perform while doing these exer-
cises constitute the content of teaching and learning reading
in a foreign language.

SOME DIFFICULTIES PUPILS HAVE
IN LEARNING TO READ
IN THE ENGLISH LANGUAGE

Reading in the English language is one of the most dif-
ficult things because there are 26 letters and 146 grapheines
which represent 46 phonemes. Indeed the English alpha-
bet presents many difficulties to Russian-speaking pupils
because the Russian alphabet differs greatly from that of
the English language. A comparison of the two languages
shows that of the 26 pairs of printed letters (52 — if we
consider capital and small letters as different symbols)
only 4 are more or less similar to those of the Russian al-
phabet, both in print and in meaning. These are K, k, M, T.
31 letters are completely new to pupils. These are b, D, d, F,
fa Gv ga hy L’ 19 I) iy J) j) Ny n’ Qa q’ R’ I, S) S, t9 U’ u,
V,v, W, w, Z, z. The letters A, a, B, C, ¢, E, e, H, O, o,
P, p, Y, y, X, x occur in both languages, but they are read
differently. They are, therefore, the most diificult letters
for the pupil to retain. Obviously in teaching a pupil to read
English words, much more attention should be given to
those letters which occur in both languages but symbolize
entirely different sounds. For example, H, p ... (Pupils
often read How as [naul. Therefore, in presenting a new
letter to pupils the teacher should stress its peculiarity not
only from the standpoint of the English language (what
sound or sounds it symbolizes) but from the point of view
of the Russian language as well.

It is not sufficient to know English letters. It is neces-
sary that pupils should know graphemes, how this or that
vowel, vowel combination, consonant, or consonant combi-
nation is read in different positionsin the words (window, down).

The teacher cannot teach pupils all the existing rules and
exceptions for reading English words. Nor is it necessary to
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do so. When learning English pupils are expected to assim-
ilate the following rules of reading: how to read stressed
vowels in open and closed syllables and before r; how to
read ay, oo, ou, ow; the consonants ¢, s, k, g; ch, sh, th, ng,
ck and tion, ssion, ous. The rules are not numerous, but they
are important to the development of reading.

Pupils should learn the reading of some monosyllabic
words which are homophones. For example: son — sun;
tail — tale; too — two; write — right; eye — I, efc.

At the very beginning, the pupil is compelled to look at
each printed letter separately in order to be sure of'its shape.
He often sees words and not sense units. For instance, he
read)s: The book is on the desk and not (The book is) (on the
desk).

The most difficult thing in learning to read is to get in-
formation from a sentence or a paragraph on the basis of the
knowledge of structural signals and not only the meaning
of words. Pupils often ignore grammar and try to understand
what they read relying on their knowledge of autonomous
words. And, of course, they often fail, e. g., the sentence
He was asked to help the old woman is understood as OH mo-
npocus noMoub crapyiuuke, in which the word he becomes
the subject and is not the object of the action. Pupils some-
times find it difficult to pick out topical sentences in the
text which express the main ideas.

To make the process of reading easier new words, phrases
and sentence patterns should be learnt orally before pu-
pils are asked to read them. So when pupils start reading
they know how to pronounce the words, the phrases, and
the sentences, and are familiar with their meaning.

Consequently, in order to find the most eifective ways
of teaching the teacher should know the difficulties pupils
may have. '

HOW TO TEACH READING

The teacher can use the whole system of exercises for
developing pupils’ ability to read which may be done in
two forms — loud and silent.

Reading aloud. In teaching reading aloud the following
methods are observed: the phonic, the word,
and the sentence methods. Whenthephonic
method is used, the child learns the sounds and
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associates them with grapliic symbols — letters. In the wor d
method a complete word is first presented to the
child. When several words have been learnt they are used
in simple sentences. (This method is used in the Fifth Form
English by A. P. Starkov, R. R. Dixon and in teaching
English as a mother tongue in England.) The sentence
method deals with the sentences as units of approach
in teaching reading. The teacher can develop pupils’ abil-
ity to read sentences with correct intonation. Later the
sentence is split up into words. (This method is utilized in
the Fifth Form English by S. K. Folomkina, E. 1. Kaar.)
The combination of the three methods can ensure good reading.

Pupils are taught to associate the graphic symbols of
words with their meaning already learned orally. All the
analyzers are at work: visual, auditory, kinesthetic. The
leading role belongs to the visual analyzer. It is necessary
that the graphic symbols (images) of words should be fixed
in the pupils’ memory. In teaching English in schools, how-
ever, little attention is given to this. Pupils are taught how
“to sound” words rather than how “to read” them. They
often repeat words, combination of words without looking
at what they read. They look at the teacher. The teacher
does not realize how much he hinders the formation of graph-
ic images (symbols) in the pupils’ memory by teaching
to read in this way.

Reading in chorus, reading in groups in imitation of
the teacher which is practised in schools forms rather ki-
nesthetic images than graphic ones. The result is that pu-
pils can sound the text but they cannot read. The teacher
should observe the rule “Never read words, phrases, sentences
by yourself. Give your pupils a chance to read them.”
For instance, in presenting the words and among them those
which are read according to the rule the teacher should make
his pupils read these words first. This rule is often violated
in school. It is the teacher who first reads a word, a column
of words, a sentence, a text and pupils just repeat after the
teacher.

Teaching begins with presenting a letter to pupils, or
a combination of letters, a word as a grapheme. The use of
flash cards and the blackboard is indispensable.

Flash cards when the teacher uses them allow him:

(a) to present a new letter (letters);

(b) to make pupils compose a word (several flash cards
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are distributed among the pupils, for example, p, n, e; they
compose pen);

(c) to check pupils’ knowledge of letters or graphemes;

(d) to make pupils recollect the words beginning with
the letter shown (p — pen, pencil, pupil, etc.);

(e) to make pupils show the letter (letters) which stand
for the sound [oul, [a:], [g], etc.

When teaching reading the teacher needs a set of flash
cards at hand. If the teacher uses the blackboard instead
he can write printed letters on it and pupils can recollect
the words they have learnt orally which have this or that
letter, compose a word, etc.

Th= same devices are applied for teaching pupils to read
words, the task being different, however:

(a) pupils choose words which are not read according to
the rule, for example: lake, plane, have, Mike, give, nine;

(b) pupils are invited to read the words which they usu-
ally misread:

yet — let cold — could
form — from called — cold
come — some wood — would
does — goes walk — work

(c) pupils are invited to look at the words and name the
letter (letters) which makes the words different:

though — thought since — science
through — though with — which
hear — near content — context
hear — hare country — county

(d) pupils in turn read a column of words following the
key word (see: A. P. Starkov, R. R. Dixon, Fiith Form Eng-
lish, Pupil’s Book);

(e) pupils are invited to pick out the words with the graph-
emes oo, ow, ea, th, ...

In teaching to read transcription is also utilized. It helps
the reader to read a word in the cases where the same grapheme
stands for different sounds: build, suit, or words which are
not read according to the rule: aunt, colonel.

In modern textbooks for the 5th form transcription is
not used. It is given in the textbooks for the 6th and the
7th forms. Beginning with the 6th and the 7th forms pupils.
learn the phonic symbols so that they are able to read
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unfamiliar words which they look up in the word-list or a dic-
tionary.

All the exercises mentioned above are designed to de-
velop pupils’ ability to associate the graphic symbols with
the phonic ones.

The structural-information exercises are done both in
reading aloud and in silent reading. Pupils are taught how
to read sentences, paragraphs, texts correctly. Special atten-
tion is given to intonation since it is of great importance to
the actual division of sentences, to stressing the logical pred-
icate in them. Marking the text occasionally may be helpful.

At an early stage of teaching reading the teacher should
read a sentence or a passage to the class himself. When he
is sure the pupils understand the passage, he can set individ-
uals and the class to repeat the sentences after him, reading
again himself if the pupils’ reading is poor. The pupils look
into the textbook. In symbols it can be expressed like this:
T—-¢C—-T—-—P,—-T—P,—T—P, —T—C (T —
teacher; C — class; P — pupil).

This kind of elementary reading practice should be car-
ried on for a limited number of lessons only. When a class
has advanced far enough to be ready for more independent
reading, reading in chorus might be decreased, but not elim-
inated: T — C — P,P,P,.

When the pupils have learned to associate written sym-
bols with the sounds they stand for they should read a sen-
tence or a passage by themselves. In this way they get a
chance to make use of their knowledge of the rules of reading.
It gives the teacher an opportunity to see whether each of
his pupils can read. Symbolically it looks like this: P,P,P,
T (S) C (S — speaker, if a tape recorder is used).

Reading aloud as a method of teaching and learning the
language should take place in all the forms. This is done
with the aim of improving pupils’ reading skills.

The teacher determines what texts (or paragraphs) and
exercises pupils are to read aloud.

In reading aloud, therefore, the teacher uses:

(a) diagnostic reading (pupils read and he can see their
weak points in reading);

(b) instructive reading (pupils follow the pattern read
by the teacher or the speaker);

(c) control reading or test reading (pupils read the text
trying to keep as close to the pattern as possible).
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MISTAKES AND HOW TO CORRECT THEM

In teaching pupils to read the teacher must do his best
to prevent mistakes. We may, however, be certain that in
spite of much work done by the teacher, pupils will make
mistakes in reading. The question is who corrects their mis-
takes, how they should be corrected, when they must be
corrected.

Our opinion is that the pupil who has made a mistake
must try to correct it himself. If he cannot do it, his class-
mates correct his mistake. If they cannot do so the teacher
correcc:lts the mistake. The following techniques may be sug-
gested:

1. The teacher writes a word (e. g., black) on the black-
board. He underlines ck in it and asks the pupil to say what
sound these two letters convey. If the pupil cannot answer
the question, the teacher asks some of his classmates. They
help the pupil to correct his mistake and he reads the word.

2. One of the pupils asks: What is the English for  uep-
noi“? 1f the pupil repeats the mistake, the “corrector” pro-
nounces the word properly and explains the rule the pupil
has forgotten. The pupil now reads the word correctly.

3. The teacher or one of the pupils says: Find the word
Jueproti and read it. The pupil finds the word and reads it
either without any mistake if his first mistake was due to
his carelessness, or he repeats the mistake. The teacher then
tells him to recollect the rule and read the word correctly.

4. The teacher corrects the mistake himself. The pupil
reads the word correctly. The teacher asks the pupil to explain
to the class how to read ck.

5. The teacher tells the pupil to write the word black and
underline ck. Then he says how the word is read.

There are some other ways of correcting pupils’ mis-
takes. The teacher should use them reasonably and choose
the one most suitable for the case.

Another question arises: whether we should correct a mis-
take in the process of reading a passage or after finishing it.
Both ways are possible. The mistake should be corrected at
once while the pupil reads the text if he has made it in a word
which will occur two or more times in the text. If the word
does not appear again, it is better to let the pupil read the
paragraph to the end. Then the mistake is corrected.

A teacher should always be on the alert for the pupils’
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mistakes, follow their reading and mark their mistakes in
encil.

P Silent reading. In learning to read pupils widen their
eyespan. They can see more than a word, a phrase, a sen-
tence. The eye can move faster than the reader is able to
pronounce what he sees. Thus reading aloud becomes an
obstacle for perception. It hinders the pupil’s comprehension
of the text. It is necessary that the pupil should read silently.
Special exercises may be suggested to develop pupils’ skills
in silent reading. For instance, “Look and say, read and
look up.” (M. West) To perform this type of exercises pupils
should read a sentence silently, grasp it, and reproduce it
without looking into the text. At first they perform such
exercises slowly. Gradually the teacher limits the time
for the pupils’ doing the exercises. It makes them read faster
and faster. All this lead to widening their eyespan.

Teaching silent reading is closely connected with two
problems:

(1) instructing pupils in finding in sentences what is
new in the information following some structural signals,
the latter is possible provided pupils have a certain knowledge
of grammar and vocabulary and they can perform lexical
and grammar analysis;

(2) developing pupils’ ability in guessing.

Pupils should be taught how to find the logical predicate
in a sentence. The teacher may ask his pupils to read a text
silently and find the words conveying the new information
in the text according to their position. There are some sig-
nals which may be helpful in this respect. These are — the
Passive Voice (The doctor was sent for); the indefinite article
(A man came up to me); the construction “It is/was” (It was
not difficult for him to finish his work in time), etc. Grammar
and lexical analyses help pupils to assimilate structural
words, to determine the meaning of a word proceeding from
its position in the sentence, to find the meanings of unfa-
miliar words, and those which seem to be familiar but do
not correspond to the structure of the sentence (e. g., I saw
him book a ticket). Pupils’ poor comprehension often results
from their poor knowledge of grammar (syntax in particular).
The teacher should instruct pupils how to work with a diction-
ary and a reference book so that they can overcome some
difficulties independently. Although in school the teacher
often applies grammar and lexical analyses, however, he
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often does it not with the aim of the “actual division” or
parsing of the sentence and better comprehension of the sen-
tence or of the text, but with the aim of checking or revision
of his pupils’ knowledge of grammar and vocabulary. This
does not mean that the teacher should avoid grammar and
vocabulary analyses for revision. However, much more
attention should be given to teaching pupils how to carry
out the actual division of sentences to get iniormation irom
the text. Here are a few examples of structural-information
exercises:

— Read the following sentences and guess the meaning
of the words you don’t know.

— Read the sentence An idea struck me and explain
the use of the indefinite article.

— Find the logical predicates in the sentences with the
words alone, even, so.

— Read the text. Stress the words conveying new in-
formation in each sentence.

E. g., I have a bag. The bag is black.
It is a new bag. I like my new bag.

— These sentences are too complicated. Break them into
shorter sentences.

— Find the sentence which summarizes the paragraph.

— By what words is the reader carried from sentence
to sentence in this paragraph?

— What is the significance of the tense difierence?

— What is the effect of the series of repetitions in the
paragraph?

To read a text the pupil must possess the ability to grasp
the contents of the text. The pupil is to be taught to compare,
to contrast, to guess, and to forsee events.

One of the most frequently used methods by which chil-
dren attack new words is through the use of picture clues.

The use of context clues is another word-getting technique.
The pupil discovers what a new word is when that particular
word is needed to complete the meaning of the sentence.

In teaching pupils to read much attention should be given
to the development of their ability to guess. One of the best
ways to develop this skill is to give the pupil the text for
acquaintance either during the lesson or as his homework.
He can read it again and again. “Before questions” may be
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helpful. They direct the pupil’s thought when he reads the
text. If the work is done during the lesson, the teacher can
direct his pupils in guessing new words.

The teacher instructs pupils how to get information from
the text. Semantic-communicative exercises are recommended.
They are all connected with silent reading. These may be:

— Read and say why Jack does not take the apple (6th
form textbook).

— Read. Find answers to the following questions (6th
form textbook).

— Read the text. Find the words which describe the
room.

— Read the text. Say what made the Prime Minister
leave the country (Newspaper).

— There are two causes of the strike. Find them in the
text (Newspaper).

— There are three main features of the substance men-
tioned in the text below. Find them (Popular Science).

— The author describes his hero with great sympathy.
Find in what words he expresses his attitude (Fiction).

— Read the text and prove that ... is a kind woman.

— Read the text and find arguments to prove that ...

The three types of exercises are distributed differently
depending on the stage of teaching. In the 5—6th forms
graphemic-phonemic and structural-information exercises
should prevail. In the 7—10th forms structural-information
and semantic-communicative must be mostly used; the
latter should prevail.

Pupils perform graphemic-phonemic exercises reading
them aloud. The teacher uses individual, group, and full
class reading. He checks the pupil’s reading by making him
read aloud.

Pupils perform structural-information exercises by read-
ing them aloud and silently. The teacher uses individual,
group, and full class reading when pupils read sentences,
paragraphs of the text aloud, and when the aim is to teach
pupils correct intonation in connection with the actual di-
vision of sentences. He checks the pupil’s reading asking
him to read aloud.

The teacher uses mass reading when pupils read sentences,
paragraphs of the text silently; the objective may be dif-
ferent: either to widen their eyespan or to find new infor-
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mation. The teacher checks the pupil’s silent reading by
asking him to reproduce a sentence or a paragraph; through
partial reading of a sentence or a clause; through the pupil’s
interpreting the text; by utilizing true-and-ialse statements,
questions and answers, and, finally, translation.

Pupils perform semantic-communicative exercises reading
the text silently. If the work is done during the lesson the
teacher uses mass reading. He checks his pupils’ compre-
hension by asking the pupils individually. The techniques
the teacher uses to check pupils’ ability to get information
from the text may be different. The choice depends on the
stage of teaching; on the material used; on pupils’ progress.

In the junior stage the following techniques may be sug-
gested:

— Read and draw.

— Here are the questions. Find the answers in the text.
(Before-questions are given.)

— Find the following sentences in the text. (The teacher
gives Russian equivalents.)

— Correct the following statements which are not true
to fact.

— Translate the sentences (the paragraph) beginning
with the words ... ... (The teacher reads the words.)

— Recite the text.

— Read the sentences you find most important in the text.

Some of the assignments may be done in writing.
In the intermediate and senior stages the following tech-
niques may be recommended.

— Answer the questions. (All types of questions may be
used. However, why-questions are desirable.)

— Tell your classmates what (who, when, where, why) ...

— Read the words (the sentence or the paragraph) to
prove or to illustrate what you say.

— Find the words (sentences) from which you have got
some new information for yourself.

— Read the paragraph (paragraphs) you like best, and
say why you like it.

— Translate the paragraph when (where, why, etc.) .

— Translate the text. (This may be done both orally and
in written form.)

— Write a short annotation of the text. (This may be
done either in English or in Russian.)
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The choice depends on the material used.

If the text is easy, i. e., if it does not contain unfamiliar
words and grammar items (as is the case in the junior form)
the teacher uses those techniques which are connected with
speaking, with the active use of vocabulary and sentence
patterns. Similar techniques may be used in intermediate
and senior stages if the text is not difficult for the class.
The teacher asks his pupils a few questions to test their
understanding. The interrogation should be carried out brisk-
ly. The teacher passes from pupil to pupil without wait-
ing if a particular pupil has not got his answer ready. For
the most profitable results of this work speed is essential.
It ensures that all get a chance to answer. With books open
one of the pupils asks a question or a number of questions
and another answers. The teacher asks the pupils to retell
the text. One pupil begins retelling the text, another con-
tinues. Each pupil says a few sentences. The teacher asks the
first group of pupils to be ready 1o say everything they know
about X, the second group — everything they know about
J, the third group — about Y, and so on. The teacher arranges
a discussion on the text read by pupils in class or at home.

The work must be carried out in a way which will be
of interest to pupils and develop not only their reading
ability but their aural comprehension and speaking abilities
as well.

If the text is difficult, i.e., if it contains unfamiliar
words and grammar items, and pupils must consult a diction-
ary or a reference book to understand it the techniques
the teacher uses should be diiferent, as the pupils read the
text not only to get information but to improve their knowl-
edge of the language and intensive work is needed on their
part. The intensive work may be connected with:

(a) lexical work which helps pupils to deepen and enrich
their vocabulary knowledge;

(b) grammar work which helps pupils to review and
syslematize their grammar knowledge and enrich it through
grammar analysis;

(c) stylistic work which helps pupils to become acquaint-
ed with stylistic use of words and grammar forms (inver-
sion, tense-usage, etc.);

(d) content analysis which helps pupils to learn new con-
cepts quite strange to Russian-speaking pupils. For instance,
the Houses of Parliament, public schools, etc.
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The exercises are mostly connected with recognition on
the part of the learners, namely, find ... and read; find ...
and analyse ... ; find ... and translate; read those sentences
which you think contain the main information; answer the
guestions, etc. The choice also depends on pupils’ progress.
If pupils are orally skilful, the techniques the teacher uses
are to be those connected with conversation. If pupils are
poor in speaking the techniques the teacher uses should be
those of recognition, translation, retelling in the mother
tongue, etc.

Unfortunately, some teachers have a tendency to test
instead of teach during classroom work and they often con-
fine themselves to reading and translating the text. This
is a bad practice. Pupils are tested and not taught. Moreover,
the procedure becomes monotonous, and the work is inef-
fective. A pupil who has been called on to read and received
a mark will not usually listen to his classmates.

The methods and techniques suggested above will help
the teacher to teach pupils reading as the syllabus requires.
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Questions for Discussion:

1. Compare different standpoints on various approaches to reading.
Which approach do you find justifiable? Give several arguments to con-
firm your statement.
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2. The only way to teach reading is by making the pupil himself
read and not by his listening to and repeating someone else’s reading.
Discuss the problem in order to define the sequence in which reading
should be taught.

3. Why must the text be considered a whole unit and should not
be taken in pieces when silent reading is being taught?

4. The ratio between silent reading and reading aloud should vary
in favour of silent reading from form to form. How should this be re-
flected on working with the text in class? Confirm your statement with
some examples.

5. Reading as a form of language activity should teach the pupil
to overcome difficulties by applying to the dictionary, handbook, gram-
mar book, etc., during solitary work. Why is it so important, beginning
at the intermediate stage, to teach pupils to use the dictionary and
other reference books?

6. The texts pupils read are different by nature. How does this in-
fluence the techniques used while working at a text?

Activities:

1. Prepare a set of flash cards for teaching oral reading of the words
you choose. Use a standard textbook.

2. Analyse one of the lessons in Pupil’s Book and Teacher’s Book
and show how reading is taught.

3. Choose a text from a standard textbook and prepare some assign-
ments developing silent reading.

4. Name a text for intensive work which will require the use of the
dictionary and describe the procedure of working with the text.

Chapter X

Translation

Before considering the role and the place of translation
in foreign language teaching it is necessary to state what is
meant by “translation”. By translation we mean the trans-
mission of a thought expressed in one language by means
of another language. In this way translation ensures compre-
hension between peoples speaking different languages. In
order to transmit a thought from one language into another,
one must understand this thought in the language from which
one is to translate it and find equivalents to express it in
the other language. Therefore translation is a complicated
process; it requires the ability to think in both languages.
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THE ROLE AND PLACE OF TRANSLATION
IN TEACHING A FOREIGN LANGUAGE

In foreign language teaching translation may be used,
for instance, as a means of conveying the meaning of a word,
a phraseological group, a grammar form, or a sentence pat-
tern. Translation is then considered to be a means of teaching
a foreign language. From the history of methods of foreign
language teaching it is known that the approach to transla-
tion has undergone various changes at different times. Thus
in the second half of the 18th, and the first half of the 19th
century, translation was considered to be a method of in-
struction. A foreign language was taught through transla-
tion; in the grammar-translation method it was mainly from
the mother tongue into the foreign language, and in the lex-
ical-translation method — from the foreign language into
the mother tongue.

At the end of the 19th and at the beginning of the 20th
century direct methods appeared and spread throughout
the world. Direct methods completely eliminated translation
in foreign language teaching. Later on translation was ad-
mitted in foreign language teaching, in such methodologi-
cal systems as H. Palmer’s and M. West’s, as a means of
conveying the meaning of language units.

In the Soviet Union translation has never been taboo in
foreign language teaching though its role and place varied.
Thus in the conscious-translation method proposed by L. V.
Tsherba translation played a great role in the teaching of
a foreign language, both for practical and educational ends.
Practically translation was to be used as a means of convey-
ing the meaning, as a leading type of exercise for consol-
idating the language material presented, as almost the
only means of checking the pupils’ knowledge of vocabulary,
grammar, and the comprehension of what they read and heard.
It was applied at every stage irrespective of pupils’ age,
language experience, language material, etc., and through-
out the whole process of assimilation, namely: explanation,
consolidation, or retention, and checking. Practice has
proved, however, that the constant use of translation does not
ensure the necessary conditions for pupils’ direct compre-
hension of what they read and hear. As a result they can
neither speak nor read the foreign language. Nor can they
translate from one language into the other since translation

7 T. B, Poropa 193



requires the ability to think in both languages. (This is
possible on condition that pupils have ample practice for
speaking, hearing, reading, and writing in the target language.)

To meet the programme requirements translation must
now be utilized:

1. As a means of conveying the meaning of a word, a phra-
seological group, a grammar form, and a sentence pattern
alongside with other means; translation being the most
economical method from the point of view of the time re-
quired.

For example: a flower — userok; Pete’s brother — Ile-
tuH Opar; He happened to be busy — Cayunioch Tak, 4ro
OH OBbLT 3aHAT.

Besides, translation ensures comprehension of a new lan-
guage item.

For example: to go — ye3xkaTb, yXOaUTh, T. €. JABUraThCA
(nepeasurarbcs) OT Kakoro-aubo mecra; to come — npuxo-
IUTb, MpUe3KaTb, T.e€. JABUraTbCsi K KaKoMy-au0O MecCTy;
I am writing — §I nuwy (cefiuac, B J1aHHBII MOMEHT).

Translation as a means of conveying the meaning may
be used in two ways: translation proper and translation-
interpretation.

The teacher uses translation proper when, for example,
a new word has a more or less exact equivalent in the other
language, e. g., a flower — userox. No interpretation is
needed. The teacher uses translation-interpretation when there
is something peculiar, specific about a word presented. It
may be:

(a) an absence of an equivalent

For example, meal — (1) npunarue numu (Breakfast
is the first meal. We have 3—4 meals a day. — Mmni
enuM 3—4 pasa B gzenb. Hence there is an expression
meal-time: What is your usual meal-time — Korna Boi
oOblyHO enute?); (2) mnuimia, KOTOPYIO MNPHHUMAIOT, €IAT
(Make a meal of bread and butter. — IloembTe xne6a
c maciaom. He always enjoys his meals. — On Bcerga
C YAOBOJILCTBHEM €CT.)

to rain (snow) — Takoro rsarosia B PYCCKOM $3bIKE HeET
(it rains — uper moxXnb; it snows — HIET cHer)

(b) difference in the extent of meaning

For example, to go — nepexBurarbcs (yRaasaTbes OT...)
JIOOBIM CPEJNCTBOM, JBHUraTbCs, JOXOAWTHL 1O ...
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to drive — Bectu uro-7HG0 (MalIMHY, aBTOGYC, TpOMTeli-
6yc u 1p.). Hence driver — BoxuTenb, BaroHoBOXKarhlil,
modep, MaWIMHHUCT; raw — cbipod, HeoOpabOoTaHHbIH; raw
material — cbipbe; raw meat — cbipoe Msico

(c) difference in usage, i.e., a word forms specific com-
binations which do not exist in the Russian language. For
example, heavy rain, to pay attention, to meet requirements, etc.

2. As a means of ensuring comprehension of difficult
points in a text — through analysis and translation pupils
gain comprehension, as is the case when they are given a text
{oo difficult to understand without analysis and translation.

3. As a means of checking pupils’ comprehension of what
they read or hear alongside of other means.

These are the cases where translation is desirable and
helpful in foreign language teaching. In consolidation or
retention of language material no translation should be
utilized, however. Various drill and speech exercises must
be done within the target language. The teacher must do
his best to create the atmosphere suitable for developing
pupils’ speaking and reading habits and skills.

It is necessary that pupils should follow the rule: “Learn
to speak by speaking and read by reading.” Translation pro-
vides neither the first nor the second. It only helps in ob-
taining knowledge of vocabulary and grammar, but it hinders
the development of speech habits and skills, since instead
of direct comprehension and expression of their thoughts
pupils fall into the habit of translating everything they hear
or read, and in this way do not get accustomed to associate
the sequence of sounds they hear with the meaning it has in
the foreign language, to associate the graphemes with the
notions they convey. Under these conditions no speaking
or reading is possible.

Consequently the teacher may use translation when ex-
plaining new material and checking his pupils’ knowledge.

TYPES OF TRANSLATION USED
IN FOREIGN LANGUAGE TEACHING

If we consider translation from the point of view of the
relationship between the mother tongue and the foreign lan-
guage, we distinguish the following types of translation:
(a) translation from the foreign language into the mother

7% 195



tongue; (b) translation from the mother tongue into the for-
eign language and (c) retranslation (i. e., first pupils trans-
late from the foreign language into the mother tongue and
then, after a while, back into the foreign language).

If we consider translation from the point of view of its
relation to the original, we distinguish:

1. Word for word translation (or liter-
ally translation), when all the lexical units of the foreign
language are replaced by those of the mother tongue, the
grammar structure being that of the foreign language.

For example,

I have a sister. — §I umero cectpy.

My mother is not at home. — Mosa mama (ecTb) He noMa.
He was called on by the teacher yesterday. — On 6bL1
CTpOLIIEH YyuHuTesIeM Buepa.

Though word for word translation violates the syntax
of the mother tongue, it transmits the meaning of a sentence.
Besides, word for word translation is valuable in an educa-
tional respect as it gives a pupil an opportunity to compare
all the elements of the language he studies with the corres-
ponding elements of the mother tongue and in this way to
see the difference between these languages.

2. Adequate translation which in contrast
with word for word translation transmits the- thought ex-
pressed in the foreign language by means of the correspond-
ing equivalents of the mother tongue.

For example:

I have a sister. — ¥ meHs ecTb cecTpa.

My mother is not at home. — Mawmbl HeT noMa.

He was called on by the teacher yesterday. — Ero Buepa
CrpaliiBajg yUHTeNb.

3. Free translation or free interpretation of
the text in the mother tongue that was read or heard in the
foreign language. For example, pupils read a newspaper
article and each says a few words on its contents.

4. Literary-artistic translation s
a translation which requires.special skills and knowledge
and it cannot be included in school syllabus requirements.

Translation may be of two kinds: written and oral. They
both may be used with the aim of checking pupils’ comprehen-
sion, and their knowledge of vocabulary and grammar.
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In conclusion, it should be said that translation is a means
of teaching a foreign language and, as such, its various types
and kinds may be recommended. The choice depends on:
(1) the objective of the lesson, (2) language material, (3) stage
of instruction, (4) pupils’ age, (5) pupils’ progress in the
target language, (6) time the teacher has at his disposal.

Recommended Literature:

beases B. B. Ouepku 1o NCHX0J0rMH 06yYeHHs HHOCTPAHHBIM SI3bl-
kad. M., 1965, c. 149—164.
Xardoaar II. M3yueHue nuocrpaHHeix s3bikoB. M., 1963, c¢. 22—37.

Questions for Discussion:

1. Conscious approach to foreign language teaching implies the
use of translation. Support your answer.

2. LExercises within the target language are more effective for devel-
oping language skills than those of translating from one language into
another. True or false?

3. Translation is a complicated skill which requires special training,

What is your opinion on the subject?

Chapter XI
Writing
WRITING AS A SKILL

Writing as a skill is very important in {eaching and learn-
ing a foreign language; it helps pupils to assimilate letters
and sounds of the English language, its vocabulary and
grammar, and to develop habits and skills in pronunciation,
speaking, and reading.

The practical value of writing is great because it can fix
patterns of all kinds (graphemes, words, phrases and sen-
tences) in pupils’ memory, thus producing a powerful effect
on their mind. That is why the school syllabus reads: “Writ-
ing is a mighty means of teaching a foreign language.”
Writing includes penmanship, spelling, and composition.
[he latter is the aim of learning to write. The school syl-
labus states: “Pupils are expected to be able to write a let-
ter in the foreign language within the material learnt.”
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Since writing is a complicated skill it should be developed
through the formation of habits such as:

(1) the habit of writing letters of the English alphabet;

(2) the habit of converting speech sounds into their sym-
bols — letters and letter combinations;

(3) the habit of correct spelling of words, phrases, and
sentences;

(4) the habit of writing various exercises which lead pu-
pils to expressing their thoughts in connection with the task
set.

In forming writing habits the following factors are of
great importance:

1. Auditory perception of a sound, a word, a phrase, or
a sentence, i. e., proper hearing of a sound, a word, a phrase,
or a sentence.

2. Articulation of a sound and pronunciation of a word,
a phrase, and a sentence by the pupil who writes.

3. Visual perception of letters or letter combinations
which stand for sounds.

4. The movements of the muscles of the hand in writing.

The ear, the eye, the muscles and nerves of the throat and
tongue, the movements of the muscles of the hand partici-
pate in writing. And the last, but not the least, factor which
determines progress in formation and development of lasting
writing habits is pupils’ comprehension of some rules which
govern writing in the English language.

Soviet methodology believes that a conscious approach
to teaching and learning a foreign language can ensure pu-
pils’ progress in writing.

DIFFICULTIES PUPILS HAVE
IN LEARNING TO WRITE ENGLISH

Since pupils should be taught penmanship, spelling, and
composition it is necessary to know the difficulties Russian
pupils find in learning to write English. The writing of the
English letters does not present much trouble because there
are a lot of similar letters in both languages. They are a, o, e,
n, m,p, ¢, k, g, x, M, T, H. Only a few letters, such as s, r, i,
h, 1,1, b,d, t,j, I, G, Q, N, etc., may be strange to Russian
pupils. Training in penmanship may be made easier if our
schools adopt the script writing suggested by Marion Richard-

198



son in which the capital letters in script have the same form
as the printed capital letters. The small letters such as h, b,
d, i, k, I, are made without a loop. !

Pupilsfind it difficult to make each stroke continuous when
the body of the letter occupies one space, the stem one more
space above, the tail one more space below.

Pupils should know that the small letters are all made
with an unbroken movement of the pen.

The most difficult thing for Russian pupils in learning
to write is English spelling.

The spelling system of a language may be based upon the
following principles:

l. Historical or conservative prin-
ciple when spelling reflects the pronunciation of earlier
periods in the history of the language.

For example, Russian: xoro, xuji; English: busy, brought,
daughfter.

2. Morphological principle. In writing a
word the morphemic composition of the word is taken into
account. For example, in Russian: pbi6a, pri6ka; the root
morpheme is pui6; in English: answered, asked; the aifixal
morpheme is ed.

3. Phonetic principle. Spelling reflects the
pronunciation. For example, in Russian: 6GeckoHeyHbIH —
Gearpanununbiil; in English: leg, pot.

One or another of these principles may prevail in any
given language. In Russian and German the morphological
principle prevails. In French and English the historical or
conservative principle dominates (as far as the first 1000
words are concerned). The modern English spelling origi-
nated as early as the 15th century and has not been changed
since then. The pronunciation has changed greatly during
that time. Significant difference in pronunciation and spell-
ing is the result. The same letters in different words are read
differently. For example, fat, [ate, far, fare.

Different letters or letter combinations in different words
are read in the same way: I — eye; rode — road; write —
right; tale — tail.
~ Many letters are pronounced in some words and are mute
in other words: build [bild] — suit [sju:tl; laugh [la:f] —
brought [bra:t]; help [help] — hour [aual.

! See: Richardson M. Writing and Written Patterns. London, 1946,
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The discrepancy that exists in the English language between
pronunciation and spelling may be explained by the fact
that there are more sounds in the language than there
are letters to stand for these sounds. Thus, there are 23 vow-
el sounds in English and 6 letters to convey them.

In teaching English spelling special attention should
be given to the words which present much trouble in this
respect. The spelling of the words, for example, busy, daugh-
ter, language, beautiful, foreign, and others, must be as-
similated through manifold repetition in their writing and
spelling. In conclusion it should be said that it is impossible
to master accurate spelling without understanding some
laws governing it. Pupils should know:

(1) how to add:

-s to words ending in y: day — days, stay — he stays,
but city — cities, study — he studies;

-ed to verbs: play — played; carry — carried;

-ing to verbs: write — writing; play — playing; stand —
standing;

-er, -est to adjectives in the comparative and the superla-
tive degrees: clean — cleaner — cleanest; large — larger —
largest;

(2) when the consonant should be doubled: sif — sitting;
thin — thinner; swim — swimming;

(3) the main word-building suffixes: ‘

-ful: use — useful; -less: use — useless; and others.

Writing a composition or a letter, which is a kind of a com-
" position where the pupil has to write down his own thoughts,
is another problem to be solved. The pupil comes across
a lot of difficulties in finding the right words, grammar forms
and structures among the limited material stored up in his
memory. The pupil often does not know what to write; he
wants good and plentiful ideas which will be within his
vocabulary and grammar.

HOW TO TEACH WRITING

Teaching writing should be based on such methodological
principles as a conscious approach to forming and developing
this skill, visualization and activity of pupils. Pupils learn
to write letters, words, and sentences in the target language
more successfully if they understand what they write, have
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good patterns to follow, and make several attempts in writ-
ing a letter (a word, a sentence) until they are satisfied that
the work is well done.

Training in penmanship should proceed by steps.

1. The teacher shows the learners a letter or both a cap-
ital and a small letter, for example, B b. Special cards may
be used for the purpose. On one side of the card the letters
are written. On the other side there is a word in which this
letler occurs. For example:

Bb t bed

2. The teacher shows his pupils how to write the letter.
He can use the blackboard. For example, V and W are made with
one continuous zigzag movement. Q is made without lifting
the pen except for the tail, which is an added stroke. L is
also made without lifting the pen. The first stroke in N is
a down-stroke; the pen is not lifted in making the rest of
the letter. Care should be taken that r is not made to look
like a v; the branching should occur about two-thirds (r)
from the bottom of the letter. The same applies to the let-
ters d and b; g and ¢; ¢ and p which are often confused by
pupils. Then the teacher writes a word in which the new
letter occurs. For example, B b, bed.

Whenever the {eacher writes on the blackboard he gives
some explanations as to how the letter is made, and then how
the word is written. His pupils follow the movements of his
hand trying to imitate them; they make similar movements
with their pens in the air, looking at the blackboard.

3. The teacher asks pupils to write first the letter, then
the word in their exercise-books. When pupils are writing
he walks round looking at the work they are doing and giv-
ing help to the pupils who need it. Since habits are formed
and developed through performing actions, pupils are told
lo practise in writing the letter and the word (words) at home.

The teacher’s handwriting and his skill in using the
blackboard is of great importance. Children learn by imitat-
ing. Therefore the teacher’s handwriting should be good
enough to imitate. They usually write in the way the teacher
does, so he must be careful in the arrangement of the material
on the blackboard because pupils will copy both what is
written and how it is written.
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Consequently, training in penmanship implies: visual
perception; observations accompanied by some explanations
on the part of the teacher; practice under the teacher’s super-
vision in class, and independently at home.

The teacher should bear in mind that pupils are taught
to write only those letters of the English alphabet which
really present some difficulties to Russian pupils, and he
need not show them how to write a or ¢ or e nor ask pupils
to write two or three lines of such letters at home, as some
teachers sometimes do. They probably forget that the dii-
ficulty is not in writing but in memorizing the name of the
letter and the sound (or sounds) it stands for. Manifold repe-
tition in writing such a letter does not help at all in solv-
ing the problem.

In spelling instruction the teacher should take into con-
sideration the difficulties of English spelling and instruct
pupils how to overcome these difficulties. The following
exercises may be suggested for the purpose.

1. Copying. The aim of this exercise is to allow the
pupils to practise what has been taught in listening and
speaking. Writing does this because the movements of the
muscles of the hand are now called in to help the ear, the
eye, and the muscles and nerves of the throat and tongue.
The “look” and the “feel” of the word are used to help the
memory (F. French). !

For better assimilation of the spelling of words, it is
recommended that various associations should be estab-
lished, such as:

(a) associations by similiarity in spelling:

within room thought night
the English spoon bought right
language moon brought light
between

English and Guorpadust  KOMMYHH3M SHTY3Ha3M
Russian words { biography communism enthusiasm

(b) associations by contrast in spelling:

two — too
see —sea  Spelling alone distinguishes these homophones.
one — won ”

! French F. The Teaching of English Abroad. Oxford University
Press, London, 1961, p. 75.
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Pupils should also be asked to spell words by themselves.

Much care should be given to the words whose spelling
does not follow the rules, for example, daughter, busy, sure,
usual, colonel, clerk, soldier, etc. Pupils master the spelling
of such words by means of repelitions in writing them.

The teacher shows his pupils how to rely on grammar
in spelling the words. The more the pupils get acquainted
with grammar, the more will they rely on it in their
spelling.

For example, the pupils have learned the plural of nouns
in the English language. Now they know that the ending s
is added, though it sounds either [s] as in maps or [zl as
in pens; in both cases they must write s.

In the words famous, continuous it is necessary to write
ous, as it is an adjective-forming suffix. In the words dislike,
disadvantage it is necessary to write i and not e as the nega-
tive prefix is dis.

Copying applies equally well to the phrase pattern and
the sentence pattern with the same purpose to help the memory,
for pupils should not be asked to write, at least in the first_
two years, anything that they do not already know thoroughly
through speech and reading. Every new word, phrase or
sentence pattern, after it has been thoroughly learnt, should
be practised by copying.

Copying may be carried out both in class and at home.

In copying at home the pupils must be given some addi-
tional task preventing them from performing the work mechan-
ically. The following tasks may be suggested:

(@) underline a given letter or letter combination for
a certain sound;

(b) underline a certain grammar item,;

(c) underline certain words depicting, for example, the
names of school things.

The additional work the pupil must perform in copying
a text or an exercise makes him pay attention to the sound
and meaning of the words. This kind of copying is a good
way of ensuring ihe retention of the material. It must be
extensively applied in the junior and in the intermediate
stages.

2. Dictation. This kind of writing exercise is much
more difficult than copying. Some methodologists think
that it should never be given as a test to young beginners.
“It is a means of fixing of what is already known, not a
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puzzle in which the teacher tries to defeat the pupil”(F. French).!
Dictation is a valuable exercise because it trains the ear
and the hand as well as the eye; it fixes in the pupil’s mind
the division of each sentence pattern, because the teacher
dictates division by division. For example, Tom and I/
go to school | together.

Dictations can vary in forms and in the way they are
conducted:

(a) Visual dictation as a type of written work is inter-
mediate between copying and dictation. The teacher writes
a word, or a word combination, or a sentence on the black-
board. The pupils are told to read it and memorize its spell-
ing. Then it is rubbed out and the pupils write it from memory.

(b) Dictation drill aims at consolidating linguistic mate-
rial and preparing pupils for spelling tests. The teacher
dictates a sentence. A word with a difficult spelling either
is written on the blackboard, or is spelt by one of the pupils.
Then the pupils are told to write the sentence. The teacher
walks about the class and watches them writing. He asks
one of the pupils who has written correctly to go to the black-
board and write the sentence for the other pupils to correct
their mistakes if they have any. The dictation drill may be
given for 10—12 minutes depending on the grade and the
language material.

(c) Self-dictation. Pupils are given a text (a rhyme) to
learn by heart. After they have learned the text at home
the teacher asks them to recite it. Then they are told to
write it in their exercise-books from memory. So they dic-
tate it to themselves. This type of written work may be given
at junior and intermediate stages.

3. Writing sentences on a given pat-
t e r n. This kind of writing exercise is more difficult because
pupils choose words they are to use themselves. The following
exercises may be suggested:

(a) Substitution: Nick has a sister. The pupils should use
other words instead of a sisfer.

(b) Completion: How many ... are there in the room?
He came late because ... .

(c) Extension: Ann brought some [lowers. (The pupils
are expected to use an adjective before [lowers.)

1 French F. The Teaching of English Abroad. Oxford University
Press, London, 1961, p. 75.
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Practice of this kind can lead pupils to long sentences.

4. Writing answers to given ques-
tions. The question helps the pupil both with the words and
with the pattern required for the answer.

The object of every kind of written exercise mentioned
above is to develop pupils’ spelling in the target language
and to fix the linguistic material in their memory and in
this way to provide favourable conditions for developing
their skills in writing compositions. By composition in
this case we mean pupils’ expression of their own
thoughts in a foreign language in connection with a suggested
situation or a topic within the linguistic material previously
assimilated in speech and reading. Progress in writing a for-
eign language is possible on condition that pupils have ade-
quate preparation for writing. This preparation should
nearly always be carried out orally, except late at the senior
stage when it can be done from books independently as at
this stage oral questioning need not precede writing. Writing
compositions will not help much in the learning of a new
language without careful preparation. If pupils have to rack
their brains for something to say, or if they try to express
something beyond their powers, the writing may be more
harmful than helpful. Preparation may include:

(@) oral questioning with the aim of giving the pupils
practice in presenting facts and ideas in the target language;

(b) the use of pictures and other visual aids to provide
information for written work;

(c) auding an exiract or a story which can stimulate
pupils’ thought; after auding there should always be some
questions on the content;

(d) silent reading which can be used as a source of infor-
mation for pupils, first, to speak about, and then for writing.

In teaching compositions the following exercises may
be suggested:

1. A written reproduction of a story either heard or read.
With backward classes most of the words that are habitually
misspelt must be written on the blackboard.

2. A description of a picture, an object or a situation.
For example:

— Write not less than three sentences about (the object).
| — Write five sentences about what you usually do after
classes.
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— Write four sentences about what you can see in the
picture of the room.

3. A desriptive paragraph about a text, or a number
of texts on a certain subject. Pupils may be given concrete
assignments. For instance:

— Describe the place where the action takes place.

— Write what you have learned about ...

— Write what new and useful information you have
found for yourself in this text (these texts).

— Write what the author says about ... using the sen-
tences from the text to prove it.

4. An annotation on the text read. The following assign-
ments may help pupils in this.

— Pick out sentences which express the main idea
(ideas) in the text and then cross out those words which
are only explanatory in relation to the main idea. ‘

— Abridge the text by writing out only topical sentences.

— Write the contents of the text in 3—5 sentences.

5. A composition on a suggested topic. For example,
“My family” or “Our town” or “The sports I like best”. Pupils
should be taught to write a plan first and then to write the
story following the plan.

6. Letter writing. Pupils are usually given a pattern
letter in English,® which shows the way the English start
their letters and end them.

The following assignments may be suggested:

— Write a letter to your friend who lives in another
town.

— Write a letter to your parents when you are away
from home.

— Write a letter to a boy (a girl) you do not know but
you want to be your pen-iriend.

In testing pupils’ skills in writing the teacher should
use those kinds of work pupils get used to and which they
can do because they must be well prepared before they are
given a test. Every pupil should feel some pride in coms-
pleting a test and be satisfied with the work done. Tests which
result in mistakes are very dangerous. They do no good at all.
They do a very great deal of harm because pupils lose inter-

1 See, for instance, A Letter about Sports in England. — In:
A. P. Starkov, R. R. Dixon. Seventh Form English. Pupil’s Book. M.,
1971, p. 181,
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est in the subject and stop working at their English. Indeed,
if the results of the test are poor, for example, 50% of the
pupils have received low marks, they testify not only to
the poor assimilation of the material by the pupils, but to
the poor work of the teacher as well. He has given an un-
timely test. He has not prepared the pupils for the test yet. This
is true of all kinds of tests in teaching a foreign language.

In teaching writing the following tests may be recom-
mended to measure pupils’ achievements in penmanship,
spelling, and composition.

1. The teacher measures his pupils’ achievement in making
English letters in the right way by asking individuals to
write some letters on the blackboard. Or else he may ask
the pupils to write some letters which he names in their
exercise-books. Then he takes the exercise-books for cor-
rection.

2. The teacher measures his pupils’ achievement in
penmanship and spelling by administering dictation tests
or spelling test. The teacher dictates a word, a phrase, or
a sentence standing in front of the class for the pupils to
hear him well. If the teacher dictates a sentence, it is not
recommended to repeat it more than twice. Constant repe-
tition of the sentence prevents pupils from keeping it in
memory. If the dictation is based on a text whose sentences
are logically connected it is necessary to read the whole text
first and then dictate it sentence by sentence. When the
pupils are ready with writing, the teacher reads the text once
more for them to check it.

It is important to determine the amount of material
that might be included in a dictation. This depends on the
form, the stage of teaching, and the character of the mate-
rial itself. In the 5—6th forms a dictation should not be
long. It should take from 5 to 10 minutes. In the 7—10th
forms a dictation may be longer, and it may take 15—20
minutes. The amount of material included in a spelling
test may be approximately as follows: 5th form — 20 words;
6th form — 30 words; 7th form — 50—60 words; 8th form —
60—70 words; 9th form — 70—80 words; 10th form —
80—100 words.

A spelling test may be given either at the beginning
of the lesson, or in the second half of it. Thus, if the teacher
handles the class well, it makes no-difference when he gives
it. If he does not handle the class well enough to hold his
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pupils’ attention, it is better to administer a test in the second
half of the class-period, the first half of the class-period
being devoted to some other work. Otherwise he will not
succeed in making his pupils work well. They will be excited
because of the test.

3. The teacher measures his pupils’ achievement in com-
position: .

— by asking them to write a few questions on the text;

— by answering questions (the questions are given);

— by making a few statements on the object-picture or
a set of pictures given;

— by describing a picture illustrating a situation or
topic in written form;

— by writing a few senfences on a suggested topic;

— by giving a written annotation on the text read;

— by writing a descriptive paragraph;

— by writing a letter.

In conclusion, it should be said that everything a pupil
writes as a test must be easy for him because he is asked
to write only those things which he already knows thoroughly.

It cannot be stressed strongly enough that none of the
above types of tasks can be used as tests if the pupils were
not taught to do them in the process of learning the target
language.

There is one more problem which deals with writing, that
is the correction of mistakes in pupils’ exercise-books.

Modern methodologists believe that the essence of cor-
rection lies in the fact that a pupil must realize what mistake
he had made and how he must correct it. That is why many
teachers and methodologists, both in this country and abroad,
consider that the teacher should just mark (underline) a wrong
letter, or a form, or a word, etc.

In this way he will make the pupil find the mistake and
correct it. Learners must acquire the habit of noticing mis-
takes in their own writing. This habit can be acquired if
pupils are properly trained, if teachers will develop these
habits in their pupils. The training that will help pupils
to become aware of their mistakes has to be gradual and con-
tinuous. When a pupil is made to find his mistakes and
correct them he has to apply his knowledge in spelling,
vocabulary, and grammar of the target language, and this
is far more useful for him than the corrections made by the
teacher. The effect of the teacher’s corrections on the pupils
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is usually very small. Therefore pupils should be trained
to correct mistakes that have been made. The better the
teacher trains his pupils, the less work he will have to do
in the marking.

In carrying out the training the following techniques
may be recommended.?

1. Pupils should read through their own written work
before handing it in, and correct any mistakes they can
find. The habit of revising written work is a useful one, and
every pupil has to acquire it.

2. Pupils can correct the sentences themselves looking
at the blackboard where the correct answers to exercises
are written.

3. Whenever pupils are writing, the teacher can walk
round looking through the work they have done and putting
a dot at the end of those lines which contain a mistake.
The pupil has to find the mistake and correct it. When the
teacher comes round again, he crosses out the dot if the
mistake has been corrected, if not, he leaves the dot. This
takes very little time, because teachers are usually quick
in finding mistakes. With small classes the teacher can get
an exercise almost completely corrected.

4. When written work has to be handed in, the teacher
asks his pupils to read through their work and count up
the mistakes. They should put down the number at the bol-
tom of the page. Then they correct the mistakes. The teacher
might give the class three to five minutes for this work.
The exercise-books are then collected and the teacher cor-
rects the mistakes. He puts the number of mistakes he finds
at the bottom of the page.

5. The teacher can ask his pupils to change exercise-books
with their neighbours. The latter look through the work
and {ry to find the mistakes which have been missed by
their friends. They put the new number at the bottom of
the page.

Thus the teacher varies the procedure keeping the class
guessing about what he will want them to do. With the
techniques described above the teacher stimulates his pupils
to keep a sharp eye for mistakes and, in this way, develops -
their ability to notice their mistakes and correct them.

! See: Gurrey P. Teaching English as a Second Language. Long-
mans, London, 1963, p. 150—152,
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Since writing is a mighty means in learning a foreign
language pupils should write both in class and at home.
For this they need (1) two exercise-books for class and
homework (the teacher collects the exercise-books regularly
for correcting mistakes and assigns marks for pupils’ work
in the exercise-books); (2) a notebook for tests (the teacher
keeps the notebooks in class and gives them to the pupils
for a test and corrections).

The exercise-books must meet the general school require-
ments established by unified spelling standards.

Recommended Literature:

Mporpammbl BocbMHuJeTHed 1Kokl MHoctpanHble s3biku (ITHebaio).
M., ,JIlpocBeuienue®, 1967.

XarGoaar I. MayueHue nHOCTpaHHBIX s3bIKOB, M.; 1963, c. 40—51,
115—121.

O6was Mmeronvka oO0ydyeHUS] MHOCTPAHHBIM SI3bIKaM B CpefHell wikouse.
TTox pen. A. A. Muposo6oBa, Y. B. Paxmanosa, B. C. Lletiun. M., 1967,
ra. V.

Beceabl 06 ypoxe HHOCTpaHHOTO s3blka. ABT.: [laccoB E. U., Ko-
nosa T. U., Bonkosa T. A. u gmp. JI., ,IlpocBeuienue”, 1975. (Becena
BOCbMas.)

Questions for Discussion:

1. Teaching English penmanship is not difficult. What is your
opinion on the matter?

2. Spelling is one of the most difficult problems in teaching English.
Do you agree? Give some examples to substantiate your opinion.

3. Why is writing an effective means in language learning? Give
a few arguments to prove your answer.

Activities:

1. Analyse one of the lessons in Pupil’s Book and Teacher’s Book
(any level you like) to state the role and place of writing.

2. State the difficulties in the spelling of the following words... .

3. Prepare a short drill lesson practising the spelling of ....

4. Prepare a spelling test on the lesson you have chosen for analysis.

5. Prepare a test to measure pupils’ achievements (a) i answering
questions in written form; (b) in writting a composition on a picture.



Part Three

THE ORGANIZATION OF TEACHING

Chapter XII

Planning in Foreign Language Teaching

THE NECESSITY FOR PLANNING
AND THE APPROACH TO THE PROBLEM

An efficient working level of teaching is ensured by
systematic and careful planning. The foreign language teacher
plans all the kinds of work he is to do: he plans the essential
course, the optional course (if any), and the extra-curricular
work.

The first step in planning is to determine where each
of his classes is in respect to-achievements. It is easy for
the teacher to start planning when he receives beginners.

Though the teacher does not know his pupils yet, his
success will fully depend on his preparation for the lessons
since pupils are usually eager to learn a foreign language
in the 5th form (or the 2nd form in a specialized school).
Planning is also relatively easy for the teacher who worked
in these classes the previous year (or years) because he knows
the achievements of his pupils in each class. He is aware
of what language skills they have acquired. Planning is more
difficult when the teacher receives a class (classes) from another
teacher and he does not know the pupils, their proficiency in
hearing, speaking, reading, and writing.

The teacher begins his planning before school opens and
during the first week. He should establish the achievement
level of his classes. There is a variety of ways in which this
may be done. The teacher asks the previous teacher to tell
him about each of the pupils. He may also look through
the pupils’ test-books and the register to find out what mark
each of his pupils had the previous year. The teacher may
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administer pre-tests, either formally or informally, to see
how pupils do with them. He may also conduct an informal
quizzing, asking pupils questions in the foreign language
to know if they can understand them and respond properly,
or he has a conversation within the topics of the previous
year. After the teacher has determined the achievement
level of his classes, he sketches out an outline of the year’s
work. In making up his yearly outline the teacher consults
the syllabus, Teacher’s Book, Pupil’s Book, and other teach-
ing materials and sets what seems to him to be realistic
limits to the content to be covered during the course of the
year. In sketching out an outline of the term’s work the teacher
makes a careful study of Teacher’s Book, Pupil’s Book,
teaching aids and teaching materials available for this partic-
ular form. Taking into consideration the achievements of
his class, he compiles a calendar plan in accordance with
the time-table of a given form.

UNIT PLANNING

The teacher needs two kinds of plans to work success-
fully: the plan” of a series of class-periods for a lesson or
unit of the textbook or a unit plan, ! and the daily plan
or the lesson plan for a particular class-period.

In compiling a unit plan, i.e., in planning the lesson
of the textbook, the teacher determines the difficulties of
the lesson, namely, phonetic difficulties (sounds, stress,
intonation); grammar difficulties (grammar items, their
character and amount), and vocabulary difficulties (the
amount of new words, their character).

He then distributes these difficulties evenly over the
number of class-periods allotted to the lesson in the calen- °
dar plan.

1. The teacher starts by stating the objective or objec-
tives of each class-period, that is, what can be achieved
in a classroom lesson. Of course the long-term aims of the
course help the teacher to ensure that every particular les-
son is pulling in the right direction and is another step towards
gaining the ultimate goals of the course. “To help the class

! TevaTuyecKH#l MJaH WIH MJIaH CEPHH YPOKOB IO TeME HJH YPOKY
yueOHHKa,
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to speak English better”, “To teach pupils to aud” or “To devel-
op pupils’ proficiency in reading” cannot be the objectives
of the lesson because they are too abstract to be clear to the
jearners. The lesson objectives should be stated as precisely
as possible.

Pupils coming to the lesson should know what they are
to do during the lesson, what performance level is required
of them, and how it can be achieved. Here are afew examples:

— Teach pupils to understand the following words ...
when hearing and to use them in sentences orally.

— Teach pupils to form new words with the help
of the following suffixes ... and to use them in the situ-
ations given.

— Teach pupils to consult a dictionary to look up
the meaning of the following words ... .

— Teach pupils to recognize the international words ...
when hearing (or reading).

— Teach pupils to guess the meaning of uniamiliar
words from the context while reading text *...”.

— Teach pupils to understand the statements in the
Present Perfect and to use them in the following situ-
ations ... ‘

— Teach pupils to ask and answer questions in the
Present Perfect and to make up dialogues following
the models ... ... .

— Teach pupils to find the logical predicate in the
sentences ... while reading following the structural signals.

— Teach pupils to speak about the following ob-
jects ... ... on utterance level (in a few sentences).

— Teach pupils to use the words and grammar cov-
ered in speaking about the places of interest in our town.

— Teach pupils to find topical sentences while reading
text “...” silently.

— Teach pupils to get the main information while
reading text “..."”.

— Teach pupils to write an annotation on text “...”.

— Check pupils’ skill in reading and understanding
an unfamiliar text using a dictionary.

— Check pupils’ ability in using the words covered
in the following situations ..

The teacher can state no more than three concrete objec-
tives for a particular class-period depending on the stage
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of instruction, the material of the lesson, and some other
factors.

2. The teacher distributes the linguistic material (sounds,
words, grammar, etc.) throughout the class-periods according
to the objectives of each period, trying to teach new vocabu-
lary on the grammatical material familiar to pupils, and
to leach a new grammar item within the vocabulary as-
similated by pupils; or he first teaches pupils hearing and
speaking on the new material presented, and then pupils
use this in reading and writing.

3. The teacher selects and distributes exercises for class
and homework using various teaching aids and teaching
materials depending on the objectives of each class-period.
For example, for developing his pupils’ skill in dialogic speech
within the material covered the teacher needs a record with
a patlern dialogue, word cards for changing the semantic
meaning of the pattern dialogue to make the structure of
the dialogue fit new situations.

In distributing exercises throughout the class-periods the
teacher should involve his pupils in oral practice and speech,
in oral and silent reading, and in writing. Exercises which
are difficult for pupils should be done under the teacher’s
supervision, i. e., in class. Those exercises which pupils can
easily periorm independently are left for homework. In other
words, new techniques, exercises, and skills should be prac-
tised in class before the pupil attempts them at home. The
homework done, the pupils return to class for perfecting,
polishing, expanding, and varying what they have practised
at home, they learn to use the new words, the new structures
in varied situations.

When the teacher determines the pupil’s homework he
should take into account that the subject he is teaching
though important and diificult is not the only one the pupil
learns at school. The realities of schools militate against
more than 20—30 minutes of everyday homework in a foreign
language. This requires the teacher to teach in class rather
than test. Practice proves that pupils do their homework
provided they know exactly what to do, how it should be
done, and that their work will be evaluated. Besides, pupils
should know that six twenty-minutes’ work at their English on
consecutive days is more effective than two hours at a stretch.

The unit plan, therefore, involves everything the teacher
needs for the detailed planning of a lesson (class-period),
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namely: the objective (objectives) of each lesson, the mate-
rial to work at, and the exercises which should be done both
during the class-period and at home to develop pupils’ habits
and skills in the target language.

All this should be done by the teacher if there are no
teacher’s books (guides) to the textbooks, for example, if he
works in a specialized or an evening school. If there are such
books, the teacher’s planning should deal with (1) the study
of the author’s recommendations and tabling the material
so that he can see how hearing, speaking, reading, and writ-
ing should be developed, and (2) the development of these
recommendations according to his pupils’ abilities.

The teacher starts by studying the authors’ recommen-
dations. He takes the textbook and the teacher’s guide and
table the material. Let us take Lesson 22, Fifth Form English
by S. K. Folomkina and E. I. Kaar for illustration.

The unit plan includes nine columns:

1. The number of class-periods. The
authors plan four periods for Lesson 22.

2. The objectives of cach period.

3. Language material. By language mate-
rial we mean words, word combinations, phrases, and sen-
tence patterns. In Lesson 22 there are six new words (April,
May, June, speak, learn, chess), four word combinations
(in the evening, that’s right, that’s not right, go swimming),
and the following sentence patterns: Where do you go ...?
Where does he (she) go ...? When do you go? When does he (she)
go ...? What do you do? What does he (she) do ...? I can’t
read English. I can’t (don’t) skate either.

4—7. Language skills. In developing each lan-
guage skill the authors observe the main didactic principles.
For instance, they develop pupils’ speaking (monologue)
gradually, starting with the sentence level (Ist period),
then passing to the utterance level (2nd period), and finally,
to the speech level both prepared (3rd period) and unprepared
(4th period) within the material covered. Pupils develop
writing habits and skills independently at home. They write
only once in class; it is a dictation drill.

8 Accessories. While working at Lesson 22 the
authors propose to use records twice (2nd and 3rd periods)
for developing listening comprehension.

9. Home wor k. The authors plan pupils’ independent
work at home alter every class-period. It is connected mainly
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with copying and writing. (By the latter we mean creative
work on the part of the learner as in exercise 5: What your
[riend does at the English lesson? Write [ive sentences.) Besides,
pupils read what they have read in class.

If we fill in all the columns of the table, we can see that
Lesson 22 was well compiled. This allows the teacher to enrich
pupils’ knowledge and develop habits and skills in the target
language. It also shows that recommendations given in the
teacher’s guide can ensure the gradual development of pupils’
skills in speaking and reading and, therefore, their progress
in language learning.

The teacher-tries to adapt the unit plan to his pupils.
He may either take it as it is and strictly follow the authors’
recommendations, or he may change it a bit. For instance,
if he has a group of bright pupils who can easily assimilate
the material, the teacher may include some additional mate-
rial or stimuli (pictures or objects) for the pupils’ use in
speaking within the same four class-periods. This can be
shown in column “Accessories”. I the teacher has a group of
slow pupils, he needs at least one more period to cover the
material, since special questions with do, does are difficult
for his pupils, he may use writing during the lesson and make
pupils write down the questions in their exercise-books.
Writing may help them in keeping the words and sentence
patterns in memory. He may also increase the number of
oral drill exercises and give pupils special cards to work on
individually and in pairs. Thus the teacher includes word
and sentence cards in column “Accessories”.

The importance of unit plans cannot be overestimated
since unit planning permits the teacher to direct the develop-
ment of all language skills on the basis of the new linguistic
material the lesson involves. He can lead his pupils from
reception through pattern practice to creative exercises, and
in this way perfect their proficiency in hearing, speaking,
reading, and writing. He can vary teaching aids and teaching
materials within the class-periods allotted to the lesson.
Unit planning allows the teacher to concentrate pupils’
attention on one or two language skills during the lesson;
in this case the class hour is divided into two main parts:
a period of 20—25 minutes, during which he takes his pupils
through a series of structural drills or other exercises supplied
by the textbook, and a period of 20—25 minutes during
which the teacher engages the class in creative exercises
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when they use the target language as a means of communi-
cation. The teacher should bear in mind that pupils lose
all interest in a language that is presented to them by means
of endless repetitions, pattern practices, substitutions, and
so on, and which they cannot use in its main function of
exchange of information through hearing or reading. That
is why, whenever possible, the teacher should make his pupils
aware of the immediate values of his lessons if he hopes to
keep and stimulate their interest in language learning which
is very important in itself. When a pupil is convinced that
learning is vital, he is usually willing to work hard to acquire
a good knowledge of the target language. It is well known
that some pupils see little value in much of their school
work in a foreign language and feel no enthusiasm for their
work at the language. Careful unit planning helps the teacher
to keep pupils’ progress in language learning under constant
control and use teaching aids and teaching materials more
effectively and, in this way, make his classes worthwhile
to all of his pupils.

PLANNING A CLASS-PERIOD

The unit plan completed the teacher may move into plan-
ning a class-period or a daily plan which, in addition to what
has been determined by the unit plan, indicates the ways
the teacher will follow to organize his class to work during
the lesson. Therefore the daily plan includes (1) what should
be achieved during this particular lesson, (2) what material
is used for achieving the objectives, and (3) how the objectives
should be achieved.

Since almost every leacher has several classes of one level
he usually makes preparations for each level although, ideally,
a separate plan is needed for each class because classes pro-
ceed at different speed, thus he must make adaptations in
his plans to compensate for varying speeds of progress in
the classes of the same level.

The teacher should write his daily plans if he strives for
cifective and reasonable use of time allotted to his pupils’
learning a foreign language. However some teachers, including
novice teachers, do not prepare written plans. They claim
that they can teach “off the top of their heads”, and they
really can, but their teaching usually results in poor pupils’
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language skills because in this case we have “teacher-domi-
nated” classes when the teacher works hard during the lesson
while his pupils remain mere “observers” of the procedure.
Indeed, when the teacher is standing in front of pupils he
does not have much time to think how to organize his pupils’
activity. This should be done before the lesson for the teacher
to be able to stimulate and direct pupils’ learning the lan-
guage. We may state that the eifectiveness of pupils’ desired
learning is fully dependent on the tecacher’s preparation for
the lessons. If the teacher is talking, reading, and writing
a great deal himself during the lesson, he is not ready for
it. And vice versa, if the teacher gets his pupils to talk or
read with communicative assignments while he listens, or
to write while he moves about the class, giving a helping
hand to everyone who needs it, he has thoroughly thought
over the plan of the lesson beforehand. Therefore we may
conclude: to provide necessary conditions for pupils’ learning
a foreign language, the teacher should thoroughly plan
their work during the lesson which is possible if he writes
his daily plan in advance.

There are teachers who strictly follow the textbook and
accept plans that others have made for them without any
changing. In doing this they overlook the unique capacities
of their particular classes. They race through the textbook
covering the ground regardless of whether pupils master
each section.

Some experienced teachers assume that the content of
foreign language teaching is constant and as they have worked
for many years they do not need daily plans; they have them
in their minds. In reality, however, the content changes
continuously as well as the methods and techniques of teach-
ing. Moreover, the old plans which are in their minds may
not suit the needs of a particular class, since each group of
pupils is unique, or they may no longer be applicable because
better and more effective teaching aids and teaching mate-
rials have appeared. Consequently, proceeding from these
considerations the teacher needs a daily plan to provide a high
level of language learning of his pupils.

One lesson ‘may require a detailed plan; for another les-
son a briel outline will suffice. In any case, a workabie
form for a daily plan should state the objectives, specify
the activities (oral practice, reading, writing, etc.), include
evaluation techniques, indicate the assignment, and deter-
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mine teaching aids and teaching materials. The plan itself
should (1) be brief, but with sufficient detail to be precise;
(2) assign a definite number of minutes to each activity;
(3) indicate exactly what words, phrases, facts, items are
to be learnt and how; (4) make use of a variety of classroom
activity for every pup11

In the organizalion and conduct of a foreign language
lesson there is always a wide range of possibilities. No two
teachers will treat the same topic in the same way. There
are, however, certain basic principles of teaching and learn-
ing which should be observed:

1. Every lesson should begin with a greeting in the foreign
language and a brief talk between the teacher and the pupils.
Through this conversation the lesson may be motivated.
The conversation may take place between:

Teacher — Class

Teacher — Pupil on duty
Pupil on duty — Class
Two Pupils on duty

The foreign language should be used for all common class-
room activities; the teacher manages the class activities by
oiving directions in the foreign language. He stimulates
pupils’ participation by asking questions, praises and encour-
ages pupils from time to time, and he may also criticize the
behaviour of a pupil or a class.

2. There should be a variety of activities at every lesson,
including pronunciation drill, oral activities, reading, and
writing. The success of activity is measured by attention,
enthusiasm, and involvement on the part of the pupils.

3. The lesson should be conducted at a high speed when
oral drill exercises are performed. Pupils should not stand
up to say a word, a phrase, or a sentence.

4. The lesson should provide a certain sequence in pupils’
assimilating language material and developing habits and
skills from perception, comprehension, and memorizing,
through the usage in a similar situation following a model,
lo the usage of the material received in new situations that
require thinking on the part of the learner.

5. The lesson should provide time for the activity of every
pupil in the class. They must be active participants of the
procedure and not the teacher as is often the case when the
teacher talks more than all the pupils.
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6. The lesson should provide conditions for -pupils to
learn. “Language is a skill so it must be learnt, it cannot
be taught” (M. West). A certain amount of time should be
devoted to seatwork as opposed to activities involving the
class as a whole. During seatwork and other forms of solitary
study pupils learn to learn for themselves. The use of language
laboratories, teaching machines, and programmed instruction
creates necessary conditions for each pupil to learn for him-
self.

7. The work done during the lesson should prepare pupils
for their independent work at home. It is generally accepted
as good practice not to assign exercises that have not been
covered in class; this especially refers to early stages of lan-
guage learning.

8. The lesson should be well equipped with teaching
aids and teaching materials which allow the teacher to create
natural situations for developing pupils’ hearing and speak-
ing skills in a foreign language.

Recommended Literature:

Porosa I'. B. Eme pa3 o6 opranusauuu ypoka. — ,HHocTpauubie
s13bIKH B Koy, 1968, Ne 1,

l'es H. U. Hekotopule Bonpock! TeOPHH YPOKA HHOCTPAHHOTO SI3bIKA., —
wHHOCTpaHHble A3bIKH B wKose®, 1968, Ne 4.

Teacher’s Books and Pupil’s Books for secondary schools.

Questions for Discussion:

1. Planning is a necessary prerequisite for effective teaching. Say
why.
2. Unit planning not only saves the teacher’s time for compiling
daily planning but also makes allowance for developing various skills
within the time allotted to a certain unit. Do you agree? Confirm your
statement.

3. Since classes are diffcrent, daily plans should be adapted to each
particular class. What is your opinion on the subject?

Activities:

1. Examine current foreign language textbooks and say how the
authors plan the teacher’s work at a lesson (unit).

2. Analyse one of the lessons in the Pupil’s Book and determine the
difficulties of the lesson. Compare your analysis with the one given in
the Teacher’s Book.
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Chapter XIII

The Essential Course
in the Secondary School

We distinguish three stages in teaching a foreign language
in schools: junior, intermediate, and senior. Since every stage
has its peculiarities we shall dwell upon each one separately.

Junior stage. This stage involves the 5th and the 6th
forms. Pupils are eleven and twelve years old. They are usually
eager to learn a foreign language. Indeed, the eagerness,
with which pupils volunteer answers to the teacher’s questions
with frantically waving hands leaves little doubt that power-
ful motives are at work, among them the desire to display
language aptitude, and intellectual strength, or simply to
“show off” in front of the teacher and classmates. They want
to speak the language and understand it when spoken. Pupils
like to perform various exercises and the teacher can easily
involve them into various activities during the lesson. The
conditions for language learning are favourable enough:
pupils have four periods a week in the 5th form, and three —
in the 6th form. The class, as a rule, is divided into two groups
of about twenty pupils. Oral language receives the greatest
time and emphasis although at this stage pupils learn heating,
speaking, reading, and writing.

Proceeding from the fourfold aim of foreign language
teaching, namely, hearing, speaking, reading, and writing,
as the syllabus sets, the problem arises what to begin with.

There are two possible solutions:

(1) to begin with teaching all the language skills, i. e.,
oral language (hearing and speaking) and written language
(reading and writing);

(2) to begin with teaching oral language first.

1. When we begin teaching reading, writing, and speak-
ing simultaneously, pupils have to overcome many difficul-
ties in acquiring the language, among them unfamiliar
sounds of the language different from those of the mother
tongue; peculiar intonation, stress, and rhythm; the new
alphabet which includes strange letters, familiar letters
that stand for different sounds; a complicated relationship

e ————————— e

6(1) The contemporary textbooks reflect these two approaches. See
p. 60.
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between letters and sounds, some new concepts fixed or reflected
in words (Russian — wiu Ttyga, uaum cwoona, English — go
there, come here); the peculiar word-order in various types
of sentences and so on and so forth. To provide the necessary
conditions for the assimilation of such a complex thing as
a foreign language in all its activities, the teaching process
is rather slow. First, pupils assimilate the elements, namely,
sounds and letters (how to pronotince this or that sound, how
to put down this or that sound in symbols, how to write this
or that letter, how to write the words the child learns, how
to read words, word groups, sentences, what this or that word
means, what thought is expressed in this or that sentence).
Then they come to “the whole”. The work pupils do is of
analytical character. They learn elements first to get a “whole”.
For instance, pupils learn sounds and letters in their rela-
tionship in order to be able to read a word; they learn words,
their meaning, spelling, pronunciation, grammar forms in
order to be able to use them while reading a sentence, or
writing a sentence, or saying it. They learn how to put the
words together to express this or that thought orally or in
writing, etc. Consequently, the process is from the elements
of the language to speech, and from analysis to synthesis.

The advantage of this approach lies in the fact that pupils
get acquainted with all the language activities (reading,
writing and speaking). The advocates of this approach?!
say that one phase of a language helps the other. Thus writ-
ing helps reading; they both help speaking, and speaking
helps reading. Language is an organic unity, each language
activity is intimately related to every other activity. Lan-
guage learning involves all types of memory: auditory, visual,
and kinesthetic from the very beginning.

There are some disadvantages in this approach, however,
and we must not overlook them. They are the following:
there are too many elements pupils have to assimilate before
they are able to understand sentences pronounced by the teacher
or read by themselves. They have but little idea of the oral
language they study for a long time (at least for a month or
more); many children of eleven soon get tired of the analy-
tical work and lose interest in the language; besides, the
teacher in his attempt to make pupils’ work easier (there

1 See: Mupoaiobos A. A., Paxmarnos H. B. O HeKOTOPBIX MPHHIIHTHAND-
HbIX BOINpPOCAX METOAHKH 06GyueHHs HHOCTPAHHBLIM sI3BIKaM B CpejHeil
wkosae. — ,CoBerckas megaroruka“, 1963, Ne 2.
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is too much for them to memorize) conducts his lessons, as
a rule, in the mother tongue, some elementary commands
(sit down, stand up, and three-five more expressions) are an
exception since teaching reading and writing requires a lot
of time (pupils are slow in doing this, thereby speaking is
neglected, which is, of course, undesirable when the aim is
the command of the language). The most dangerous of all
disadvantages mentioned above is the loss of interest in the
subject and of the desire to learn the language. “No one can
learn what he does not want to study” (P. Hagboldt). This
is especially true when we deal with children.

The significance of interest in learning cannot be overesti-
mated. It is the strongest motive in all our efforts. It con-
centrates our attention, enlivens our impressions, ensures
repetition, and favours a wealth of associations. Some psychol-
ogists even speak of the “law of interest”. According to this
law the most interesting parts of a subject most strongly
resist the tendency to be forgotten.

“No teaching is so poor as that which puts the class to
sleep” (P. Hagboldt). Perfect integration of the various lan-
guage activities is an ideal, and like all ideals, unattainable
but worth striving for.

To minimize the disadvantages the simultaneous teaching
of all language activities possesses, a few introductory les-
sons at a purely oral level are conducted. Besides, of all the
skills preference is given to the development of oral
language in the junior stage, thus pupils are engaged
in an exchange of ideas, however primitive they are from
the very beginning. The linguistic material is presented
orally which is important for developing hearing and speak-
ing skills. The oral-aural competence of the pupil helps him
in reading and writing, the latter in their turn support and
reinforce hearing and speaking. This approach is reflected in the
textbook for the 5th form by S. K. Folomkina and E. I. Kaar.

2. When we begin teaching hearing and speaking first in
the 5th form pupils have to overcome but one difficulty,
namely, they learn first how to speak and understand the
foreign language when it is spoken. Teaching reading and
writing is postponed for a while. In this case there is an oppor-
tunity to concentrate pupils’ attention upon hearing and
speaking. Fortunately, ability in oral language may be devel-
oped before ability in written language. Bearing this in
mind some teachers prefer the following sequence in teaching
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beginners, that is, from oral language to written language;
they conduct the oral introductory course in the 5th form,
and follow the oral approach in teaching a foreign language
afterwards. The advocates of the oral introductory course
in the 5th form believe that it will lead to radical changes
in foreign language teaching in schools (where for many years
the simultaneous teaching of language skills has been prac-
tised) and make the teacher revise the method and tech-
niques he uses. It is practically impossible to make the teacher
deviate from the methods and techniques he is used to, though
they have not proved as effective as they were expected to be.
The use of the oral introductory course changes the methods
and techniques the teacher applies.

The advantages of the oral introductory course in the
oth form are as follows:

1. The oral introductory course allows the children to
get a clear idea of how the language sounds from the very
first steps. The pupils follow a natural sequence in language
assimilation from hearing to speaking and later on to reading
and writing.

2. The oral introductory course stimulates pupils’ inter-
est as they deal with the language in its communicative
function. For children a language is first of all speech. There-
fore when they begin to learn a foreign language, they natu-
rally want to speak it and hear it spoken. We know how
eager the children are to learn a foreign language in the 5th
form when the school year begins, and how disappointed they
become when it appears to be not what they have expected.
The oral introductory course permits the teacher to instruct
pupils in comprehension of elementary commands, requests,
statements, and questions from the very beginning, on the
one hand, and in saying something in a foreign language,
on the other.

3. Pronunciation in teaching a modern language is known
to be the most important skill to be developed when instruct-
ing beginners. In the oral introductory course much atten-
tion is given to teaching pronunciation. The imitative abil-
ities of children are great enough to be relied upon in teaching
pronunciation successfully. Besides, during the oral course
hearing and speaking are in focus, therefore children have
plenty of oral practice. Hearing and speaking improve their
pronunciation.

4. At present much attention is given to finding ways
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of more effective teaching. The effectiveness depends to a great
extent on how well “feed-back” (from the pupil to the teacher)
is established, that is, whether a response irom the pupil
is elicited. If the pupil’s response indicates he has accurately
received and recorded the previous information the next
increment of information is .presented. If the pupil’s re-
sponse is of low fidelity or accuracy — it is slow, inaccurate,
fumbling, etc., — corrective information is provided. In oral
language there is a constant communication between the
teacher and the pupil. Therefore the feedback is permanent.

5. The oral introductory course provides an efficient
activization of teaching from the very beginning. During
the lesson pupils should be active. They must listen to what
the teacher and their classmates say. Their memory, thinking,
visual, auditory, and kinesthetic analysers are at work.
That is why many teachers turned to the oral introductory
course in the 5th form to gain better results in foreign lan-
guage teaching. To meet the requirements of the teachers
a new textbook for the pupils of the 5th form has been com-
piled. This is the textbook by A. P. Starkov, R. R. Dixon
which is now in use.

When teaching the pupils orally the method used is the
aural-oral meth o d. The teacher must strive towards
establishing direct connection between words, sentences
in the foreign language and the concepts and thoughts they
convey. However, this does not mean the teacher cannot
use the mother tongue during the lesson. He uses it for con-
veying the meaning of some words, structures, and for those
explanations and commentaries which provide the necessary
comprehension of the language material. For example, the
teacher presents a sentence pattern: This is a desk (the trans-
lation may be given). In this sentence there are two sounds
the pronunciation of which should be shown [d], [d]. The rest
are assimilated through imitation.

The mother tongue, however, should not be an essential
link between the foreign language and the thoughts it ex-
presses. The mother tongue should only be utilized when it can
help to ensure necessary comprehension. The extensive use
of the mother tongue, translation in particular, however,
deprives the oral introductory course of its sense and value.
The principle of visualization is of great importance in teach-
ing beginners. Audio “visualization” is provided when the
pupil listens to the teacher’s and the classmates’ speech.
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For example, the teacher presents a new word. The word
is a chair.

Teacher: This is a chair ... a chair...
Is this a chair? Yes, it is.
Is this a table? No, it is not. It’s a chair,
Is this a chair or a table?
This is a chair.
What is this?
[t’s a chair.

Pupils listen to the teacher. They retain the new word
not only as a whole but as an element of familiar structures.
After that the teacher asks the pupils to repeat the word
a chair in chorus, then individually, then in sentences. The
new word must be heard and pronounced at least 30 — 50 times.
The teacher’s speech should be of a normal speed, and he
must not repeat the same sentence or question several times.
The slow uttering of the question is not desirable, because
the pupils get time for inner translation and they are not
prepared for hearing and comprehension of the foreign lan-
guage. Objects, pictures, gestures should be extensively
used at all points of the lesson. The assimilation of language
material on the part of pupils depends on their activity during
the lesson. :

Pupils memorize the language material in a form suit-
able for communication provided they hear and reproduce
it again and again. New habits can be formed only by many
repetitions. When conducting the oral course individual
work is carried on. Work in pairs should be used, too.

During the oral introductory course the teacher uses
sentence patterns as units of instruction. He starts working
at a sentence pattern and then attracts his pupils’ attention
to the elements this particular sentence pattern involves;
for example, the sound is given in a sentence, the pattern is
given in a situation. No analysis is used. Later on when
reading and writing are introduced, some analysis and gen-
eralization may take place.

The duration of the course is one of the problems that is
not solved yet. It depends on many factors, such as:

1. Number of pupils in the class. In overcrowded classes
the oral introductory course should be shorter than in small
classes of 10—15 pupils because the teacher cannot give
due attention to every pupil and ensure oral practice for
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everyone. The consequence of this is that some pupils cannot
assimilate words, phrases and sentence patterns which they
grasp only by ear. They need printed matter to be able to
see all this. Reading and writing are helpful since auditory
perception is reinforced by visual perception.

2. Pupils’ aptitude. There are pupils who can grasp words,
phrases and sentence patterns in a foreign language by ear
without any diificulty, and they can use them easily in
conversations due to good imitative abilities. There is no
need for reading and writing to reinforce the pupils’ audi-
tory perception. If the class consists of such pupils, the oral
introductory course may be longer than in ordinary classes.

3. The teacher’s qualifications. The oral method of teach-
ing a foreign language requires qualified teachers who have
good command of the language they teach, who can manage
the class, who can work with audio-visual aids and mate-
rials when presenting and consolidating linguistic material
and who can use modern methods and teaching techniques
in order to stimulate pupils’ activities in listening com-
prehension and speaking. The more experienced the teacher
is in this respect, the longer he is able to teach pupils hearing
and speaking without turning to reading and writing for
the reinforcement of his pupils’ auditory perception. How-
ever, to meet modern requirements in teaching foreign lan-
guages in our schools, and to be considered “the oral intro-
ductory course” it must not be shorter than 4 weeks (16 peri-
ods). In the textbook by A. P. Starkov, Z. V. Starkova the
oral introductory course goes on for a term (the first two
months).

The oral introductory course allows the teacher: (1) ‘to
develop pronunciation habits and skills both in articulation
and intonation since pupils are taught spoken language only;
the teacher can give his full attention to teaching correct
pronunciation by saying each sentence very carefully and
quietly, by asking the pupils to say it correctly following
the pattern, by listening intently to detect faults in the pro-
nunciation of his pupils so as to help each pupil in his effort
to pronounce as close to the pattern as possible; (2) to intro-
duce the material necessary for conducting lessons in Eng-
lish, namely, greetings, requests, orders, names of school
objects and actions, words and expressions which are neces-
sary for commenting, for instance, good, very good, better,
but not good enough, wrong, right this time; (3) to create the
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situations in which pupils may speak about themselves and
their friends, about objects and things they can see and
use in the classroom, and so on.

The oral introductory course is designed for developing
pupils’ skills in hearing and speaking before they are taught
to read and write in the target language. This makes the
learning of the language easier. Teachers who want to fol-
low this approach in teaching English should select the text-
book for the 5th form by A. P. Starkov, R. R. Dixon. In the
Teacher’s Book they will find all necessary directions as to
how to teach children during the oral introductory course.
When pupils have acquired habits and skills in listening
comprehension and speaking during the oral introductory
course, the oral approach is suggested in teaching the foreign
language.

Oral approach. The Russian for the oral approach is
yctHasi ocHoBa oOyuenus. This means that the learner receives
his initial contact with the material through the ear. The oral
approach centres attention fundamentally upon learning
a language as a set of symbols to be spoken and understood
when heard. The oral approach is a name primarily for an
end to be attained in the first stage of language learning,

e., the building up of a set of habits for the oral produc-
tion of a language and for the receptive understanding of the
language when it is spoken.

The oral approach allows the teacher:

(1) to centre attention on teaching the pupils how to
pronounce correctly the language material they assimilate;

(2) to have plenty of time for hearing, repetition, and
reproduction since all the work is done orally;

(3) to train pupils in assimilating the material through
the ear and, in this way, not to become eye-learners;

(4) to arouse pupils’ interest in learning as they deal
with the language as a means of communication;

(9) to provide the natural sequence in language as-
similation: hearing, speaking, reading, writing.

Pupils are taught a foreign language through hearing
and speaking it. At every lesson they enrich their knowledge
of vocabulary and grammar, and therefore they can under-
stand and say more and more. Pupils develop their reading
and writing skills first within the material assimilated orally.

When the teacher is to use the oral approach the follow-
ing procedure should be adopted.
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The objective is: to teach pupils to understand and use
a grammar item in speech. The grammar item should pass
through the following stages to be grasped and retained
by pupils.

1. Listening comprehension.

2. Listening repetition in imitation of the teacher.

3. Numerous repetitions of the sentence patterns; the
words being changed.

4. Transformations.

5. The usage of the grammar item in various situations.

For example, the grammar item is “The Future Indefi-
nite”. :

1. The teacher selects the situations suitable for pre-
senting the grammar item. He may use a real situation.
Imagine the class decided to go on a hike.

T eacher: Next Sunday (he points to the calendar)
we shall go on a hike. We shall get up at 5 o’clock (he
looks at his watch). We shall take everything we need
for the hike. We shall leave at 7 o’clock. We shall have

a good time, we are sure. We shall be back at 10.

Pupils listen to the teacher trying to understand what
he says. Now and then the teacher may repeat a sentence or
ask one of the pupils (the slowest one) to translate what
he has said. After he has finished, he says it again.

2. Pupils repeat the sentences in imitation of the teacher.

Attention is given to the intonation. Pupils may repeat
the sentences both individually and in unison.

3. The teacher arranges a talk.

Teacher: Tomorrow I shall go to the library,
and what about you, Mike?

Mike: Tomorrow 1 shall go to the cinema,
and what about you, Lena?

Lena: Tomorrow I shall go to school, and
what about you, Sasha?

Sash a: [ shall read a book, and you, Pete?

Pete: [ shall not read a book. I shall watch
TV and what about you, Ann?

Ann: "~ 1 shall not watch TV. I shall do my

lessons, and you Andrew?
Andrew: I shall listen to music, etc.
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4. Then the teacher suggests that the pupils should change
the person in the sentences following the model.

Teacher: We shall go on a hike. (He points to
the children playing in the yard.)

Pupily: They will stay in town. (The feacher
points to Pete.)

Pupily 1shall play chess. (He points to Mike.)

Pupilsg He will watch TV, etc.

The pupil asks for confirmation.

Teacher: Dan will help us.

Pupily;: Will he help us?

Teacher: Ann will be on duty tomorrow.
Pupily,: Will Ann be on duty tomorrow? etc.

5. The teacher gives a pattern dialogue. He may use
a tape-recording and a picture:

— Will you help me, John?
— What shall I do, father?

— Will you polish the floor?
— With pleasure.

Or:

— What will you do tonight?
— I think I shall do my lessons first, then I shall
go to see my firiend or I shall watch TV.

The work results in assimilating the Future Indefinite,
and more than that, in reviewing a great number of words
and phrases.

If the objective is to teach pupils to understand and use
in speech 6—8 words a similar procedure should be adopted:

1. Listening and comprehension.

2. Listening and repeating the word over and over.

3. Listening and repeating the word in diiferent word
combinations.

4. Using the word in various sentence patterns.

5. Using the word in the act of communication.

1. The teacher selects situations for presenting the new
words. He selects a method for conveying the meaning of
each word. For example, the word is dance. 1t is not difficult
to find pictures with dancing people in it. So the direct method
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may be applied. The teacher says a number of sentences with
the word dance in the situations selected for the purpose.

2. Pupils pronounce the word in different forms (dance,
dances, is dancing, are dancing, danced) in imitation of the
teacher. Pupils are taught to pronounce it correctly as “a
whole” (a unit).

3. They pronounce word combinations: dance well, dance
badly, dance at the party, dance in the hall, dance with some-
body.

4. Pupils use the word in different sentence patterns:
The girl (in the picture) can dance well. The people are dancing
in the hall. We shall dance at the party, etc.

5. The teacher arranges a talk (Teacher — Pupil, Pupil —
Pupil).

— Can you dance?

— Do you like to dance?

— Who can dance well in our class?
— Who will dance at the party? etc.

The oral approach in teaching the language material forces
the teacher to plan his work carefully. It provides a systematic
revision of vocabulary and grammar. Indeed, pupils, as-
similate a grammar item through the revision of words and
phrases they need to use this particular grammar item. Pupils
assimilate new words in different sentence patterns, there-
fore, they review grammar while learning the words.

Various exercises may be suggested which pupils are to
perform to retain grammar and vocabulary, among them:

— Make statements following the model.

— Answer the questions. (Various types of questions are
asked — general, alternative, and special.) The teacher asks
a question, e. g., What will you do after classes? Many pupils
answer this question.

— Ask questions.

T e acher:Ishall read a book. Ask me questions to get
more information.

Pupil:  Will you read a Russian book?

Pupilyy  Will you read an English book?

Pupily;:  Will youread it at home or in the library?

Pupil;:  When will you read the book? etc.

— Make up a dialogue.
— Speak about a picture, a situation, a topic suggested.
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Various audio-visual aids should be used. After pupils
perform various oral exercises and use the material in speech
for 1—2 lessons they read the text in which the grammar item
or the words they have assimilated orally occur. They also
perform various written exercises.

The relationship of oral language and written language
in the junior stage must be approximately 3 : 1 , that is, oral
language receives the greatest time and emphasis in pupils’
activity.

Reading is developed on the basis of the material assimi-
lated orally. However, the teacher should bear in mind that
oral-aural competence does not automatically create reading
ability. It only helps pupils to acquire this skill. Among the
exercises designed for developing reading, graphemic-phone-
mic and structural-information exercises should prevail.
Pupils are encouraged to read a text for thorough comprehen-
sion and not for translation since the aim is to acquire profi-
ciency in reading and not in translating (see Chapter IX).

Writing is developed on the material pup1ls can use in
speaking and reading. In this stage writing is a means of
teaching since it helps pupils in fixing words, phrases or- sen-
tence patterns in their memory. The leading type of written
work at this stage is copying, though dictations and elemen-
tary compositions are available (see Chapter XI).

In the junior stage the role of the teacher is great: he
presents the language material, stimulates and directs pupils’
correct usage of the material presented. However it does not
mean that his activity should “dominate” during the lesson.
On the contrary, care should be taken to increase pupil-
practice time. Special investigations have shown that teachers
are often too active during the lesson. Sometimes the teacher’s
activity takes 75 per cent of the lesson time and 25 per cent
is left for the class. In this case we cannot expect much learn-
ing on the part of the pupil. Indeed 45 min. = 2700 sec. The
{eacher is talking (and doing something else, reading, for in-
stance) 30 min. or 1800 sec. Thus 900 sec. are left for the class.
[f there are 20 pupils in the class, each child has 45 sec. at
his disposal. Which is not so much for learning the lan-
guage.

Of course in the initial lessons we cannot minimize the
teacher’s participation in this bilateral process, and 1: 1
may be considered a reasonable relationship. The teacher
manages the class activities by giving directions; he shows
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the pupils how to pronounce something, or what and how to
say in this or that situation, he presents new words and gram-
mar items by giving vivid examples and using audio-visual
materials; he guides the class by pointing out his pupils’
errors; he praises good work and encourages the class to further
periect their habits and skills; he evaluates the work of the
class. All this requires time, and if we take into consideration
that pupils are slow in grasping much of what the teacher
says and he is sometimes forced to repeat what he utters a
second time to be understood by the pupils, the time utilized
by the teacher is not wasted and the ratio fifty-fifty is justi-
fied. However the relationship should be gradually changed
in favour of pupils, for every child to be able to have practice
in speaking, reading, and writing. Thorough unit and daily
planning can ensure rational distribution of time during the
lesson between the teacher and the class so that favourable
conditions may be created for the pupils’ learning a foreign
language.

Given below is a general outline of a daily lesson for the
5th form during the oral introductory course with its inter-
pretation.

1. The beginning of the lesson 2—3 min.

2. Pronunciation drill 8—10 min.

3. Oral practice 30—35 min.

4. Homework 1—2 min.

The beginning of the lesson is used by the teacher for
greeting the class and getting everyone ready for the lesson,
for telling his pupils what they will learn and how that will
be achieved. The latter is said in the pupils’ mother tongue
because the class is not prepared for understanding the foreign
language.

Pronunciation drill enables the teacher to concentrate
pupils’ attention on sounds, sound combinations, rhythm, and
melody. The teacher usually utilizes the material already
covered to get the pupils to practise in producing sounds,
words with these sounds, phrases and sentences correctly by
asking fthe class to pronounce all this in unison and individ-
ually. Since learning to pronounce properly in the target
language is the most important objective for beginners during
the oral introductory course, eight-ten minutes’ drill is need-
ed to achieve necessary pronunciation habits. To help pupils
to acquire these habits the teacher either conducts pronuncia-
tion drill himself or uses audio-visual materials so that pupils
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can watch how to produce sounds, words, phrases and sen-
tences, i. e., how wide or narrow the teacher opens his mouth,
whether the voice goes up (the teacher moves his hand up)
or it falls (the teacher moves his hand down).

If the pupils find difficulties, they can get some further
help by listening to the teacher’s explanation and watching
how to produce this or that sound, word, etc. When the teacher
has only an audio means, for instance, a tape-recording or a
record, he uses this to support his efforts in teaching pronun-
ciation.

Since pronunciation in the English language differs greatly
from that of the Russian language, the teacher should not
hurry and should do his best to help each pupil to make prog-
ress in discriminating and producing English sounds to be
able to aud and speak this language. As there are 18—20
pupils in the group and each needs special attention on the
part of the teacher, eight-ten minutes should be devoted to
pronunciation drill.

Oral practice implies the revision of the material covered
and the presentation and assimilation of some new linguistic
material for further developing pupils’ hearing and speaking
activities. This is the core of each lesson providing the theme
or topic as well as the new vocabulary and structure. They
are all woven into natural English whether in simple questions
and answers, dialogue or monologue. Thus within this part of
the lesson we can easily distinguish:

Revision. Pupils perform exercises which make
communication possible, however elementary the level of such
communication may be. Their speech is stimulated by the
teacher’s commands and requests, objects and pictures. The
work is done mainly individually and in pairs.

Presentation of new words and new sounds (if
there are any) and sentence patterns. The teacher uses direct
and translation methods by choice. Pupils perform drill
exercises: repetition, substitution, extension, etc. Audio-
visual aids and various visual materials are used as stimuli.
The work is done in unison and individually for all the pupils
to be able to pronounce new words and sentences presented
as many times as possible.

Assimilation. Pupils perform speech exercises
within the new and old material. The teacher creates favour-
able conditions for the pupils to use the material presented
in speech, both in dialogue and monologue using classroom
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situations and other stimuli for the purpose. Oral practice
takes 30—35 minutes.

Homework during the oral introductory course or the pre-
reading phase may include: drawing objects whose names the
pupil has learnt and giving them names; simple siructural
drill; contrastive phonology drills; learning the rhyme at
which the class has worked during the lesson by heart; practis-
ing a dialogue they have learnt in class. It is desirable that
the pupil should have a model to be able to compare his pro-
nunciation with the one given; non-controlled practice might
bring about the learning of incorrect forms, structures and
pronunciation. The practice records that accompany the text-
book are a common source of model pronunciation. To save
the quality of the record which usually inclines to scratches,
it is recommended that the text should be re-recorded on a
tape. A language laboratory may be used as a homework centre
to which pupils may come during free hours to do their home-
work. Of course pupils need to be taught how to work with
this kind of home study material. The content of homework
during the oral introductory course will depend on the length of
the latter. If it is short, for instance two-four weeks, then
pupils need not be given any homework, at least no homework
which requires the use of audio materials. If it lasts for a term
pupils should have some homework, otherwise the lack of
conventional homework may establish negative attitude to
the subject on the part of both pupils and parents; they may
classify it as something that is not serious. In any case, the
teacher informs his pupils, and, if necessary, their parents,
what will be done in class and how to practise effectively at
home.

During the oral introductory course some preparatory work
in reading begins. Pupils may be taught to discriminate Eng-
lish letters.

The teacher shows a letter, for example, P and says it
stands for [p]. He invites pupils to name the words in which
they hear this sound. Pupils recollect the words: pen, pencil,
picture, and so on. 2—3 minutes may be devoted to this work
during the lesson, beginning with the middle of the course.

Possessing an outline for a daily lesson the teacher fills
it in with concrete material. Here is one of the possible ways
to write a daily plan. In may look like this:

L evel: bth form. September 18

Objectives: 1. To teach pupils the sound ... and to
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understand the use of the words ... in the sentence patterns

2. To develop hearing and speaking skills on the material
covered.

1. The beginning of the lesson. (2 min).
Greeting.
Classroom expressions.

2. Pronunciation drill. (8 min.)

Use oo v i e
Have every pupil pronounce in chorus and individually

3. Oral practice. (30—35 min.)

Review:

— Ask questions for every one to answer.

— Use objects (movements) and pictures of ...

— Have pupils make statements about the objects shown.

— Require pupils to ask and answer questions: T — class;
P — class; P — P (work in pairs). (10 min).

— Present the words ... . Introduce the sound ... . Use
the direct method for conveying the meaning of ...
and translation for ... . Have pupils listen to the sen-
tences ..., repeat them in unison and individually.
(10 min).

Develop pupils’ skills:

— In hearing. Each child receives a picture (or an object).
I say sentences ... for them to recognize the one which
relates to the object each has. Then they change the
pictures and listen to the speaker from the tape-
recorder.

— In speaking. Each speaks about the picture he has
following the model. (14 min.)

4. Homework. (1 min.)
Draw ... and practise saying ... .

A general outline for a daily plan for the junior s‘age
when pupils learn hearing, speaking, reading, and writing
may look like this:

1. The beginning of the lesson 3—5 min.

2. Pronunciation drill 3—5 min.

3. Oral practice 15—20 min.
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4. Reading 7—12 min.

5. Writing 3—8 min.

6. Homework 1 min.

The beginning of the lesson is used not only for the pupils
to get ready for the lesson, but also for “iree talk”, of course
within their ability to understand the language spoken and
to speak it.

Pronunciation drill remains one of the main points of the
lesson. Pupils are trained to pronounce sounds, phrases,
sentences, rhymes. For example, cat, map, cap, in the garden,
on the skating-rink. Don’t go home alone.

Father, mother, sister, brother
Hand in hand with one another.

Pupils listen either to the teacher, or to the tape-recording
or the record. They repeat the words, phrases and sentences
in imitation of the teacher or the speaker individually and
in chorus. Special attention is given to individuals. The
teacher corrects mistakes, if there are any. Songs and poems
may serve as material for pronunciation drill at this stage.
If the teacher uses a song or a poem he explains briefly to
the pupils in Russian what the song or the poem is about.

The teacher plays or sings the entire song once while the
pupils listen. He reads or recites the poem to the class.

The teacher drills the lines to be taught. The lines are
broken up into phrases and pronounced by the teacher in the
rhythm in which they are to be sung or recited. The pupils
repeat first in chorus and then individually. The teacher and
pupils sing the song or recite the poem softly at first.

The teacher divides the class into groups and has each
group sing or recite separately. Errors are immediately cor-
rected.

Then the teacher calls on individuals to come up in front
of the class to recite for the class or to sing; the latter can be
suggested to volunteers only.

Pupils develop their hearing and speaking skills:

— when assimilating new words, phrases, and sentence
patterns presented in performing drill and creative exercises
(this is the case when oral language is used as a means of
learning the language (see “Teaching Vocabulary” and “Tea-
ching Grammar”);

— when hearing and speaking in the English language in
connection with the situations suggested (this is the case
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when the target language is used as a means of communica-
tion). The materials used for the purpose are: sentence pat-
terns and words for substitution, pattern dialogues, pattern
utterances related to the situations in which pupils can use
them.

Pupils develop their reading skills:

— when reading aloud;

— when reading silently.

The materials used for the purpose are: exercises mostly
with flash cards and texts in the textbooks, and supplemen-
tary readers (see “Teaching Reading”).

Pupils develop their writing skills when assimilating the
English graphic system (see “Writing”) and performing vari-
ous written exercises.

Homework should include reading, writing, and speaking
and require approximately 20 minutes a day. Pupils need to
be shown how to work at home. They should be cautioned
against translation and be encouraged to read the text aloud,
grouping the words in sense-groups; to read for meaning and
sequence of ideas; to answer the questions given before or
after the text; to compose questions on the text, and so on.
Pupils should know that when copying words, phrases or
scntences they should first read them aloud, look at them
attentively and then write a whole word, a whole phrase, or
a whote sentence. This will help them in learning the words
and structures and in mastering English spelling.

Here is one of the possible approaches to compiling a
daily plan.

Level: 6th form. Date ...
Objectives: 1. .........

2. i

S TR

1. The beginning of the lesson. (3—5 min.)
A. Greeting.
B. A short talk with a pupil on duty.
C. A “Iree talk” about ...
(The subject of “free talk” changes with the growth of
vocabulary and grammar.)

2. Pronunciation drill. (3—5 min.)
Material: sounds .........
words .........
word combinations .........
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senlences .........
a rhyme (proverb, saying) .........
a poem .........
(The choice depends on the content of the lesson.)
Source: teacher, tape-recorder or record-player.
(The choice depends on the material and conditions.)
Activities: listening to the pattern, repeating it in
unison and individually until adequate pronuncia-
tion is attained.

3. Oral practice. (15—20 min.)

VersionA

Objective: To teach pupils the words ... (or
the grammar item ...) so that they can use them in speak-
ing on sentence level.

Present the words ... in the following sentence pat-
terns ... .

Use pictures ..., objects ..., real situations for
conveying the meaning of ..., and translation for ... .

Activities. Pupils periorm the following exer-
cises with the words presented:

(1) listen to the words, word combinations, and sen-
tences and repeat them in chorus and individually;

(2) compose word combinations with the following
old words ... .

(3) Answer the questions:

— Yes — No .....
— Special: What ... Where ... When ... etc.?
— Alternative ... or ... ?

(4) Ask questions with the new words.

(5) Make statements using the new words.

Use the pictures, objects and real situations utilized
for presenting the material, and add some new ones ...

VersionB

Objective: To teach pupils to use the words
presented at the previous lesson on utterance level.

Activities. Pupils go through the following
exercises:

(1) review the words by listening to the word combi-
nations and sentences in which they occurred.

(2) make stateménts on the new pictures and objects
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(3) combine the following two sentences into one ...

(4) say three-four sentences about the object (picture)
.[.J'se pictures, objects, real situations and tape-record-
ing. Every pupil participates in oral practice.

VersionC

Objective: To develop hearing and speaking
skills on speech level on the material covered.

Activities. Pupils

(1) say several sentences about the object every pupil
has chosen and prepared at home (check five-seven indi-
viduals on their ability to speak about the object);

(2) aud story “...” from the record and answer the
questions;

(3) aud it a second time and retell the story (pupils
retell the story in a chain-like way first, and then two
pupils give a summary of the story).

4. Reading. (7—12 min.)
VersionA

Objectives: 1. To check five or six individuals
on their ability to read aloud (control reading. Text

2. To teach pupils silent reading on text “...”.

Activities. Pupils

(1) look through text “...” read at home;

(2) read this text aloud (call on 5—6 pupils in turn
to read the text, the class follows their reading and cor-
rects mistakes if any);

(3) read text “...” silently to be able to answer before-
questions (explain what they should do and how to work
at the text to understand it);

(4) answer the questions.

VersionB

Objective: To teach pupils to read the words
..... (they have assimilated orally), sentences (in which
they occur) and text “...” aloud.

Activities. Pupils

(1) read the words aloud from flash cards (or from
the textbook);



(2) read word combinations and sentences first silent-
ly, then aloud, ex. ..., p. ...;

(3) read text “...” first silently, then aloud (give
pupils time for looking through the reading material
before they start reading aloud. Then they pass through
diagnostic and instructive reading. Use the record for
instructive reading. Pupils listen to the text with their
books open and read it in a low voice. Then partially
choral and individual reading follows).

5. Writing. (3—8 min.)
VersionA

Activity. Pupils write down the answers to the
questions on the text.

VersionB

Activity. Pupils copy out topical sentences
from the text they read silently.

VersionC

Objective: To teach pupils to write the words
... (assimilated orally).

Activity. Pupils copy the words and sentences
from the blackboard. Ask pupils to spell the words ...
and recollect other words which have similar and dif-
ferent spelling (chair — air, write — right).

VersionD
Objective To check pupils’ ability to write

the words ... .
Activity. Pupils write a dictation. (Dictate the
text from Teacher’s Guide, p. ... .)

6. Homework (1 min.). Read ...;
wrife ex. ...;
compose 3—4 sentences about ....

N ote: The content of homework depends fully on the work done
in the classroom.

Intermediate stage. This stage includes the 7th and
the 8th forms. Pupils are thirteen and fourteen years old.
They already have some experience in learning a foreign lan-
guage. If pupils have had good achievements in language
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learning, they are usually interested in the subject and work
willingly both in class and at home. If their proficiency in
hearing, speaking, reading, and writing is poor they begin
to lose interest in the foreign language. Their desire to learn
depends fully on the teacher’s ability to involve each pupil
in language activities during the lesson by asking questions
which require thinking on the part of the learners, by pre-
senting new facts that may be interesting to pupils, by stimu-
lating their hearing and speaking with audio-visual materials
which should not be too childish in form and content since
pupils at this age think they are nearer to grown-ups than
to children, and sometimes feel insulted when the teacher
“dares” to use pictures or techniques he has used in the junior
stage. In other words, they want to be treated as adults.

Pupils give preference to those exercises which require
thinking on their part, therefore, the teacher should change
the relationship between drill and creative exercises in favour
of the latter. Since learning a foreign language requires drill,
this must be provided through seatwork when each pupil
learns for himself. The teacher’s chief concern is to supply
pupils with exercises, explain what and how they have to
do these, provide time for solitary work, think of the proper
techniques for checking and evaluating their work. At this
stage most of the drill exercises can be done through mass
work and work in pairs. The teacher wanders around the room
while the pupils are involved in seatwork. As to creative
exercises, they are to be performed under the direction of the
teacher. To do an assignment pupils need a period of time for
thinking after the task is set so the teacher must provide the
necessary time.

Praising good work and encouragement are desirable
since these stimulate the pupil’s language activity and his
desire to learn, whereas critisizing, constant interruptions
for corrections, demands for repetition irritate pupils and
make them dislike the subject.

In this stage pupils have three periods a week in the 7th
form, and two in the 8th form. However they may have two
more periods as an optional subject. The time allotted to
learning a foreign language, including pupils’ homework,
should be evenly distributed between oral language and writ-
ten language, and be in the ratio of 1: 1. This means that
half the time is spent on learning to speak, whereas the other
half on learning to read and write in a foreign language.
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Oral language is used both as a method of instruction and
a means of communication as in the junior stage. As far as
the material for developing auding and speaking is concerned,
pattern dialogues, texts, and study guides should be more
widely used. Moreover, oral exercises must be more communi-
cative, therefore the teacher should seek ways for creating
real, or close-to-real situations. When hearing is taught
care must be taken that comprehension drills do not become
exercises of memory and recall, except in cases when pupils
have to memorize the material which is drilled.

The topical arrangement of linguistic material allows
the teacher to extend the use of audio-visual aids and audio-
visual materials including educational films. The teacher
also turns to pupils’ experience, and he may use it as a start-
ing point for discussion. It has been proved that pupils lose
their interest in a language that is presented to them by means
of endless repetitions, pattern practices, various substitutions.
Consequently, in the intermediate stage speech exercises
should prevail. Pupils want to use the target language as a
means of intercourse. The teacher should do his best to create
the necessary conditions for their conversations. At this stage
both forms of speech — dialogue and monologue — are
developed with preference to unprepared speech.

In the intermediate stage reading becomes more impor-
tant in language learning. The teacher develops pupils’ skills
and habits in oral reading. Individual and reading in chorus
following the pattern should be used. Among the special exer-
cises designed to teach reading, structural-information and
semantic-communicative exercises should prevail. Much atten-
tion should be given to the development of pupils’ skills in
silent reading both during the class period and at home.
Pupils should be taught to read texts containing various dif-
ficulties. The teacher instructs them how to work at the text,
how to consult the vocabulary list at the end of the textbook
and the dictionary, how to use explanatory notes to
the text.

Writing is used both as a means of learning vocabulary
and grammar and as a means of testing pupils’ achievements
in language learning. In this stage writing plays a great role
in language learning; pupils perform many exercises in writ-
ten form, including those which develop their skills in arrang-
ing and rearranging the material in their own way. Written
exercises should be done mainly at home.
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Much attention should be given to pupils’ independent
work in the classroom and at home because pupils, who have
only 2—3 periods a week, can achieve proficiency in the
target language if they work hard during seatwork and
homework when every pupil learns for himself, and if they
take an active part in the work which is done in class under
the guidance of the teacher.

Homework is an important ingredient of pupils’ language
learning. It may include drill exercises designed for retention
of new vocabulary and grammar performed orally or in writ-
ten form; practice and learning of a dialogue or a story; oral
composition based on vocabulary and structures acquired;
reading aloud a paragraph, a few paragraphs or a short text;
silent reading for obtaining information through various
assignments accompanying the text; reading a new text;
consulting a dictionary and so on. The amount of time neces-
sary for homework should not exceed twenty-five minutes

each day.

‘ Proceeding from these considerations the teacher can
succeed in achieving good results in pupils’ learning the lan-
guage if he thoroughly plans their behaviour in the classroom,
how he and his pupils interact. A class should be “pupil
dominated”, that is, most of the time pupils speak and perform
other language activities, thereby getting the lion’s share of
the lesson time for practice in the target language.

In compiling a unit and a daily plan the teacher follows
the recommendations given in the Teacher’s Book and takes
into account the concrete conditions he has in the classroom.

Here is a general outline for a daily lesson (the 7—8th
forms)s

The beginning of the lesson 1—2 min.
Pronunciation drill 3—5 min.

Oral practice 15 min.

Reading 12—18 min.

Writing 4—10 min.

Homework 1—2 min.

At the beginning of the lesson the teacher sets the class
to work. He has a short conversation with a pupil on duty,
and announces the objectives of the lesson in the foreign
language. (It is obvious that by this time pupils should under-
stand the objectives said in the target language.)

Since teaching pronunciation should take place at every
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stage, pronunciation drill is still one of the important points
of the lesson. The material suggested for the purpose may be:
words, mainly polysyllabic words, phrases, sentences, and
songs. It is desirable that a tape-recorder or a record player
should be utilized to provide pupils with some adequate model
of speech. Through hearing authentic models and guided pro-
nunciation work pupils impove their habits from lesson to
lesson. Songs and poems are especially useful at this stage.
In conducting pronunciation drill the teacher starts with
words and proceeds to sentences in the following sequence:
listening — comprehension — full choral repetition — indi-
vidual repetition. Three to five minutes should be spent on
pronunciation drill.

Oral practice is one of the essential points of the lesson.
It implies presentation of the linguistic material (the oral
approach to teaching vocabulary and grammar structures)
and its retention in pupils’ memory through performing
various exercises; the development of pupils’ habits and skills
in using the material presented alongside of that already cov-
ered in guided dialogues and monologues; the development
of prepared and unprepared speech on situations simple,
unexpected and amusing, to keep the class lively and enter-
tained. The teacher determines the objective and calculates
the amount of time necessary to achieve it bearing in mind
that he cannot afford more than fifteen to twenty minutes
during the lesson, since there are other language skills that
should be developed under his supervision.

" Reading is another essential part of the lesson. The teacher

should select the type of exercises in reading for each partic-
ular lesson, and decide whether he will give his pupils oral
reading or silent reading for getting information from the
text which can be achieved either through developing their
skills in guessing the meaning of new words in the text or
by using a dictionary (the 8th form).

Reading and speaking may be connected if the text pupils
read is suitable for discussion or can serve as a subject for
conversation.

Writing in the classroom at this stage may be used for
fixing the vocabulary and grammar in the form available for
their further usage by the pupils; for testing the pupil’s
mastery of the material covered; as a servant in the pupil’s
work at a text (the pupil finds topic sentences and copies
them out; compiles a plan of the story, shortens the text by
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excluding details and thus achieves better comprehension); to
help the pupil with a conversation topic (the pupil puts down
the words, phrases and sentences he needs to speak on the
topic, or composes an outline of his speech). The teacher
selects the type of writing proceeding from the objectives
of the particular class-period. Eight to ten minutes of the
class-period may be devoted to writing under the teacher’s
direction. But the use of classroom time for writing must
be justified; pupils should not copy from the textbook or do
exercises which can easily be done at home.

Homework, as a rule, should include the assignments
which promote further development of habits and skills pupils
have acquired during the lesson.

Here is one of the possible ways to represent a daily plan
in the intermediate stage proceeding from the outline given
above.

L evel: 8h form. Date: ...
Objectives: 1. ..
2. e
3. ...
1. The beginning of the lesson. (1—2 min.)
Greeting.

A pupil’s on duty report.

2. Pronunciation drill. (3—5 min.)
Words ...
Word combinations ...
Sentences ...
Song “...”

3. Oral practice.
VersionA

Objective: To teach pupils the grammar item
... so that they can use it in hearing and speaking in short
dialogues.

Present ... in the following sentences ... .

Use real situations for conveying the meaning and the
usage of ... and pattern dialogue ... ... from the record
(tape).

Activities. Pupils

(1) listen to the sentences with the new grammar
item and relate them to the situations in which they
are utilized;
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(2) repeat the sentences following the model pronun-
ciation (full choral repetition and individual repetition);

(3) listen to the pattern dialogue;

(4) reproduce the pattern dialogue in imitation of
the speaker;

(5) dramatize the dialogue (work in pairs);

(6) substitute ... words in the pattern dialogue;

(7) make up dialogues of their own (work in pairs)
(call on two or three pairs to enact the dialogues).

VersionB

Objective: To teach pupils to speak on the
topic ... .

Activities. Pupils

(1) listen to the text looking at the plan (the map);

(2) answer the questions on the text heard,

(3) speak about ... using the plan (the map);

(4) have a conversation about ... .

Use the plan (the map) of ..., the record player (the
tape-recorder). <
VersionC .

Objective: To develop pupils’ speaking skills
on text “...” (home reading).

Activities. Pupils

(1) speak about the main characters of the story;

(2) give a summary of the story;

(3) express their own opinion about diiferent prob-
lems touched upon in the story.

Use cards with assignments for individuals.

4. Reading. (12—18 min.)
VersionA

Objective: To teach pupils oral reading on text

” (2 paragraphs).

Activities. Pupils

(1) read the words from the blackboard

(2) read the sentences, ex. :

(3) read the text first 51ler1t1y and answer the ques-
tilons on the contents of the paragraphs and then read it
aloud.

Use the blackboard, the textbook p. ... and the tape-
recorder (the record player).
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VersionB

Objective: Toteach pupilstoconsult the diction-
ary while reading text “...”.

Activities. Pupils

(1) review the alphabet;

(2) read the title and anticipate the contents of the
text;

- (3) read silently one or two paragraphs to be sure

whether the anticipation is right or wrong;

(4) read the whole text silently;

(5) read sentence by sentence looking up unfamiiiar
words in the dictionary;

(6) give adequate franslation of the text.

Use dictionaries.

Version C

Objective: To teach pup1ls to guess the meaning
of unfamiliar words in text °

Activities. Pupils

(1) listen to the teacher’s explanations how to attack
the meaning of unfamiliar words through (a) the context,
(b) word-building elements, (c) mother tongue equivalents
(international words);

(2) read the sentences (paragraphs) in the text ...
(the teacher points out) searching for the examples;

(3) read the text silently marking the words whose
meaning they guessed;

(4) answer the questions on the text.

5. Writing. (4—10 min.)

Version A

””

Activity. Pupils write the words and expressions
on the topic ... .

VersionB

Activity. Pupils doex. ..., p. ... (make various
transformations to fit new situations).

VersionC

Activity. Pupils compose a plan on the story
heard (read).
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VersionD

Activity. Pupils write an annotation on the
text.

VersionE
Activity. Pupils write a test.

6. Homework (1—2 min.)
Read ...

Write ...

Be ready to speak on ...

Senior stage. This stage involves the 9th and 10th forms.
Pupils are at the age of fifteen to seventeen. They can realize
the importance of foreign language proficiency in the contem-
porary world. However their attitude to foreign language
learning depends flirstly on the achievements they have at-
tained during the previous four years of studying this subject (if
they meet the syllabus requirements, pupils preserve their
interest in the foreign language and go on working hard at
it); secondly, on the pupil’s needs in the target language in
his long-term goals for the future after finishing school,
whether his needs require a command of the foreign language
or they do not. If they require it, he works hard.

In this stage the emphasis in foreign language teaching
changes from equal treatment of oral and written language
to noticeable preference to reading. The time allotted to for-
eign language learning should be distributed between oral
language and written language including both class and home-
work in the ratio of 1: 3, i. e., most of the time is devoted
to reading, and mainly silent reading with various assignments
which make pupils read with a purpose in mind. As to oral
language, it undergoes further development through perform-
ing various drill and speech exercises in hearing and speaking,
most of which are based upon reading material.

Writing retains its helping function; the pupil turns to
writing whenever he feels a need for fixing the material in
his memory, for composing questions or plans, for writing
a short composition on the topic covered, etc.

Ideally, the classroom time should be devoted to imparting
the techniques pupils need for seatwork or any kind of solitary
learning, for creative exercises where the teacher’s supervi-
sion and direction are indispensable and, occasionally, for



checking and evaluating pupils’ achievements in language
learning.

In this stage pupils have two periods a week in each form
and they may have two additional periods as an optional
subject.

Taking into consideration pupils’ age, the stage ol instruc-
tion, the conditions of forelgn language learning, and the
material pupils deal with, it is desirable that lessons should
be at least of two types — speaking lessons and reading les-
sons — so that the learners may concentrate their attention
on one language activity and work at it thoroughly. Proceeding
from this the following general outlines may be suggested.

The general outline of a speaking lesson may look like
this:

1. The beginning of the lesson 1—2 min.

2. Pronunciation drill 4—5 min.

3. Oral practice 37—39 min.

a) drill exercises (10—15 min.)
b) speech exercises (24—27 min.)

4. Homework 1—2 min.

The teacher announces the objectives of the lesson and sets
the class to work seriously to achieve them.

The material for pronunciation drill .is closely bound up
with the objectives of the lesson; pupils are taught to pro-
nounce correctly the words, phrases, sentence patterns they
will need for performing drill and speech exercises on the
topic or subject for auding and speaking during the lesson.
The work is conducted in chorus and individually. The teacher
gives due attention to every pupil and correct errors when
they occur.

Oral practice, in the first part (drill exercises), implies re-
vision and presentation of the new material (words, phrases,
idioms) pupils need to aud and speak on the topic. They may
write something in their excrcise-books if necessary. Pupils
perform various exercises aimed at developing their hearing
and speaking habits and skills. Drills are performed at a nor-
mal speed. They are quite indispensable.

In the second part (speech exercises) pupils either listen
to a story and then use it as a subject for conversation, or
see a filmstrip or a film with subsequent discussion.

The teacher uses those teaching aids and teaching mate-
rials which allow him to involve each pupil and make him
an active participant of the lesson. The success of speaking
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lessons fully depends on the teacher’s preparation for the
lesson because the pupil needs to be guided cautiously through
the difficulties he usually encounters when hearing and
speaking the target language. To achieve the desired
learning on the part of the pupils the teacher should foresee
these difficulties and select carefully the material for revi-
sion, the techniques more suitable for the case, the “props” in
hearing and speaking and, finally, the stimuli, first, for
guided conversation when pupils use “props”, and then Iree
conversation.

Homework may include:

— writing a short reproduction of the text they heard
and discussed during the class period;

— making up a dialogue;

— making up a story on a picture, a topic either in writ-
ing or orally, etc.

The general outline of reading lessons may look like this:

1. The beginning of the lesson 1—2 min.

2. Pronunciation drill 3—5 min.

3. Teacher’s narration, for instance, about the author
who wrote the text, or the book from which the text was
extracted 3—5 min.

4. Pupils’ silent reading 15—20 min.

5. A discussion on the text read 11—22 min.

6. Homework 1—2 min.

Affer the teacher sets the class to work he draws their
attention to the words, phrases and sentences of the text
which may present some difficulties in pronunciation, namely,
stress in some words, stressed words in some phrases and word
combinations, proper names, geographical names, terminol-
ogy, international words, correct division into thought units,
and intonation in some sentences which may influence the
pupils’ comprehension. Word cards, phrase and sentence cards
are helpful because pupils should not only hear but see all
these.

Teacher’s narration about the author should include some
information additional to that given in the texibook -or the
reader.

In all cases, it must help pupils in comprehending the
text by extending their knowledge of the subject.

When pupils are invited to read a text silently, they are
lo follow a certain sequence in their work at the text. They
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should read the title and accordingly try to make a guess at
its contents. Then they look through the text and read the
first paragraph to make sure whether their anticipation is
correct. The teacher may interiere in pupils’ reading by asking
a few questions and, in this way, show them whether they are
right or wrong in their anticipation. The teacher directs his
questions to slow, average, and bright pupils, in the order
mentioned, to encourage all pupils in their work at the
text. After pupils’ anticipation is reinforced they read the
text while the teacher wanders around giving some help to
those who need it, or he writes communicative tasks (if there
are no such tasks in the textbook or the reader) on the black-
board to start a discussion (see Chapter VIII).

If the teacher wants to individualize the classwork, he may
use individual cards which he places in front of each pupil.
In distributing the cards he, of course, proceeds from each
pupil’s aptitude, intelligence and proliciency in reading and
speaking so that everyone will be engaged in the discussion.

Beifore the discussion begins the teacher asks a few ques-
tions which cover the contents of the text to check his pupils’
comprehension, or he may use other techniques for the same
purpose. Then the discussion follows. The teacher only di-
rects the pupils’ participation.

Homework may include a short summary of the text in
writing, a written annotation of the text, etc.

Silent reading in the classroom is also used for developing
pupils’skillsinreading a text whichrequires the use of a diction-
ary or a manual for comprehension. The teacher furnishes
the class with dictionaries and manuals and instructs them
how to utilize these while reading a difficult text. The teacher’s
chief concern in this case is not his pupils’ understanding the
text. His concern lies in imparting techniques to them which
they should acquire to be able to overcome difficulties while
reading a text containing unfamiliar words or phraseological
units and grammar forms. For instance, pupils have learnt
the Present and Past Indefinite Passive, the text contains
the Future Indefinite Passive, they have to find the “general-
ized” table of the verb in the Passive Voice in the textbook or
grammar and look up this form there to be able to understand
the sentences with verbs in this tense form. In other words,
pupils should be taught to work at a difficult text in the
classroom under the teacher’s supervision for them to be
able to do similar work at home independently.
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There is another approach to differentiating lessons in
the senior stage. For example, the authors of the book* distin-
guish lessons of two types: (1) lessons at which pupils are
taught how to use sentence patterns and vocabulary in various
situations and contexts; the objective of such lessons is to enrich
pupils’ knowledge in grammar and vocabulary, and to develop
their habits and skills in using all these in various exercises;
(2) lessons at which pupils develop their language skills in
reading and speaking (both monologue and dialogue), and
in writing. The objective of these lessons is close interrelation
of all the language skills pupils should acquire.

A few words should be said about pupils’ independent
work at the language both in class and at home. Thus,

(a) in class pupils:

— can learn a rule from the textbook if there is such
(i. e., the teacher need not retell the rule as is so oiten done
instead of asking his pupils to read it to perform exercises
on a conscious ground);

— can consult a dictionary, read lexical and other com-
mentaries, if there are any in the textbook or the reader, per-
form lexical exercises;

— listen to a text in English and give a short reproduction
either in English or in Russian;

— watch a film-strip or a film, and give a summary;

— read a text silently and write an annotation, or
a plan;

— read a text and translate it using a dictionary; etc.

(b) at home pupils: '

— learn words, phrases, sentence patterns, grammar items
while performing oral and written exercises;

— learn a song, a poem, a pattern dialogue by heart;

— read a text (a part of it) out loud;

— read a text silently and do all kinds of work with the
text;

— prepare a topic to speak on;

— make up a dialogue; etc.

Success in learning English will depend on how much the
pupil learns for himself both during the lesson and at home,
anld that is the chief concern of the teacher while planning
a lesson.

1 Kypc o6yueHnsi HHOCTPaHHBIM sI3biKam B cpefHeil wKouae. Iloa pen.
npogp. B. C. Uernunn. M., 1971, c. 155—157.
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Recommended Literature:
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Ha pasublx cryneusax  odyticiHs B whodac. — Jllnoctpannbie  s3LIKI
B wkoae”, 1974, N\ 3.

fipeprcnoBue K Kiiire 17150 VuuTeast K yweOuikam V K.aacca.

Poroga T. B. Bonpocel opranusauiy oOyueHust 1iHOCTPaHHbIM fA3bl-

KaM B CTapuilX KJsaccax. — ,JiHocTpanHble f3blkM B 1koae”, 1965,
Ne 5.

Fes H. H.,, ®onomxkuna C. K. Opranmzauiss u NJaHHpOBaHIe
paboThl B crapiuuxXx Kjaaccax. — ,MiuocTpaHHbie  g3LIKH B LIKOJEY,
1966, Ne 4.

Becenwt 06 ypoxe nHocrpanHoro ssnika. Ant.: [laccoB E. WM., Ko-
aosa T. ., Boakosa T. A. u ap. JI., ,JIpocsewenie”, 1975. (Beceant aeps-
Tas U jJecaras.)

Kypc ob6yueHuss MHOCTpallHLiM fi3bikaM B cpepHed wkodsie. [log pen.
npod. B. C. Leraun. M., 1971, c. 155—157.

Poroa TI'. B. O peun yuurens Ha ypoke. — ,HIHOCTpaHHbIe SI3bIKII
B wkose*, 1964, Ne 5.

O6mas meroanka o0yueHMSI HHOCTPAHHBIM SI3blKaM B CpelHell LIKOJIe,
[Ton pen. A. A. Muposo6osa, M. B. PaxmaHnosa, B. C. Letnun. M., 1967,
ra. X.

Teacher’s Books and Pupil’s Books by choice.

Axywuna JI. 3. Mertoniuka nocTtpoenuss ypoka B CpefHell LiKoJe.
Tlegaroruka*, 1974, ra. III.

’ »n*-

M.

Questions for Discussion:

1. The teacher should change teaching techniques and teaching
materials depending on the stage of instruction. State what factors he is
to take into consideration. Give some examples to prove your state-
ments. :

2. Pupils sometimes lose their interest in language learning. State
the reasons and make some suggestions for avoiding this.

Activities:

1. Compare two plans of the first lesson for beginners (the 5th form)
in two Teacher’s Books by different authors. Compile your own plan of
the first lesson for beginners.

2. Compile a plan of your [irst lesson in the intermediate stage.

3. Compile a plan of your first lesson in the senior stage.



Chapter X1V

Optional Course

THE AIMS OF THE CPTIONAL COURSE

In 1967 a new curriculum for ten-year schools was adopt-
ed. The curriculum includes both compulsory subjects and
optional ones (or subjects of special interest field) for those
pupils who show a great interest in learning some subjects.
Each school leaver gets uniform education and at the same
time has an opportunity to get a profound knowledge in
the subject or subjects he is interested in. For example, if
-a learner displays a special interest in chemistry or in bi-
ology, or in mathematics, he may have additional lessons in
the subject. If some of the pupils are fond of literature, or
history, or a foreign language, they may join the group that
will have exira hours for studying the subject they are inier-
csted in. The fact {Hat the curriculum includes optional
courses is of great importance. On the one hand, optional
subjects will help teachers to see pupils’ interests and gifts, on
the other hand, they will ensure better achievements of gra-
duates for entering a higher school. Indeed, if a pupil, for
instance, wants to become a physicist, he joins a group which
will have extra lessons in physics. Learning the subject in
this way for three years running the pupil can get a profound
knowledge of physics.

If a pupil is fond of a foreign language and he wants to
have a good command of the language the oplional course
will help him to attain the goal.

THE ORGANIZATION OF THE OPTIONAL COURSE

The organization of the optional course in a foreign lan-
guage differs greatly from that of other subjects since learn-
ing a foreign language is carried on in accordance with a uni-
form syllabus which includes both the essential and the option-
al courses, special groups of no less than 15 pupils being
organized. This principle ol organization of the optional
course in a foreign language should be considered a most
reasonable one since consistent and eifective acquisition of
knowledge and the development of speech habits on the part
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of the learners are ensured. Besides, it becomes possible to
divide the class into two groups which is usually done for
foreign language lessons. State expenditure on the optional
course is within the school -budget. For instance:

English Learning Groups Periods
Amount

Forms of | essen- option-| essen- joption- in or-in op-
pupils | “4i1 al tial 4] |dinary]tional

group | group

8a 40 20 20
8b 40 25 15
8c 40 23 17
8d 40 21 19

[ N
N DO DO N
NG SN S N

In a case like this the school must pay for 24 class hours
of the essential course and for 8 class hours of the optional
course; that makes 24 class periods. This is the amount of
class periods that should be covered by the school budget,
as the majority of pupils in each class forms a group for option-
al studies, the rest forming another group for essential
lessons only.

It is difficult to organize the optional course in the for-
eign language if there are few pupils in each group who are
enrolled for learning a foreign language as an optional sub-
ject. For example:

English Learning Groups Periods
Amount : :
Forms| of | ocqen- loption-| essen- option-| 11 Of- |11 Op-
pupils | “tia1 | a1 tial 4] |dinary] tional
group | group
8a 40 | 24 16 1 1 2 4
8b 35 30 5 2 —- 4 —
8¢ 38 32 6 2 — 4 —
8d 40 28 12 2 — 4 —
7 1 14 4
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In a case like this it is impossible to organize additional
groups, as the rest of the pupils should be divided into two
groups (30: 2; 32: 2, etc.). It is necessary that special optional
courses should be organized for pupils who can attend them
after classes.

Pupils who want to join the optional course in the foreign
language may do so beginning with the 8th form, therefore,
optional groups may be arranged in the 8, 9, 10th forms. Ii
pupils join the optional course in the 8th form they learn
a foreign language for three years. Those who join it in the
9th form learn it for two years and those who join it in the
10th form learn it as an optional subject for a year. In fu-
ture pupils will be allowed to join the ontional course for
learning a second foreign language ii they succeed in master-
ing the first one, and have a desire to know one more foreign
language.

The optional course in a foreign language is undertaken
voluntarily. It is desirable, however, that those enrolled
should be well prepared for such a course. If a pupil makes
slow progress in a foreign language in the essential course
he must not join the optional group. The optional course
in a foreign language should be recommended only to those
who are not only interested in the subject but make good
progress in it and have a certain aptitude for foreign lan-
guages. Pupils who wish to take the optional course in a foreign
language should be enrolled at the end of the school year
before they are dismissed for summer holidays. Having done
this the staff forms groups and determines the teachers for
these groups.

Since the optional course is not an essential one but a
course taken voluntarily by the learners, it isnecessary to dwell
upon the conditions under which a desire to learn the lan-
guage thoroughly might appear.

Firstly, such desire may develop when pupils make prog-
ress in the foreign language in the essential course, when
they feel that learning the language is not a waste of time.
They realize, that if they had more time for learning the
language they would read and speak it much better, though
they do not display a special interest in it. For example,
a boy is interested in electronics. He knows there is a lot
of interesting English literature in the field. So he will try
to do his best to enroll in order to be able to read what he
wants.
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Secondly, such desire may appear when a pupil is fond
of the language, when it becomes his hobby. In this case he
will look for any chance to learn a foreign language: essen-
tial, optional courses, reading with and without a diclion-
ary, listening to the radio, watching TV, speaking to for-
eigners, etc.

Thirdly, such desire may appear when a pupil himself,
or under the influence of his parents, decides to enter a spe-
cial college, in other words, when he wants to make it his
profession.

There are, of course, other motives which stimulate pu-
pils’ wish to learn the foreign language as an optional
subject.

The optional course in a foreign language is possible pro-
vided there is a highly qualified teacher who can arouse
his pupils’ interest, foster a desire to learn, and encourage
his pupils’ love of independent work at the language.

Unfortunately, a foreign language as an optional subject
is not popular among pupils. This proves that pupils see
little value in their class and home work in the foreign lan-
guage. The main reason is lack of highly qualified teachers
who can teach a foreign language effectively.

THE CONTENT OF THE OPTIONAL COURSE

The content of the optional course should be hearing,
speaking, and reading. Spoken language should be used for
enriching pupils’ vocabulary and grammar knowledge and
as a means of communicationein a foreign language. This
approach to the problem determines the organization and
methods of teaching.

1. Various oral exercises for consolidation and assimila-
tion of linguistic material must be extensively used.

2. Every pupil should be an active participant of the
lesson.

3. The reasonable distribution of time within the class
period between the teacher and pupils should be observed.

4. The use of various stimuli: visual and audio and their
combinations to stimulate pupils’ speech activity are a must.

Reading, as well as spoken language, should be exten-
sively used both as a means of teaching and as a means of get-
ting information. Reading must be the essence of pupils’
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independent work at home and during the lesson. In order
to develop the skill of reading, one ingredient is important —
interest. “Where there is interest, there can be speed, accu-
racy and improvement in reading efficiency; without it
all will suffer. Indeed, without interest, success perhaps is
unobtainable. Interest is all-importarit because understand-
ing and imagining are more active where there is true
interest. In fact, they become fully active when interest is
aroused.” !

It is the teacher who can arouse interest in reading; he
can recommend texts suitable to the tastes and abilities of
every pupil. That is why it is desirable that texts for reading
should be of two kinds: essential for the whole group and
optional for individuals depending on their interest and
aptitude. The reading of texts essential for the whole group
should be closely connected with development of speaking
skills. Various tasks may be given to direct pupils’ speech
on the one hand, and to make pupils use the words, phra-
seological groups, and grammar items the teacher chooses,
on the other hand. This will help pupils assimilate the vocab-
ulary and enrich it. Questions on the text should not be
connected with the contents of the text, such as who, what,
when, and where-questions. If everyone has read the text
such questions are nonsensical. Questions should draw pu-
pils’ attention to something they would be unable to grasp
for themselves or might interpret differently, and make them
express their opinion on the subject. These are why-, what
for-, what would you do if you were-questions.

Pupils should be taught (a) to annotate what they read
(e. g., they read an article from a newspaper; the task is
to write an annotation, that is to furnish it with notes explain-
ing the contents of the article and giving opinions of their
own); (b) to give a short summary of the text they have read
(e. g., pupils read a text of 2—3 pages and give a summary of
8—10 lines in writing or in a few sentences orally); (c) write
an essay (e. g., pupils read 2—3 texts about space flights,
they are told to write an essay on the subject).

Individual reading should be conducted differently. This
kind of reading allows the teacher to develop various types
of reading; skimming or rapid silent reading, searching or

Y Gurrey P. Teaching English as a Second Language. Longmans,
London, 1963, p. 113—114.
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detailed reading, reading for pleasure (F. French) and in
the direction pupils desire or pupils need. Individual reading
may also be used for developing speech, namely, for develop-
ing hearing. A pupil tells his classmates what he has read
about. The information pupils get may be used as a stimulus
for a talk between Pupil and Class, and for discussion.

To teach reading successfully the following rules should
be observed:

1. The teacher must be well acquainted with the class
to be able to select texts both for the whole class and for
indivldual reading. ‘

2. He must stimulate wide reading through the School
Library, or by working up a smalil Form Library.

3. He must prepare assignments to direct pupils’ reading.

4. The teacher must determine what and how much pu-
pils should read (obligatory and of their own choice).

5. The teacher must think over the methods and tech-
niques he will use while working at the text: what should be
read in class and what at home.

6. He should think over the tests for checking pupils’
reading.

As to the methods and techniques of teaching vocabulary,
grammar, and phonetics, as well as speaking, hearing, read-
- ing, and writing, they are similar to those used in the teach-
ing of a foreign language as an obligatory subject.

Since 1970 a foreign language has become an optional sub-
ject in evening schools. There is a special syllabus ! and text-
books 2 for the purpose.

Recommended Literature:

Iporpamma ¢dakynbTaTHBHBIX KypcoB. [ BOCbMHJIETHeH LIKOJIBL
M., ,IlpocBemenue®, 1969, c. 44—62.

[porpammel QakyJabTaTUBHBIX KypcoB. [as1 cpegHeli Imkosbl. M.,
»lIpocBewenue”, 1972,

lMemapyanna JI. A. ®akyabratuB B 1Kose; Ocrposckuii b, C.
YueGHoe nocobue Anst paky/JabTaTUBHbIX 3aHATHH 110 AHTJIMHCKOMY SI3BIKY
B VIII kaacce. — ,Huocrpannbie si3blku B wkogae”, 1975, Ne 3.

Crpesukosun B. Il. Hexoropoie Bonpoch! (pakyabTaTHBHOI MOJTOTOBKH
yualiuxcs. — ,JHocrpaunble si3biKH B mkoje*, 1968, Ne 3.

! Tlporpavinbl Beuepheit (cmeHIioi) cpelsell o6ieoGpasoBaTesbHOM
wkonel. M., ,[lpocBeuienue”, 1970.

2 Cu., Hanpumep: Cao6o0uuxos A. A. YueGHHK aHMVIHICKOro si3bIKa
Jas BeuepHeill wkoasl. M., ,IlpocBewenue”, 1973.
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Octporckuit B. C. IToco6ue aast dakyabTaTHBHBIX 3aHATHH MO AHTAMII-
ckomy si3blky B VIII kmacce cpeaneit wkoast. M., 1975,

Questions for Discussion:

1. Success in the organization of the optional course is fully in the
hands of the teacher. Do you agree? Support your answer with some argu-
ments for or against this statement.

2. Should methods and teaching techniques in foreign language
instruction as the optional subject differ greatly from those used for the
essential course or should they be the same? Express your opinion on the
problem.

Activities:

1. Read and compare several articles on the teachiﬁg of a foreign

language as an optional subject.
2. Prepare a short report on the use of the optional course in one of

the local schools.

Chapter XV

Extra-Curricular Work

Extra-curricular work in foreign languages becomes more
and more popular. This work is carried out both in town and
village schools. Various books and articles on the subject
recently published are a proof of the popularity of this work
among foreign language teachers and its importance in attain-
ing the aims and objectives set by the syllabus. * However
there are many schools where teachers either do not carry out
extra-curricular work at all, or doit occasionally and monoto-
nously. They probably think that work of this kind is not
obligatory; it is just additional, therefore they may do it
only if time permits. These teachers do not realize that their

! See: ,MHocTpanHble A3bKd B wKoae", pasfea ,BHekaaccHas padora“
u [Tpuaoxenue; Poxckoca @. M. English for Enjoyment. M., 1968; Bam:om-
Hee M. H., Poeosa I'. B. Aurnniickilii iuanors kaptunkax. M., 1967; Jy6po-
sun M. The Everyday English Almanac for Boys and Girls. Jas yya-
LHXca BochbMHJaeTHell wkoasl. M., 1966; Hna 1X kaacca. M., 1966; dna
X knacca. M., 1966; Bypaaxosa A. [1. YBnexkatenbunil mocyr. M., 1959;
One Act Plays. C6opnuk. Coct. H. T. ChecapeBa. M., 1962; u np.
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success in foreign language teaching depends to a great extent
on what interest they can evoke in their pupils.

Practice proves that extra-curricular work helps the teacher
to promote greater interest in learning the language. It is
necessary to bear in mind that extra-curricular work in our
schools must be an integral part of the educational process.
It is a mistake, thereiore, to consider this work as optional,
additional.

THE ROLE OF EXTRA-CURRICULAR WORK
IN LANGUAGE LEARNING IN SCHOOL

At present the Soviet Union is extending its international,
economic, political, scientific, and cultural ties. The prac-
tical knowledge of foreign languages becomes therefore a ne-
cessity. Thus, the aims of foreign language teaching in
schools are to develop pupils’ ability to speak and read in
a foreign language. The curriculum emphasizes it. It is ob-
vious that extra-curricular work is of great importance under
such conditions: it gives an opportunity to create a language
atmosphere for pupils; besides, pupils consider the language
not as a school subject but as a means of communication, they
use it to understand or {o be understood in a situalion where
only English could be used, for example, when corresponding
with children of foreign countries, meeting a foreign delega-
tion, seeing sound films in the English language, listening
to English songs, issuing school wall-newspapers, etc. Extra-
curricular work helps the teacher to stimulate his pupils’
interest in the target language. The language becomes alive
to them. Extra-curricular work is of great educational value.
The teacher can give his pupils a broader knowledge in geog-
raphy, history, literature and art of the English-speaking
countries.

Finally, extra-curricular work in a foreign language helps
the teacher in fostering proletarian internationalism. Cor-
respondence with the children of foreign countries provides
the fulfilment of this task to a certain exient.

The experience of the best school teachers proves that
extra-curricular work can be of great value and it is helpful
in all respects if it is carefully organized, the material is
thoroughly selected, and if the teacher can encourage his
pupils to work hard at the target language by using modern
methods and techniques of teaching.
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HOW TO ORGANIZE EXTRA-CURRICULAR WORK
IN FOREIGN LANGUAGES

In organizing non-class activities for pupils the teacher
should bear in mind that work of this type differs greatly from
that carried out during the class period both in form and
content, though it is closely connected with it. Indeed, the
class-work must prepare pupils for non-class activities. For
example, during the lessons pupils in the 5th, 6th forms as-
similate the following sentence patterns.

Give me (him, her, us) ... a ... .
Take ...! Have you ...? Isita...?
Has he (she) ...?

During extra-curricular work the teacher suggests the
pupils should play lotto or a guessing game where these
sentence patterns are needed.

Extra-curricular work is voluntary. However, for those
who wish to take part in this work it becomes obligatory.
Since through extra-curricular work the teacher can raise
the level of the pupils’ command of the language in general,
it is bad practice to draw only the best, bright pupils into
the work, as some of the methodologists and teachers recom-
mend. No marks are given to the participants for non-class
activities, although the 1{eacher keeps a careful record of
the work done by each of them. The results of extra-curric-
ular work done can be evaluated when the school holds
contests, pioneer assemblies, reviews of wall-newspapers,
amateur art reviews, pleasure parlies, etc., in the foreign
language.

Since extra-curricular work is voluntary and based upon
pupils’ activity, initiative and creativeness, the Young
Pioneer and Young Communist League Organizations
should render help to the teacher to carry out this work. The
teacher recommends various kinds of non-class activities to
his pupils, selects the material and elaborates methods and
{echniques as to how this or that work should be carried out.
The Young Pioneer and Young Communist League Organi-
zations choose participants in accordance with their apti-
tude, and keep a record of the work done. Extra-curricular
work may be closely connected with the work ol the Young
Pioneer Unit. It cannot be fulfilled, however, within the
framework of the Unit only.
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Since extra-curricular work is voluntary and based on
active and creative work of school organizations and individ-
ual pupils, when organizing non-class activilies the teacher
ought to take into consideration the fact that the motive
for the activilies is the interest the teacher stimulates in
his pupils for learning the language both during class-periods
and extra-curricular work.

It is quite obvious the teacher may succeed in promoting
greater interest for studying the language provided he works
skilfully in class, explaining new material in a clear and
comprehensive way, using various methods and devices to
make his pupils active and interested in the work done,
applying audio-visual aids, preparing exercises which give
the pupils satisiaction of a job well done, making them feel
their own progress in the target language aiter every
lesson.

In carrying out extra-curricular work various forms should
be used so that the majority of the class is able to take part
in it. The following forms of extra-curricular work are used
at schools: individual, group and mass work.

Group work includes: (1) ‘hobby’ groups that work
systematically; they are: play and game sections, chorus
section, conversation section, reading and translation hobby
groups, drama section, literature and art sections; (2) groups
for temporary activities, namely to make up an album,
to make a display-stand or a bookstand with English books
and booklets, to illustrate a story read, to organize a school
library, etc.

Mass work includes: the organization and holding
of a pioneer assembly in the foreign language; talks in that
language; pleasure parties, conferences, olympiads and con-
tests, excursions to films in a foreign language with follow-
ing discussion; dramatization of the stories read; holding
of guessing games; issuing wall-newspapers; making up school
display-stands, etc. One of the most entertaining types of
mass work that wins more and more popularity among pu-
pils is club wor k. The foreign language club gives an
opportunity to have natural situations for communication
in the foreign language. The work of the club may contrib-
ute to international friendship among young people, as
one of the main activities of the members of the club is estab-
lishing contacts with foreign iriends, mainly through cor-
respondence. Sometimes guests from foreign countries may
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be invited to view performances of the club, in which case
direct association with foreigners is established. Club work
is varied in form and content. The work of English clubs is
described in ,MHoctpannbie asbiku B mkosae* and some other
journals.

The club work of one of the Moscow schools is a good
example. Many pupils of the school took part in the club
work. They worked in different sections, for example, the
section of philatelists which made interesting stamp al-
bums, or the section of young naturalists, who got diiferent
seeds from remote corners of the world. Its members grew
flowers in the flower-beds of the schoolgarden.

Unfortunately there are but few clubs inour schools. Teach-
ers underestimate this mass work in foreign languages, and
do not realize that work of this kind is of great educational
and practical value.

To organize both class and non-class activities of pupils
properly it is necessary to have a special classroom for the
study of the foreign language. The classroom must be decorat-
ed with portraits of revolutionaries, writers, poets, artists,
composers, and other outstanding people of the countries
whose language the pupils study. Decorations should be
regularly changed, otherwise pupils get used to them and no
longer notice them. Besides, changing decorations will help
teachers to mark current events in liie {e. g., centenary of
some writer, scientist, or the visit of a prominent government
leader to our country). The rooin must be equipped with
modern technical aids, such as a tape-recorder, an opaque
projector, a film strip projector, a film projector, etc., and
a set of slides, tapes, films, film-strips. The teachers should
regularly enrich this stock. A map of the country whose
language we study should be a permanent visual aid in class.
There must be a book-case in the room with books in foreign
languages, the stock of books being regularly increased, too.
There must be various visual aids such as lotto, dominces
and other games in the room. To crown it all, a notice-board
which shows pupils’ activities must be hung there. On the
notice-board one might find lists of pupils engaged in sec-
tions, non-class activily programmes in the foreign language,
hobby group work schedule, lists of recommended literature
for independent reading.
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THE CONTENT OF EXTRA-CURRICULAR WORK
AND HOW TO CONDUCT IT

The content of extra-curricular work is determined by the
tasks set for each form by the syllabus, pupils’ interests and
their age characteristics. For example, after the pupils have
assimilated the linguistic material of lesson 4 (A. P. Starkov,
R. R. Dixon) of the text-book for the 6th form, during non-class
activities the pupils are told to use those words and sentence
patterns they have assimilated in a talk during tea. Some
of the girls are told to lay the table.

The pupils have learned the following words:

1) tea, milk, water;

2) bread, butter, apples, sugar, salt, pepper, fish,
meat, soup;

3) lay the table, be ready, pass, prepare, serve, have
breakfast, have tea, have dinner, for breakfast,
pour, spread (the table-cloth), wash, clean, help, put,
please, thank you;

4) spoon, fork, knife (knives), plate, dish, saucer, cup.

The following words may be added:

1) coffee, cocoa;

2) sweets, gruel, sausage, cake;

3) brown, white (bread);

4) clear (the table), wash (dishes).

Help yourself. Not at all. Don’t mention it.

The following conversation may take place:
1. While the girls are laying the table

— QGet some bread and put it on the table, please.
— What bread shall I get?
— The white bread.
— We have white bread. We do not like to have
brown bread for breakfast. We have it for dinner.
— Now get some butter and sugar and put them on
the table, too.
— Where is the sugar-basin?
— I don’t know.
— Oh, I see the sugar-basin there with sugar in it,
— Is the tea ready?
— Yes, it is.
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— Do we have milk on the table?
— Yes, we do.

Thie girls ask the teacher and the children to take their
seats at the table.

— Take your seats, please. Everything is ready.

2. At table

— Do you prefer tea or milk?

— I like milk better.

— As for me, I don’t like milk. I like cofifee.
— Do you like sugar in your milk?

— No, I don’t like sugar in my milk.

— Which do you like better, fish or meat?
— 1 like fish. And you, N.?

— I like meat better.

— Give me some bread, please.

— Here you are.

— Thank yo.

— Not at all.

The material covered and that which has been introduced
is reviewed and learned beforehand.

In the 8th form, after the pupils have learned the linguistic
material of “Great Britain”, the following work may be done.
It may be connected with travelling about the country. The
map of Great Britain should be used on this occasion, but not
the one that was used during the lesson. The work should
be done so that it permits the pupils to broaden their knowl-
edge in geography and learn some additional words and
expressions. They may travel by air and sea, by train and
by car or bus, and even on foot.

In the 9th form the text “London” gives pupils an opportu-
nity to learn and become familiar with the map of London,
its places of interest, its monuments, great people who lived
there, etc. There are slides, film-stirips, post-cards, and films
about London which are to be used to foster pupils’ interest.

Tex1s dealing with the life and deeds of outstanding people
should be used for deepening pupils’ knowledge and develop-
ing their interest in language learning. Here are some exam-
ples which illustrate the use of such forms of work as round
table conferences. ?

! The examples were borrowed from the lectures delivered by
E. V. Gorokchova in the Latvian State University named after P. Stuchka.
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An extremely valuable round-table conference on the
theme “How V. I. Lenin Studied Foreign Languages” was
arranged in one of the secondary schools of Riga. V. I. Lenin’s
experience in studying Russian, Old Slavonic, Latin, Greek,
German, French, Ukrainian, English, Italian, Polish, Dutch,
Swedish, Czech, Finnish and Bulgarian was discussed by
the pupils of the 9th form and could not but encourage the
pupils to study languages.

A similar conference on the theme “V. I. Lenin Abroad”
was arranged in the 10th forms of the same school. The con-
ference was arranged as follows: nine “delegations” from
various countries occupied their seats around a nicely decorat-
ed table. In iront of each delegation was a small flag of the
respective country and the name of this country: USSR,
Great Britain, Poland, Finland, Germany, France, Switzerland,
Czechoslovakia and the flag of the Latvian SSR. The delegates
spoke Russian, Latvian, German, English, French, Czech,
Polish, and Finnish. Some interpretors were also present.
The actual air of an international gathering pervaded the
hall. The pupils had prepared their speeches in the given
languages carefully and the participants were most attentive
when their classmates began to speak an unfamiliar lan-
guage.

A third example, illustrating the injected international
character of foreign language teaching dealt with Rockwell
Kent. A press conference on the theme “Rockwell Kent’s
gift to the Soviet Union” took place in the 10th form. The
purpose of choosing this type of lesson was to excite the pu-
pils’ interest in learning English. The process of the lesson
can be described as follows. At the beginning of the lesson
a tape-recorder was switched on and a noise peculiar to such
gatherings filled the classroom.

. Teacher: We are present at a press conference
organized by the Ministry of Culture of the USSR. Some
American correspondents have been invited to this
conference.

Chairman: This press conference is dedicated
to Rockwell Kent. My task is to announce the news of his
gift to the Soviet people. The famous American artist
and author R. Kent was a great fighter for peace, a great
friend of the Soviet Union. He died on March 12, 1971,
at the age of 88. Long before his death R. Kent present-
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ed a large collection of his paintings, drawings, and
books to the Soviet Union.

Secretar y: Some years ago there was an exhi-
bition of R. Kent’s paintings in the Soviet Union. The
pictures were exhibited in many cities and everywhere
the people showed great interest in them. R. Kent’s
books have been translated into Russian and Latvian.
Now you will see some illustrations to the Latvian trans-
lation of his book “Skarba pirmatniba”. (The pictures
were projected on a screen.)

A participant of the conference:
For R. Kent painting was a means ol communication,
a form of speech. He met understanding and friendship
in our country. R. Kent said: “Art belongs to those who
love it most, and I want the Soviet people to have all
my life’s work.”

A participant of the conference:
Why has R. Kent not presented his paintings to the
American people? Why didn’t he ask an American mu-
seumn to take his pictures?

A progressive American correspond-
e nt: Several years ago he asked the Farnsworth Mu-
seum in Rockland to take his collection. The director
of the museum said they would be glad to receive such
a wonderful collection. But soon after that R. Kent was
asked to Washington by the McCarthy Committee where
he was questioned about his political views. He refused
to answer the questions. Immediately after this event
the museum refused to take his pictures.

Chairman: Why did the American museum re-
fuse to take R. Kent’s collection?

A reactionary American corre-
spondent: I am a correspondent of the New York
Times. 1 express the opinion of the ruling classes of our
country. R. Kent visited the Soviet Union and found
many iriends there. He supported the communist ideol-
ogy. He has presented many paintings to Soviet Russia.
But who cares?

Chairman: A correspondent of the progressive
magazine New World Review wants to answer your ques-
tion, Mr. Green.

The correspondent: The fact is, that many
people in America do care. People, who are tired of the
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cold war and who want peace and friendship, understand
the purpose of R. Kent’s gift and are happy about it.

Extracts from his books were read and more illus-
trations projected.

A few words should be said about additional material to
cover the topic. There are several points of view on the sub-
ject. Some teachers believe that extra-curricular work must
only consolidate the linguistic material the pupils assimilate
during classes and the task is to develop their speech habits
on the material covered. So it is not necessary to give any
additional material for the pupils to learn. There are some
objections to this point of view. It is necessary that pupils
should learn something new during non-class activities.
Otherwise it will be difficult to stimulate their interest and
make them active and anxious to do the work. Besides,
is difficult to make up natural situations to use the landuade
as a means of communication within the material studied
during the lesson. Everything must be done to provide {a-
vourable conditions for the pupils to speak, read, and write
in a forecign language for their own needs. They need words
and sentence patlerns which they may use. And it is the
teacher who should always be ready fo help them. He shows
the pupils how {o apply their knowledge to the purpose.
He presents some new words or structures which are neces-
sary for this particular situation. The teacher need not be
afraid of presenting some new material. Pupils will defi-
nitely memorize it, if the new material is connected with their
activity, their mterests their emotions and feelings. Of course,
the material plesented must be limited in amount care-
fully selected, and necessary for the given situations. Conse-
quently some iresh, material which is necessary to express
a certain situalion must be presented to pupils. And they
.will be able to assimilate it, as it will be closely connected
with their activities.

Others think that exlra-curricular work requires special
linguistic material which may or may not be connected with
the material the syllabus involves. These teachers are mis-
taken, too. The success of extra-curricular work depends on
many factors:

(1) the corrclation of extra-curricular work with classwork;

(2) the vividness of situations in which the additional
material is needed;
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(3) the enthusiasm of the pupils when new material is
introduced.

Therefore extra-curricular work must be based upon class-
work. Some linguistic malerial should be added.

In conclusion it is necessary to say that little is done in
selecting material suitable for the purpose in each form for
conducting extra-curricular work successfully. However, there
is a lot of material for the teacher to use for extra-curricular
work and he can choose the one he needs. !

Methods and techniques the teacher uses for conducting
extra-curricular work must aim at developing pupils’ ini-
tiative and creative power, on the one hand, and for provid-
ing language surroundings, natural situations, making pu-
pils use the language for their practical needs, on the other.
The role of the teacher is to set up a goal, to draw up a plan
to supply his pupils with necessary material and help them
whenever they are in difficulty. All the rest is done by the
pupils themselves. The more they do themselves the better
for them. It is necessary that the pupils of senior forms should
help the pupils of junior forms. For example, a pupil is learn-
ing a poem by heart which he will recite at a pleasure party.
The teacher asks one of his senior pupils to help the child.
Or many boys are known to be fond of mechanical aids.
Why not employ them in demonstrating a film slide or a film?
Of course, first they must be taught how to do it.

To sum this up we must say:

1. Extra-curricular work in a foreign language is an in-
separable part of educational work, proceeding from the aims
the syllabus sets.

2. Various forms of exira-curricular work should be de-
veloped in schools to involve as many pupils as possible.

3. Technical aids should be extensively utilized {o make
the work interesting and effective.

4. Study of progressive experience both in our schools and
schools abroad is one of the main tasks for the further de-
velopment of extra-curricular activities.

5. Carrying out investigations dealing with the conlent
and methods of extra-curricular work is one of the main prob-
lems to be solved.

1 See: ,Muocrpaunble a3biKH B mkone; Bypaaxosa A. IT. Think and
Answer; Plays, Games, Dialogues, Short Stories; Let’s Have a Rest;
Stories, Poems, Jokes and Games; English in Pictures, etc.
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Recommended Literature:

Mporpammsl  BochbMuJieTHeli M cpenHeil wkoabl. OGbscHUTeNbHas
3amickKa.

O6masn Meroaika oOyueHHs HHOCTPaAHHBIM sI3BIKaM B cpelHeil wIKoJe,
[Tox pen. A. A. Mupomo6osa, . B. Paxmanosa, B. C. LUetnnn. M., 1967,
. XI1IL

Ipunoxenne B :nypHase , M HOCTpaHHBIe 493bIKH B IKOJE",

Questions for Discussion:

1. Extra-curricular work can stimulate pupils’ desire to learn a for-
eign language. How?

2. Extra-curricular work should be closely connected with classwork.
Give some examples to support it.

3. Extra-curricular activities provide excellent grounds for the
political upbringing of pupils. Give some examples to illustrate it.

4. Extra-curricular work permits the teacher to get to know his
pupils more intimately thereby creating more favourable conditions for
classwork. Do you agree with it? Support your answer with some
examples.

5. If you had to conduct extra-curricular work, how would you begin?

Activities:

1. Prepare a press-conference programme.
2. Make a report on the club work in a local school of your choice.

Chapter XVI

Testing and Evaluating Pupils’ Achievement

THE IMPORTANCE OF TESTING
AND EVALUATING PUPILS’ ACHIEVEMENT

Properly organized testing of pupils’ achievements gives
the teacher an opportunity to get a clear idea of his pupils’
progress in foreign language learning. Analyzing the results
of testing, the teacher will see his shortcomings both in meth-
ods and techniques applied and in the progress of each pu-
pil. It allows him to improve his own work. In this connec-
tion P. Oliva writes, “A test measures not only the student’s
performance but also the effectiveness of the teacher’s instruc-
tion. Tests serve a diagnostic function. They show where
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students have difficulties. They provide information which
should lead the teacher to modify his instruction.”?

Testing and evaluating pupils’ achievements in language
learning is of great importance. Pupils get used to working
systematically at the target language. The latter ensures
favourable conditions for the mastering of the foreign lan-
guage, that is, for learning words, phrases, grammatical struc-
tures, and developing habits and skills in using all these
while hearing, speaking, reading, and writing. Thus the
problem of learning is not so much how to get things into
the mind (in our case vocabulary, grammar, etc.), as it is
how to get them out again when they are needed for aural
comprehension, speaking, reading, and writing. “The problem
is less one of storage than it is of ready access.”® Through
testing every pupil can show how he can use what he learns,
that is his “ready access” to the knowledge he receives.

Although tests are used for measuring the achievement of
the objectives in language learning, they fulfil educational
functions as well, namely, each test makes pupils concentrate
their attention on certain language material and language
skill and thereby mastering it successfully. Since testing is
accompanied by the evaluation of the achievement of every
pupil this stimulates pupils’ desire to learn. Evaluation is
an integral part of teaching; it is a process of determining
the extent to which objectives have been achieved.

TESTING LANGUAGE SKILLS
AND LANGUAGE KNOWLEDGE

The teacher tests the pupil’s command of the target lan-
guage, that is, his ability to use it in its two forms, oral and
written. Therefore, the items of testing should fully corre-
spond to the aims and objectives. They are: (1) aural compre-
hension, (2) speaking (monologue and dialogue), (3) reading
(oral and silent), (4) writing (words, sentences, dictations,
written reproductions, etc.).

We distinguish regular testing when the teacher adminis-
ters frequent, short tests to measure his pupils’ achievement

1 Oliva P. The Teaching of Foreign Languages. N. Jersey, 1969,
n. 204.

2 Ebel R. Measuring Educational Achievement, N. Jersey, 1965,
p. 40.
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and assigns marks for their work at a given lesson (unit)
or a topic; and final testing or examination at the end of the
course. The teacher administers tests in two forms: oral and
written.

In our schools oral testing often takes the form of question-
ing the class or some individuals. The manner in which each
pupil reacts to the teacher’s questions shows his readiness
for the lesson and his achievement in learning some partic-
ular material. This often results in assigning marks to sev-
eral pupils. Since there are many items of testing as well
as pupils in the class the teacher needs special tests, objective
and easy to administer, to measure his pupils’ achievement.
At present the following tests are available: teacher-made
tests, ready-made tests (for example, in the Teacher’s Book),
and standardized tests (made by the Department of Edu-
cation). Naturally, teacher-made tests are the best because
he knows the material his pupils have covered better than
anyone else, that is why he can administer a test which will
correspond to his pupils’ capacities. However, in administer-
ing tests he should always keep in mind the items of testing,
that is, the syllabus requirements for this particular form.

Some possible approaches to testing are described herewith.

The testing of listening comprehension may be admin-
istered in two ways depending on pupils’ reaction to the ma-
terial they hear.

1. A text is presented either by the teacher or on tape.
Each pupil is given a set of pictures (3—4) one of which cor-
responds to the item that he hears. The pupil listens atten-
tively to the text and identifies the picture correctly by rais-
ing it (imunediate festing) or by putting a mark (a number)
in a special place provided for it (delayed ftesting).

2. A text is presented, preferably on tape. The class or
each pupil is given a definite task before being invited to
listen to the text. Pupils listen to the text and then they
are asked lo react to the malerial according to the given
assignments. These may be answering yes-no-questions,
choosing answers from multiple-choice items on cards dis-
tributed beforehand, etc.

The testing of speaking is the most dil-
ficult as the teacher will want to test pronunciation, into-
nation, stress, sustained speaking, use of vocabulary an.
grammalical structures. The best way to measure achieve-
ment in speaking is by testing each pupil individually. But
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this is very time-consuming and, although the teacher does his
best to question as many puplls as he possibly can, he fails
to cover all the individuals on a given topic, and as a result
this leading language skill is often not controlled in any
way whatsoever. Instead the teacher tests knowledge of
words, structures; ability to ask and answer questions in
written form; ability to write about a situation or topic
suggested. In order to avoid this the following testing tech-
nique may be proposed. Each pupil gives his response on tape.
The teacher plays back the tape as he has time and evalu-
ates each pupil’s performance. Contemporary teaching aids
make this available (see Chapter 1V).

It has been calculated that it takes a pupil 1—1,5 min-
utes to make a response containing 3—4 sentences. The test
must be constructed in such a way that the pupil need not
give a lengthy answer but his response must show his ability
to pronounce and intone, use of certain vocabulary and gram-
matical structures, and whether his speech is sustained or
not. It will not take the teacher more than half an hour to
evaluate the achievement of all his pupils in a given form
and get a clear picture of each individual on a given topic.
Regular oral tests will increase pupils’ sense of responsibility
and desire to master the spoken language.

The testing of reading deals with compre-
hension and speed. The former is more important than the
latter. Testing reading may be administered aloud or silently.
Each pupil gets a passage, accompanied by a set of questions
on cards which can be lrue-and-false type, multiple-choice,
or a type that requires a statement for an answer. In case
of reading aloud the test may be administered in the language
laboratory with each pupil reading on tape. Subsequent
evaluation is carried out in the manner described ahove for
measuring speaking skills. If pupils read silently the teacher
collects cards and evaluates comprehension by every pupil
irom the answers.

The testing of vocabulary and gram-
m ar is carried out indirectly or directly. All the above-
mentioned tests imply the testing of vocabulary and grammar
since the pupil cannot give a satisiactory answer to any test
if he does not know the words and grammar items required.
This is indirect testing. However the teacher may admin-
ister direct testing when he proposes a vocabulary test (see
Chapter VI) or a grammar lest (see Chapter VIII).
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EVALUATING PUPILS ACHIEVEMENT

All the suggested tests are easy to evaluate and the marks
that the teacher assigns are objective because tests measure
exactly what the pupil has learnt. Marks are assigned on the
basis of the work done in a particular class.

In schools we have a five-mark grading system. There are
a good many teachers who are not satisfied with the five-
mmark system, they extend it to a fiftecn-mark grading system
when they give “live with a minus”, “four with a plus”, etc.,
though this is not supported by the authorities. The teacher
must strictly follow the five-mark grading system.

It is the responsibility of the teacher {o assign marks and
to report progress to parents. It is easy {o give a pupil a good
mark particularly if it is higher than he really expected. But
there are more occasions when marks bring more disap-
pointement than pleasure. The disappointment may be of two
kinds. We may call them “outer” and “inner”. By the first
we mean the disappointment of a pupil when he receives
a lower mark than he expected and expresses his feelings
somehow. By the second we mean the disappointment of
a pupil who receives a good mark in the foreign language,
but feels that he does not deserve it, that there is something
wrong with the evaluation of his achievement. He knows
there are many “fours” and “lives” in class though he cannot
say all his schoolmates have a good command of English.
This is sometimes the case in our schools. There is a paradox
in measuring the achievement of pupils. The less experi-
enced and qualified the teacher is the more pupils have good
marks. Thereifore, “... teacher’s marks... are partly fact and
partly fancy.”! ‘

To serve effectively the purpose of stimulating, directing,
and rewarding pupils’ efforts to learn, marks must be valid.
The highest marks must go to those pupils who have earned
them. “Marks must be based on sufficient evidence. They
must report the degree of achievement as precisely as pos-
sible under the circumstances. If marks are assigned on the
basis of trivial, incidental, or irrelevant achievements or
if they are assigned carelessly, their long-run effects on the

1”2

educational efforts of students cannot be good.

! R. Ebel. Measuring Educational Achievement. N. Jersey, 1965,
p. 399.
2 Ibid., p. 400.
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The shortcomings in marks are twofold:

(1) the lack of clearly defined, generally accepted defi-
nitions of what the various marks should mean, as a result
the meanings of marks tend to vary from teacher to teacher,
from school to school, which reduces the validity of the marks;

(2) the lack of sufficiently relevant objective as a basis
for assigning marks. The result is marks tend to be unreliable.

Many investigators found wide differences on what vari-
ous marks should mean and the standards that should be
followed in assigning them, among them V. P. Bespalko. !

The department of FL of APS made an attempt to give
a definition of what the various marks (5, 4, 3, 2, 1) should
mean and what the standards are in assigning each of them 2
The complexity of the problem, however, and the lack of
profound scientific research in the field did not allow the
authors to give a reliable solution to the problem. It still
wants its investigators to work out a system.of objective for-
eign language tests for every level of instruction and language
skill. Such a system of tests will make valid marking pos-
sible. At the present time the procedures for assigning marks
are about as good or as weak as the teachers who apply them.
Since there is no objective approach to measuring the
achievement of pupils, the teacher relies upon his intuition,
the traditions that are observed in school, his personal ex-
perience, and other chance factors.

Recommended Literature:

KoHTposb peueBbIX yMeHUH B OOyueHHH HHOCTpaHHbIM sisbikaM. [lox
pexr. npodp. B. C. Llernuu. M., 1970.
Baiic6ypn M. Jl., Karmentenxo A. JI. Tpe€oBaHHA K peueBbIM yMe-

rusiv, —  MHocrpaHHble si3blku B mikosae, 1972, Ne 3.

Urnarenok TI'. ®. MuauBuayanbHbli KOHTPO/Jb C NOMOLLBIO KapTo-
uek. — ,MHOCTpaHHble d3bIKM B 1uKome“, 1967, Ne 6.

Butkorckas )X. B. O6bexkTbl KOHTPOMSI B TecTax IO YTeHHIO. — ,MIHO-
CTpaHHLle $I3bIKM B LIxoJe“, 1972, Ne 5.

Bonogun H. B.- KoHTposab NoHUMaHus HMHOSI3bIYHOI'O TeKcTa. — ,JHo-
CTpaHHble $I3bIKM B mikouse“, 1972, Ne 5.

ConpatoB I'. A. O6 ouerkax. — ,VlHocTpaHHble $3bIKM B IIKOJE",
1972, Ne 2.

1 Becnaavko B. [1. Kputepnu A1 OUeHKM 3HAHUN yyalIMXCs M NYTH
ONTUMH3aUUK npouecca obydyeHusa. — B c¢6.: Teopus nostanHoro ¢opiu-

pOBaHMsSI YMCTBEHHBIX JeHCTBHH M ylpaB/enue mpoueccor obyueHus. M3i.

MI'Y, 1967.
2 KoHTpOsb pequbrx yMeHHT B oOyueHuH HHOCTDAHHEIM ~ A3bIKAM.

[Tox pex. npod. B. C. Ueraun. M., ,IlpocBemenue”, 1970.
279



Questions for Discussion:

1. Foreign language proficiency is difficult to test. Why?

2. When testing, the teacher instructs. Support this statement.

3. Contemporary teaching aids help the foreign language teacher
to administer elficient and objective tests. Do you agree®> Give some
examples to illustrate your opinion.

4. Can the teacher test one skill by means of another® Give your
arguments for or against.

5. What should be done to enforce the validity of marks? State your
reasons.

Activities:

Prepare a short test on (1) aural comprehension, (2) reading compre-
hension, (3) pronunciation, (4) speaking on utterance level.

Chapter XVII

Teaching English to Pre-School Children
and Children in a Primary School

The problem how to teach a foreign language to pre-
school children and the children of a primary school has
not been solved either in this country or abroad, though
some methodologists and teachers have shown an interest
in it and there are some books, papers and theses dealing
with this problem. For instance, soon after World War Il
the Modern Language Association in the USA, with Theodore
Anderson at the head, began a campaign for the teaching
of foreign languages in primary schools. A broad experiment
was organized in many elementary schools throughout the
country. It was done to prove that it is necessary to begin
the teaching of a foreign language in the first grade and even
in the kindergarten if good results are {o be achieved. Other-
wise the younger generation will not master foreign languages.

In our country the interest for teaching young children
a foreign language was aroused soon after the first schools
with a number of subjects taught in a foreign language were
opened in Moscow and other cities, i. e., in the 50’s. Expe-
rience has proved that the earlier the children begin to learn
a language, the better they master it. Besides, some teachers,
first in Leningrad, then in other cities and towns, volun-
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teered to instruct children in a foreign language in kindergar-
tens. The experience and the results they have achieved are
described in a number of articles published in ,,Mnoctpannsie
s13bIKH B 11KoJe, | JlomikoabHoe BocnuTanue . A few guides?
for teachers have appeared. To help teachers and parents
in teaching children a foreign language lotto in four lan-
guages (Russian, French, English, German), dominoes in the
English language, and various pictures have been issued.

It is necessary to distinguish between teaching pre-school
children in the kindergarten and teaching children in pri-
mary grades in the elementary school, as there are some psy-
chological age characteristics which should be taken into
account. Here are some of them.

1. A child of 5 or 6 easily learns words and sentences oi
a foreign language and associates them directly with the
things, actions, etc. He learns a sentence as a sense unit
without any strain as easily as he learns isolated words.
He encounters the same difficulty in learning the sentences
My name is Mike. I like this black cat. Give me a bear, please
and words a cat, a bear. Moreover, it is easier for achild to
learn a sentence than isolated words.

For example, if a child knows only isolated words, he
acludes them in Russian speech: Jaii mre doll. 3akpoii door.

Sometimes a child does not notice that he uses English
words in a sentence said in Russian. A ceiiuac shall show you.
English words live side by side with Russian words and the
child uses those words which first come to his mind. There-
fore in teaching English the children must be given words
in connection with selected sentence patterns.

For example: a doll.

Give me a doll. (There are some dolls on
the table.)

Give me the doll. (The teacher points out
the doll she wants the child
to give her.)

Under these conditions the children will not mix up
English and Russian words in a sentence. They will use
sentence patterns, and include the words they need (Give

1 See: Kopoeayes I'. X., Maedecan @. M., Hemros B. 1. Aurauiickuit
43blK Ha HauyadenoM 3Tane. M., 1963; Xanosa O. C. 3ansatuga no aHrauii-
CKOMY $513bIKY B JeTcKoM caly. M., 1965; Skulfe V. English for little ones,

10 T. B. Porosa 281



me a doll. Give me a bear, a ball, etc.,), though there is a tend-
ency to continue the thought in Russian: Give me a bear,
A 6Y0y ¢ HUM uepameo.

This phenomenon does not occur in the elementary school.
The children of primary classes are more careful in their
speech. They use either English or Russian sentences. Their
Russian speech habits are much stable. They do not learn
a sentence only as a sense unit, but as a model, a stereotype
to be used for building up other sentences by analogy.

2. The imitative ability of pre-school children is better
than that of school-children. They experience fewer diffi-
culties in the assimilation of English pronunciation. Besides,
they like to repeat sounds, words, and sentences. They try
to pronounce in imitation of the teacher, and they usually
succeed in imitating. Teaching pronunciation to school-
children is also based on their imitative abilities though some
explanation may be given. Thus, the teacher may not only
show his pupils how to pronounce, but explain to the chil-
dren how to produce this or that sound. For example, place
the tongue a little bit back, while producing [a] — car.

3. The natural activity of a child of 5—6 is a play. He
lives in a world of various games. Moreover, if the child
helps grown-ups in doing a room, cleaning a garden, in dust-
ing chairs, watering plants, etc., he is playing because
he pretends to be a grown-up. In teaching the English lan-
guage to pre-school children the teacher must take this fac-
tor into consideration and suggest different games to them.
This is one of the ways to make them learn words and sen-
tences in a foreign language. Playing is, therefore, the best
motivation for children to work at assimilating the language.

A child of 7—9 likes playing very much as well. He can
and must work hard, however, in overcoming the difficul-
ties he encounters. He is taught to do many things: to read,
write in the mother tongue, count, make various things of
paper, etc. Therefore in teaching him English playing, though
very important, is not the only means to encourage him to
learn the language. Various exercises should be performed
alongside.

AIMS OF TEACHING

The Ministry of Education of RSFSR has issued a draft
programme on foreign languages for kindergartens. The
aims and objectives of teaching a foreign language according

282



to the programme are: to develop elementary skills in oral
language, i.e., the understanding of the spoken language
and talking in a foreign language. Learning a foreign lan-
guage will stimulate the development of a child’s intellect.
As a result of learning a foreign language in the kindergarten
pre-school children should be able (1) to understand orders
and requests in a foreign language and little stories on fa-
miliar linguistic material within the topics of the programme;
(2) to answer questions and use sentences connected with
games and children’s activities; (3) to recite little rhymes,
sing songs, efc.

CONTENT OF TEACHING

Pre-school children must assimilate about 200—250 sen-
tences, these sentences may include 100—150 words; learn
8—10 rhymes and little songs by heart.

The material is arranged in the following topics:

(1) greetings, acquaintance, requests;

(2) games (the names of some toys, some words denoting
actions with the toys, sentences the children say while play-
ing);

(3) words (phrases) and sentences connected with chil-
dren’s daily activities: washing, playing, laying the table,
clearing up, going home;

(4) holidays, the names of some holidays, some sentences -
connected with children’s preparation for the holidays.

Pre-school children begin to learn the language at the
age of 5—6. Children should have 4 periods a week, each
lasting 25—30 minutes.

METHOD AND TECHNIQUES
OF TEACHING PRE-SCHOOL CHILDREN

In teaching English to pre-school children in the kinder-
garten the aural-oral method is used since spoken language is
the aim, the only means, and the only approach available
here. No speech is possible unless the speaker associates a word
with the thing it denotes, or a sentence with the thought it
expresses directly within the target language so the direct
method is most natural here. It must be borne in mind,
however, that the use of the method requires a careful, thorough
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selection of the material for the pupils to assimilate. Its
amount for each lesson must be within the children’s ability
to retain the linguistic material the teacher introduces. The
teacher must strictly follow the rule: “never pass to new
material until your pupils have thoroughly assimilated the
previous one”. For example, at the English lesson the teacher
tried to apply the direct method. The children were able to
answer the teacher questions of the What is if? type.

Teacher: What is it?
Class: It is a book (a dog, a cat, a pen).

The new material the teacher was going to present was
a general question: Is it a pen (a dog, etc.)? What did the
teacher do? She took a pen and holding it in her hand asked:
Is it a pen? Seeing no response she repeated this question sev-
eral times which did not help either. So the teacher was
obliged to turn to Russian: YUro s ckasana? The children
answered at once: I'le pyuka? Their answer was logically
justified, because they had learned What is i#? question and
now they naturally expected to learn the question with
rae?. So the teacher had to translate this question and the
questions following. Then she asked the children to repeat
the question several times. The method did not work because
it was applied in the wrong way. The teacher should have
done the following if she wanted her pupils to understand
the questions of that type directly. She should first ask and
answer question herself: Is it a pen? Yes, it is. It is a pen.
(She takes a pen.) Is it a pencil? Yes, it is. It is a pencil.
(She takes a pencil.)

Sometimes the method fails, however. And this is not
usually due to ils drawbacks as a method but to unskilled
application, on the part of the teacher.

Is it a pen? No, it is not. It is a pencil. (She holds
a pencil.)

Is it a pencil? (She takes a pen again.) No, it is not.
It is a pen.

And so, children! Is it a pen? (She addresses the group.)
Yes, it is. (The group answers.)

The pupils follow the teacher’s questions and answers.
They listen to her attentively and try to understand what
she says. Time is not wasted as they listen to the spoken
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language and make efforts to understand it. Soon by their
faces the teacher sees they have grasped the question. Then
drill exercises are performed by the pupils to retain the new
material.

This example shows that in the hands of unexperienced
teacher the method does not work. The use of the direct method
requires skill and experience on the part of the teacher, more
than that, his emotions and enthusiasm. If the teacher does
not possess such qualities he had better not work with small
children with whom these qualities are a must.

There are many techniques the teacher can use in teaching
English to pre-school children, such as:

1. Show me (him, her, Natasha, Nina) a doll (a bear,
flag, efc.). — The child the teacher calls on must show the
object. In this way the teacher checks comprehension.

2. Name the thing. — The teacher points to a thing, achild
names the thing either with a single word (a doll, a car, a dog)
or with a sentence (It is a dog; It is a doll; or This is a dog;
That is a doll.). The pupils fulfil the teacher’s request in turn.
In this way the teacher checks both comprehension and
reproduction, i. e., the children’s ability to say a word or
a sentence.

3. Guess what it is. The teacher names some qualities of
an object the children may see in their room. The children
are to name this object in English.

Teacher: It is big and yellow and has no tail.
Children: A bear (in chorus).

This exercise is very useful. It develops pupils’ ability
to analyse the situation given in a foreign language and to
find the word required in their memory. The children’s re-
sponses at the same time help the teacher check their progress
in language learning (their knowledge of vocabulary and
comprehension of English at hearing).

4. Speak about an object. — The teacher either shows
some object or the child sees it in a picture. He says: It is
a cat. The cat is black. I like it. It is nice (or, I don’t like it.
It isugly.). The children speak in turn. In this way the teacher
develops their speech at the utterance level.

5. Answer the questions. — The teacher asks questions
and the children answer them. These questions may be:
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Is it a ...?

Have you a ...?

Has he (she, Natasha ...) a ...?
What is it?

Where is the ...?

What colour is the ...?

Of course the questions are introduced gradually. The way
the children answer shows the teacher how they have assimi-
lated the material.

6. Ask a question. — The teacher shows objects or pic-
tures to the children. They ask questions in turn. This work
is not so difficult, because they reproduce the models they
have assimilated in listening to the teacher asking questions.

7. Say a rhyme. — A child or children say a rhyme. Their
recitation may be accompanied by some movements.

8. Sing a song. — Children sing a song. Singing may be
followed by dancing or some movements expressing the idea
of this or that sentence in the song.

The programme on foreign languages for primary schools
states:

The aim of the foreign language lessons in primary
schools is to develop pupils’ skills in understanding English
speech and participating in conversation based on the top-
ics covered. As a result of teaching children should be able:

1. To understand the teacher’s speech, carry out the
teacher’s direction (instruction), understand short oral sto-
ries on the material and topics included in the programme.

2. To ask and answer questions on the pictures.

3. To use the sentences they learned during the lesson and
know the isolated words these sentences include.

4, To recite a poem assimilated orally.

5. To read words and sentences assimilated orally.

The content of teaching. Children must
learn about 600—800 sentences and phraseological units
and 350—500 word units.

The following topics are suggested:

lst—2nd forms.

Room. Toys. Meals. Dressing. Going for a walk. (The
topics are covered through playing shop and guests.)

3rd form.

Family. Seasons. Nature. Animals. (They are covered
through playing lotto.)
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4th form.

School. Sports. Joining the pioneer organization. Holidays.
(Through playing during the lessons.)

Euring the first two years pupils assimilate the language
orally.

(It is better to begin studying a foreign language with
the 2nd form. The teacher begins with the 1st form provided
there are pupils who studied the language in the kindergarten.)

In the 3rd and the 4th forms they are taught to read.

Flashcards and the alphabet in pictures should be widely
used for teaching children to read.

The following plan of teaching is suggested:

Ist form: 5—20 min., 4—5 periods a week;

2nd form: 25—30 min., 4 periods a week;

3 rd, 4th forms: 40—45 min., 4 periods a week.

The group should consist of 13—20 pupils.

The method and techniques the teacher should use in
teaching children of primary school are similar to those ap-
plied in teaching pre-school children, i.e., the aural-oral
method, and various techniques which can develop pupils’
listening comprehension and speaking. Games should be
more complicated, for instance, the teacher can use lotto,
dominoes, the game Check your answer and others. Guess-
i1g games can be widely used. Pupils are also given various
exercises, connected with the situational use of words and
sentence patterns. Various audio-visual aids and materials
are to be used.

Naturally English or any other foreign language can be
taught in kindergartens and primary classes (except those
in specialized schools) if parents want their children to learn
the language, and they are ready to pay teacher for the les-
sons.

Recommended Literature:

MMporpaMma Mo MHOCTPAHHBIM f3bIKaM IS JETCKHX CajioB H JJId Ha-
YaJbHOH LIKOJbI (MPOEKT).

Xanosa 0. C. 3aHsTusl MO alUrJHIICKOMY $3LIKY B AeTCKOM cagy. M.,
1965.

Koporayes I'. X., Maraecan P. M., Hemkos B. Il. Auruiickuil i3bIK
Ha HavaabHoM 3rane. M., 1963, c¢. 99—115.
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Questions for Discussion:

1. The younger the children, the better for foreign language learn-
ing. Do you agree? Give reasons for your statement.

2. If you had to teach a foreign language to pre-school children,
how would you begin?

3. What qualities should the foreign language teacher possess to
teach pre-school children and children of a primary school successiully?
Do you think you have such qualities?

Activities:

1. Read several articles on foreign language teaching in kinder-
gartens in ,JouwkonpHoe ob6pasoBanue” and make a report on teaching
pre-school children.

2. Make a survey of games recommended for pre-school children.



RUSSIAN-ENGLISH LIST OF WORDS
AND EXPRESSIONS USED
IN FOREIGN LANGUAGE TEACHING

aBTomaTH3m automaticy; a. B mpousHowenuu automaticy in pronun-
ciation.

aBroputet (yuutens) (teacher’s) authority/prestige; 3aBoeBath a. win
authority; motepate a. y yuamuxca lose prestige in the eyes of pupils;
nonb3oBarbCsl a. have authority among; He mosb3oBarbes a. lack prestige;
BOCIUTBIBATh YyBaxkeHWe K a. (yuutens) foster respect for (the teacher’s)
prestige; nopnepxkuBarh a. (yuuress) raise the authority/prestige of (the
teacher); nompeiBate a. (yuurens) undermine (the teacher’s) prestige.

akTuBu3upoBath stimulate; a. yuamuxcsa nHa ypoke stimulate pupils
to work at the lesson; a. Buumanue stimulate one’s attention; a. mbmine-
Hue stimulate one’s thinking; a. pa6ory liven up the work.

akTuBu3auus BHuMaHusi stimulation of attention; a. memnpouecca
activisation of the teaching process.

akTHBHO pa6oraTh Ha ypoke be active at the lesson; a. mosb3oBatkcs
npUHOOpeTeHHBIMH 3HAHUAMU M ymeHusiMu actively use the acquired knowl-
edge and skills.

akTuBHocTb activity; a. B o6yuenun activity in teaching; noauepxu-
BaTh a. ywauuxcs Ha ypoke maintain pupils activity during the lesson;
pa3BuBaTh a. B jersix develop activity in children.

akTHBHBbIN active; obecneuuBarb a. paboTy Kax[Oro yuallerocs Ha
ypoke see that all pupils are active at the lesson; a. BiageHue si3bikoM
good command of the language; a. cioBapp yuawuxcs pupils active vo-
cabulary.

aHaau3 B oOyuenuu analysis in teaching; a. ypoka analysis of a les-
son; a. a3wika linguistic analysis; a. Texcra study of a text; a. ornenbubix
TpyaHocTeii Tekcra analysis of difficulties in the text; a. omm6ok yua-
wpxcs analysis of the mistakes made by pupils; BcecTroponnuit a. thorough
analysis; wacTuunblil a. partial analysis; Bui6opounblii a. selective analy-
sis; moppobHblii a. detailed analysis; cmbicioBoii a. semantic analysis;
CTPYKTYypHbIH a. structural analysis; ¢onernyecknit a. phonetic analysis;
3ByKoOyKBeHHbH a. sound-and-letter analysis; ncuxosoruvecknit a. psy-
chological analysis; 3soynorpe6nenne a. overanalysis; cxema a. scheme
of analysis.

aHaau3upoBaTb Tekcr analyse the text; a. ci0Bo B KOHTekcre u BHe
KoHTekcra analyse a word in the context and outfside the context; paspu-
Bath yMeHHe a. develop analysing ability.

aHaauzatop analyser; apuratesbHbii a. kinesthetic analyser; spu-
TesMbHBIA a. visual analyser; cnyxoBoil a. aural analyser.

aHajorusi B oGyueHun analogy in teaching; no a. by analogy (with);
npoBoauTh a. draw an analogy (with).

ankera questionnaire/form sanonuare a. fill in a form/questionnaire.
aHKeTHbIi MeToA B MeToauke questionnaire method in methodology.
anHotauus annotation; cocraBnsith a. annotate.

aprTukyauposatb articulate; aprukynsuuonnas 6asa articulation
basis; a. HaBbiku articulation habits.
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aprukyasiuus articulation; npasunpnas a. exact/precise articulation;
HenpasuibHas a. defective articulation; neuerxas a. blurred articulation;
mecto a. place of articulation; cmoco6 a. manner of articulation.

acniekt aspect; ob6yuate no a. teach various aspects as individual
subjects.

acrnekTu3auus B obyueHuu aspect approach in teaching.

accounauusa association; a. mo cxomcrBy association by similiarity;
a. Mo TPOTHBOMOJOXHOCTH association by contrast; a. mo cmexHocTH asso-
ciation by contiguity; 3purtenvHsle a. visual association; cayxoBble a.
auditory association; cos3zaBath npousble acconuanuu establish permanent
association.

arrectat certificate; a. 3spemoctu school leaving certificate.
ayauposanue auding/hearing/listening comprehension.
ayauposatb aud/hear.

Gaaan otmerka (ouenka) mark/score; Buiciunit 6. top/hignest mark; o6-
wuii 6. total mark/score; BbIBOAMTB OlEHKY give/assign a mark,

decega talk/discussion; Bectn 6. Ha MHOCTPAHHOM SI3bIKE carry on
a conversation in a foreign language; npoBoautb 6eceny give a talk (about,
on).

OouJeT 3K3aMeHanMoHHBI examination card; cocraBiasite 6. make up
examination cards.

BapuaHT version; anrauiickuii B. English version; ucnpasaenubiii
B. corrected version; okoHuartenbHniil B. final version; uepuoBoii B. draft
version/rough copy; coxpauennblii B. abridged version; BapuaHTBI KOHT-
ponbHOii pa6otbl alternative test®papers; npeamoxuts cBoii B. suggest
one’s own variant.

BapbHpOBaTh 3amanusa vary assignments/tasks; B. nmpuembl o6yueHus
vary teaching techniques; BapbupoBaTh TeMn utenus vary the speed of
reading; B. XapakTep NMpUMEpOB yNnpakKHeHHH H T. n. vary the type of
examples, exercises, etc.

BBeficHue MaTepuana presentation/introduction of material.
BBOJAMTb HOBBIE cyoBa present/introduce new words.

BBojgHan Gecena introductory talk; B. kypc introductory course; ycr-
nbii B. Kypc oral introductory course.

Bepa B ceOs self-confidence;.ykpenssite B yueHiKe Bepy B CBOH CHJIbLI
build up/strengthen the pupil’s confidence in himself, foster a feeling of
self-confidence in the pupil; tepsitb Bepy B cebs lose faith/confidence
in oneseli.

BePUTb B CBOM CHJLI M crmocoGHocTH have confidence in one’s bwn
strength and abilities/have faith in what-one can do.

BectH (pykoBoautb) direct/lead; B. knacc be in charge of a class;
B. KpyxoK conduct (run a club) society; B. co6panne conduct a meeting/
preside over a meeting; B. Gecey Ha HHOCTPaHHOM fI3bIKE cCarry on a cofl-
versation in a foreign language; B. Hec/oXHYyIO Geceny speak on a simple
topic; B. Geceny Ha 3anaHHyl0 TeMy carry on a conversation on a set topic;
B. ypok conduct a lesson; B. na6aioaeHue carry on observations; B. 3anucn
keep a record (of); B. kKoncnekt make a synopsis/an outline; B. Terpanb
keep a note-book; B. cioBapHyio Terpanp keep a vocabulary note-book;
B. KJaccHbIH XKypHaa keep a class register; B. yyer nocemaemoctu record
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daily attendance; B. yuer ycnesaemoctu keep a record of the pupils’ pro-
gress; B. nHeBHMK keep a day book; B. yuer nposnenaHHoii pa6otel keep a
record of the work done; B. nepenucky ¢ kem-1u6o correspond (with smb)/be
in correspondence (with smb); B. K npaBuAbHOMY, HENPABHJIBLHOMY OTBETY
lead to a correct (wrong) answer; B. K HapyleHHIO THCUHMAMHEL result in

loss of discipline/in poor discipline; B. k norepe HaBrikoB lead to loss/break
down of habits.

BAajeHne s3blkoM knowledge/command of a language; xXoporee
B. A3blKOM a good command of the language.

BAafeTb ayaurtopueit hold one’s audience; B. BHUMaHueM Kaacca hold
the attention of the class; B. rosocom, xecrom control one’s voice, ges-
tures; B. npuemamu oGyuenusi be skilled in the techniques of teaching;
B. Kaaccom manage the class; B. marepuanom have a good grasp of one’s
sult;jec‘;-matter; B. cBouM npeameroM be thoroughly familiar with one’s
subject.

BHHMaHue attention; npoussoabHoe B. secondary/voluntary atten-
tion; nHempousBojbHOe B. primary/involuntary attention; cocpenorouen-
oe B. concentrated attention; paccesnnoe Buumanite dispersed attention;
ycroiiyuBoe B. sustained attention; HeycroiiuuBoe B. non-sustained atten-
tion; Bocnuranue B. cultivation/training of attention; kone6anue B. fluc-
tuation of attention; o6vem B. range/span of attention; pacnpenenenue
B. dividing of attention (among, between); cocpenoroueHHocTh B. concen-
tration of attention; akrtuBusupoBate B. stimulate attention; moGutbcs
B. Kaacca compel/secure the attention of the class; oGpamare B. pay
attention to; orBnekarp B. divert attention from; nmpussekarbs B. draw
attention (to); oBnaneBarb B. engage/get pupils’ attention; ocnabute B. di-
minish one’s attention (to); nmepexknwouars B. turn/shift smb’s attention
(from ... to); ynensaTe B. Kaxjaomy yueHuky give individual attention to
cach pupil; ynensitb ofuHakoBoe B. BceM ByjJam paboTel give equal stress
to all aspects of work; ynensste peGeHKy cJ/iiKoM MHOro B. show undue
attention to a child; ynensars uypesmepHoe B. JeransiM overemphasize
details.

BOBJAECKATb JeTell B akTHBHYIO paGory Ha ypoke bring all the pupils
into the class activity/involve all the pupils in the work of the class;
B. B Kpyxku draw into club work.

Bo30yxaarb promote/stimulate; B. akrtuBHocTb yuamuxcsi promote
greater activity among pupils; B. kenanue yuurbcsi stimulate the desire
to learn; B. unrepec promote/stimulate an interest (in, for).

Bo3peiicteue influence; BocmuratenbHoe B. educational influence;
npsimoe (kKocBeHHoe) B. direct (indirect) influence; cpencrsa neparoruye-
ckoro B. means of pedagogical influence.

BO3MOXHOCTb possibility/opportunity; naBate (nmpepocraBiTh) B. pro-
vide with an opportunity for...; naTb B. NMposiBUTb HHHUIHATUBY ensure
one’s initiative; yuutbiBath B. yuyamuxcst keep in mind the pupils’ apti-
tude.

BO3pacT age; B. MOCTYIJIeHHs B 1iKoay school entry age;

Bo3pacTHble ocofeHHocTH age characteristics; yuynTeiBath B. 0COGeH-
Hoctd take into account the age (of).

BOOpPYXaTb 3HAHMSIMH, YMEHHUSIMH, HaBbIKamu equip with knowledge,
skills, habits; B. yuamuxcsa npueMaMu caMocTosiTelbHOH pabGoTHl equip
pupils with correct techniques of independent study/seat/solitary work.
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sonpoc problem/question; B. Bocnuranua problems of education;
B. aucuunanuut discipline problems, B. K knaccy questions to the class;
B. 10 KapTuHKe questions on a picture; B. no conep:kanuio content questions;
B. Mo TeMe topical questions;, momonnutenbubie B. additional questioris;
nasopsauye B. leading questions; o6o6uiarwouiue B. generalizing questions;
HEMOHSITHBle B. vague questions; NMpemloXuTb B. BCeMYy KJacCy propose
a question to the whole class; oOpamarbcsi ¢ B. K OTAeNbHBIM YyHaluMCS
direct (one’s) questions to individuals in the class; 3aceimate B. bombard
with questions; B. kK Tekcry questions on the text.

BocnutaHde peGenka child upbringing; B. KOMMyHHCTHYECKOH MOpasn
training in communist morality; B. coserckoro marpuorusma fostering
soviet patriotism; B. mpuBriuek habit formation; BocnuteiBaTh M 00yuathb
Aeteil educate and teach children; B. peGenka bring up a child.

BocnuTarteab (neparor) teacher, master, educator.
BocnuThiBawolee obyyenue educative instruction.
BocnoJiHaTh npoGennt make up deficiencies (in)/fill up in the gaps.

BOCNPHHMMATb HOBBIK Marepuas assimilate new material; B. nHocrpan-
Hyl0 peub assimilate foreign speech; B. 3purtenbHo perceive visually/by
sight; B. co cayxa receive/accept orally; pick up by ear; B. Henocpencr-
BeHHO perceive directly.

BOCNpHsITHE HOBLIX 3HaHuiI reception of new knowledge; roToBuTh yua-
IMXCA K B. HOBBIX 3HaHui get pupils ready to receive new knowledge;
B. ycTHOH peun aural comprehension; cayxosoe B. auditory perception;
3puTeabHoe B. visual perception; mepsuuHoe B. initial perception; Hempa-
BuJbHOe B. false perception; npu mepsuunom B. at first hearing (seeing);
obveM B. perceptual span; passutue B. development of perception; Tov-
HOCTb B. accuracy of perception.

BOCNpoM3BeAeHHe M3yueHHOro Martepuana reproduction of the mate-
rial covered; B. mpocaymanunoro tekcra reproduction of the text heard;
nucbMeHHoe B. written reproduction; ycraoe B. oral reproduction; cBo6ox-
Hoe B. free reproduction.

Bpems time; B., orBelieHHOoe Ha time allotted to; yuyeGHoe B. school
time/teaching time/classroom time; nmoreps B. Ha ypoke loss of classroom
time; pacnpenenenue B. distribution of time; uyBcrtBo B. sense of time;
BO BpeMsi ypoka at the lesson/during the classhour; B ykazannoe B. in a giv-
en time; x ompenenenHomy B. within a stated time/by a given time;
BeCTH TOUHHIH yuer B. Ha ypoke take careful account of the time; Bbizme-
asatb B. allot/give time (to); 3anumate muoro B. take up a lot of time;
pauMoHaNbHO HCIOJAb30BaTh yueOHoe B. use the teaching time to the best
possible advantage; orpanuuuBate B. Ha noaroroBky limit the time allotted
to preparation; coxpamars B. cut down the time for; yknaawiBarbcs B mo-
JoxeHHoe B. prepare within a definite time limit.

BTOPOTOAHHK repeater; ocraBaTbCsi Ha BTOpOH rof have to repeat the
year.

BbIGHpaTh (BHIOpaTh) choose, select; B. 3amanus, ynpaxuenusi choose
assignments, exercises; B. HOBble cioBa pick out new words; B. MeTOAHI,
npuembl choose/select teaching methods, techniques; B. merox adopt/se-
lect a method.

BbI3biBaTh yueHuka call (on) a pupil; B. k nocke call to the blackboard,;
B. poAuTesell yyeHHKka B wkoay invite the pupil’s parents to the school.
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Bunodnsath do, perform, B. sananue perform/fulfil a task; B. 3aganne
B yYKasaHHbid cpok complele a task within a given time; B. nomamnee 3a-
nanne do one’s homework; B. niicbMeHHoe 3ajanue do a written assign-
ment; B. nporpammy cover the programmme; B. pa6ory do the work; B. yka-
3anus fulfil/carry out directions/recommendations (of).

BLINYCKHHK school leaver.
BBHINYCKHOM 3Kk3aMmeH school-leaving examination.

BblpaGaThiBaTh HaBblkH develop habits; B. AnHamuueckuit crepeoTHn
elaborate the dynamic stereotype; B. enunnlie TpeGoBanns work out uni-
form requirements/demands; B. kputepuu oueHok outline criteria of eva-
luation.

BbICKAa3blBaTh CBOe MHeHHe 00 ypoKe express one’s opinion of/about
the lesson; BhIcKa3wiBaTbCsl MO YpPOKy speak about the lesson.

rosoputb speak; r. 6wlctpo, Germo speak quickly; fluently.

rpaguk TpoBeieHUs KOHTPOJBHBIX pabor test schedule; coctaBasiTh
r. schedule; co6monpatbk r. keep the schedule.

aBysi3plyMe bilingualism; npo6nema n. bilingual problem.

peiicreue act/action; ymcrBenHoe . mental act; nosranxoe dopmupo-
BaHMe yMCTBeHHBIX J. stages of mental acts; Buimonnsite 1. execute an act;
OpMEeHTHPOBOYHAsi OCHOBA 1. orienting points of an act.

AeAuTh KJjacc Ha rpynnel divide the class into groups; A. TekcT Ha
cMbicsioBble Ipynnbl divide the text into sense units.

aeMoHcTpauua KapTuH demonstration of pictures; n. nuamo3uTHBOB
lantern slide projection; x. nuapunbmoB show/demonstrate film-strips;
1. KMHOKoabLOBKM show sound film loop.

aepxath 3k3ameH take an examination; A. knacc B pykax handle the
class; nepxarbcsi/npunep:xkuBateca TeMbl keep to the subject.

aesiTeJbHoCTb activity; peueBas n. speech activity; Briciuasi HepBHAfl
I. higher nervous activity; mblicautenpnas A. mental activity; opranuso-
BaTb MBICJHTEbHYIO HesitenbHOCTh direct pupils’ mental activity(ies).

apuanor dialogue; Bectu A. enact a dialogue; cocraBnsith A. make up
a dialogue.

auaguabm film-strip.
aupakTHka didactics; npunmunst p. principles of didactics.

pukTauT dictation; kontpoawbublil 1. spelling test; n. o6bsicHHTeNbHBIH
explanatory dictation; x. Tpenuposounnifi dictation drill; n. 3putenbuslil
visuai dictation; x. cayxosoit aural dictation; npoBoxuts 1. give a dictation.

AMKTOBaTH Mo npennokenusiMm dictate sentence by sentence; n. no ua-
crsim dictate in sections; mucath mox nukroBky write from dictation/to
smb’s dictation.

aucumnauna (mopsjok) discipline; crporas n. strict/firm discipline;
naoxasi, xopomasi poor (good/sound) discipline; BocmuTBIBaTE CO3HATEJNB-
Hyo HI. cultivate seli-discipline; cnpasasitecs ¢ x. maintain discipline;
ycraHoBuTh 1. establish good (sound) discipline; ne cinexnte 3a a. be care-
less of discipline.

AHCUHNIAHHHPOBAHHBIM (yueHUK, Kaacc) well-behaved (pupil, class).

pueBHuk daybook; Bectn A. keep a daybook; mposepsTh A. check
pupils’ daybooks.
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poragka inference, guessing; nmo a. by inference/by guessing; a. mo
KoHTeKcry inference drawn from the context.

AOWKOAbHHK pre-school child.

eqMHcTBo unity, uniformity; e. meronoB B -o0yueHnu uniformity in
teaching methods; e. nporpammubix TpeGoBanmit uniformity in syllabus/
programme requirements; e. tpe6oBanuii unity of standard; e. Teopuu u
npakruki unity of theory and practice; e. yue6Horo mpouecca uniformity
of teaching procedure; e. B3rasigoB identity of views.

KYPHaJl KJaccHblii class register.

3apaBaTh 3ajnaHue set/give an assignment; 3. Bompoce mo Tekcry ask
questions on the text.

3apanMe assignment; 3. Ha JoM home assignment/work; 3anuceiBath
3. write down the assignment; unnusuayanbroe 3. individual task/assign-
ment; rpynnosoe 3. group assignment; upeamepHoe 3. excessive assignment;
3. Bo3pacrawileii TpynHoctn assignments of increasing difficulty.

3ajaHHbli Matepuasa assigned material; 3. Tema set topic.

3agaya oOyuenus objective; ueau u 3amauu oGyueHus aims and ob-
jectives of teaching; mocunbnasi njs yuyenumka 3. task within the pupil’s
power.

3a3y0puBaHHe ypoka cramming a lesson; mexanuueckoe 3. mechanical
cramming/learning by rote.

3a3yOpuBath learn by rote, cram.

3aHHTepecoBbIBaTh Yyuauuxcs get pupils interested (in)/arouse pu-
pils’ interest (in).

3akpenJiende 3HaHuii consolidation/retention of knowledge; 3. mpoii-
neHHOro Marepuaisa retention of the material covered; nepBuuHoe 3. initial
retention/consolidation; oxonuarenbHoe 3. final/complete retention/con-
solidation.

3akpenJaTth 3HaHus consolidate knowledge; 3. jiekcuky (rpamMmaTiky)
drill/practise vocabulary (grammar).

3aHaTHA classes; BeuepHue 3. evening classes; BHeK/NacCHble 3. extra
curricular classes; nHeBHBIe 3. day classes; HOMOJHUTEJIBHBIE 3. C KJacCOM
supplementary classes; fononHuTe/NbHbIE 3. ¢ HeyCHeBaWOWUMH supplemen-
tary classes for underachievers; npoonutsk 3. hold classes (in); npoBoauThb
JOTMoIHUTebHBle 3. have supplementary classes (for); mocemars 3. attend
classes; ocraBatbcst nocse 3. stay at school after classes; na 3. during the
lesson; B xoHue 3. B mKkojse at the close of the school day; mocre 3. after
classes; moceuienue 3. attendance of classes; mose3noe 3. useful occupa-
tion; mo6umoe 3. hobby, favourite pastime.

3anac 3HaHuil stock of knowledge; 3. cnos stock of words; Gennblit
3. ¢1oB poor vocabulary.

3aneyaTeBaTb B IaMmsTH Yyyaumxcsi imprint upon (the pupil’s)
memory.

3acTaBAsATb NPOU3HOCUTH 4TO-1HG0 make smb pronounce smth; 3. yua-
nxcsa aymath make pupils think.

3BoHOK Ha ypok the bell for the lesson; 3. ¢ ypoka the bell announcing
the end of the lesson.

3HaHMa yuamuxcs pupils’ knowledge; miaoxue 3. poor knowledge;
npounnle 3. lasting knowledge; Hempounnle 3. impermanent knowledge;
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TBepable 3. sound knowledge; npoGes B 3. gap in one’s knowledge; yposens
3. standard of knowledge; momonusite 3. enlarge/increase knowledge;
TeoperHyeckue 3. theoretical knowledge; cooGuwure 3. impart knowledge;
aKTHBHO MoJIb30BaThCA 3. actively use the knowledge; paciupars 3. extend
one’s knowledge; npouynocts 3. soundness of knowledge; 3. a3bika command
of knowledge.

3HayeHHue CJ10Ba meaning of a word; packpbiBare 3. convey the mean-
ing; BocrnuTarejbHoe 3. educational value/instructive importance; npak-
THYecKoe 3. practical value; umers 3. (0 ci0Be) have the meaning (of); 3nare
3. ci1oB know the meaning of words.

Hrpa game; HHAMBHAYaJbHbIE U TPYINIOBLIE UTPHI md1v1dual ‘and group
games; KJaccHble M. classroom games; urpatb B pasjauunble H. play dif-
ferent games; o6yuarwmas u. educational game.

H3jaratb marepuasn present the material; npu usnoxenun mMarepuasna
in presentation of the material.

u3y4yaTb (OBJIaJieBaTh) MHOCTPAHHBIM s13bIKOM master/learn a foreign
language.

usyyense npeamera study of a subject; usyuennniii panee matepuan
material previously studied.

WJIIOCTPHPOBATh KOHKDETHBIMH npumepaMu illustrate with/by con-
crete examples.

uHauBHayanusauus B oOydenuu individualization in teaching.

MHAMBHAYanbHble ocoOeHHocTH individual peculiarities; u. cnoco6-
noctyu individual abilities; u. o6yuenue individual instruction; u. mogxon
individual/divided approach; u. nnman individual plan.

uHTepec K npeamery interest in a subject; xuBoii u. keen interest;
Goabuioi u. great interest; npoGyxnate u. arouse/stimulate pupils’interest;
NOA/IEPKHBATh M. yualluxca encourage pupils’ interest; passusath u. de-
velop interest (in); orcyrctBue u. lack of interest.

HCMO/Ib30BaTh MeTofl mNpaBuiabHO make correct/proper use of (the
method); u. npaBHJBHO (HenpaBHJIbHO) BpeMsi Ha ypoke make correct
(incorrect/wrong) use of one’s time at the lesson; u. nonHOCTBIO BO3MOXK-
Hoctu ypoka fully exploit the p0551b111t1es of the lesson; He H. MOJHOCTHIO
BO3MOXCHOCTH YpOKa miss one’s opportunities; u. monHOCTBIO MaTepHall
use the material in full; u. yacruyno marepuan use the material in part.

ka6uHer study; K. MHOCTpaHHBIX s3biKOB foreign language study;
metofuueckuii K. methodological centre.

kajap frame.

KapTuHKa picture; BBemeHue Matepuana mo k. pictorial presentation
of material; pacckasbiBath Mo K. tell a story suggested by a picture; pac-
cKa3 1o K. composition on a picture.

kauecrpo npenojaBanusl quality/standard of teaching.

kBanugukauus yuureas teacher’s qualification; nmoswiwenne k. teach-
er’s professional improvement; Kypchl 1O NOBBILEHHIO K. YuYHTesefi
refresher courses for teachers.

knacc grade, class, form; kaacc (xomHuara) classroom/schoolroom;
HauajJbHble K. primary forms; cpennue K. intermediate forms; crapuine
K. upper/senior forms; HamonHsieMoctb K. size of the class.

KJacCHBI pyKoBoautens class teacher/master.
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koHcnekT ypoka notes of a lesson/lesson notes; kpaTkuii K. brief
outline/notes; pasBepuythiii K. detailed notes; cocraBasith K. ypoka make
an outline of a lesson; moab3oBathesi K. refer to one’s notes; Bectu ypok
no kKoHcnekry teach from notes.

KOHCYJAbTHpOBaTb give a consultation.

KOHTPOJIb 3a ycheBaeMocThio check on one’s progress; K. 3a ycBoeHlieM
marepuana check on the assimilation of material; noBcenHeBHBIH K. regu-
lar/daily control (over); ctporuii k. strict control; mepxarb noa k. have
in control; ocnabasite K. relax/slacken control; ocyuwectisiTe K. exercise
control (over); ycranaBnuBarh K. establish control; ycunusarts k. strengthen
control.

KoHTposibHasi npoBepka test (of)/check on; k. paGora (mo) test (in);
npoBouTh K. pabory administer a test.

KpMTHKa nenoBast concrete/constructive criticism.

KpyxoKk club/hobby group/society; k. mo mepesomy translation so-
ciety/club; samucartecst B K. join a club/society.

JAekcHka vocabulary; BBemenne HoBo#i J. introduction of new
vocabulary; 3axpennenue J. drilling/consolidating of new vocabulary;
Ha 3Hakomoil J. on familiar/known vocabulary.

JeKcuyeckuit 3anac vocabulary; n. miuHuMyM vocabulary minimum.

A0003HaTeNBHOCTD inquiring curiosity; BbI3BIBATH JI. Yy JeTeil arouse
curiosity in children.

matepuan material; u3dyuaembii M. material studied (under discus-
sion).
meroauka methodology/Methods.

merod, method; ayauo-Busyanwnblii M. audio-visual method; akrtus-
Heli M. active method; rpammaruko-nepeBonubiit M. grammar-translation
method; npamoii M. direct method; co3HatenbHO-COMOCTaBUTENBHBIH M.
conscious-comparative method; ueAykTUBHBI (JexyKTuBHBIH) M. induc-
tive (deductive) method; co3narenpHO-npakTHYecKuii M. conscious-practi-
cal method; coBpemeHnnble M. modern methods; M. yCTHOTO omnepexeHus
oral approach; tpaguumnonusle M. traditional methods; npuberats K M. use
the method; M. oOyuenusi teaching methods.

metoaucT methodologist.

MeTogH4yeckass paspaborka illustrative unit of a topic; M. momoup
yunteno helping teachers in methods; m. ka6uner methodological centre;
M. koHlenuus methodological credo.

mbicab thought, idea; Bblpaxkath cBoM M. express one’s thoughts,

meisiende thinking; aGctpaxktHoe M. abstract thinking; konkpernoe
M. concrete thinking; passutue M. development of thinking; tBopueckoe M.
creative thinking.

HaOmofenne observation; Bectd H. carry on observations; GuiTh mof
H. yuurtesast be supervised by a teacher.

HaBbik habit; ¢opmuposanue H. formation of habits(in); BripaGorka
n. development of habits (in); nmpusurtite H. inculcation of habits/habit
training; nepenoc H. transfer of training; orcyrcrBue H. lack of habits;
coBepiuercTBoBaTh H. perfect/improve habits; TBepabie H. set habits; yrpa-
ypBaTh H. lose one’s habits.

HarasgHoe oOyuenue visual teaching.
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HarIaaHocTb B oOGyuenuu visual presentation/use of visual methods
in teaching; cpencrea H. visual means.

HanpasiaTh BHHUMaHue yuwamuxca direct pupils’ attention (to); .
MblcIb yuaulerocst direct the thought of a pupil (towards).

HaYUIHHKH ear-phones.

oGaeruatph 3afaHue make a task easier; o. 3amoMuHanue make memo-
rizing easier.

o0o0warh onuIT yuutens generalize the experience ol a teacher; o. npoii-
Iennbli marepuan formulate generalization of the material covered.

oboram@atb CJa0Bapb yuamuxcs enrich pupils’ vocabulary.

ob0pa3oBanue education; HauasbHOe o. primary education; HemnosHOe
cpeaHee o. secondary education; nosnoe cpentee o. high education; Bbic-
wee o. higher education.

o0cyxaeHne MeToloB pabothl consideration of methods of work; npea-
MeT 0. subject for discussion.

oGyuarb teach; o. na poaHom sasmike teach in the mother tongue.
oOyyenne teaching; wmunuBuayanbuoe o. individual training.

oO0beguHeHHe yuureneli teachers’ association; meronuueckoe paiionnoe
(ropoxnckoe) o. yuureneit local (town) teachers’ committee.

o6bem 3uHaHui amount of knowledge; ycranoBneHHbIi 0. 3HaHMIl es-
tablished amount of knowledge.

oO6bsicHende explanation; o. HoBoro marepuana explanation of new
material; o. ¢ momompbio Bonpocos explaining with the help of questions.

00bACHATDL HOBBIH Matepuan explain new material; o. 3nauenue cnosa
interpret the meaning of a word.

oBjJajeBaTh HaBblKaMH U yMeHusmu master habits and skills; o. 3ua-
HuaAMH acquire/master knowledge; o. pasrosBopHoil peubto acquire a com-
mand of the spoken language; o. Buumanuem Kiacca gain/get the atten-
tion of the class.

oBaajeHHe s3bIKOM mastery of a language.

OXHBJIeHHe B Kjacce animation in the room; BHocuth 0. B paGoty
enliven (the work); oxusaste ypok give vitality to the lesson.

onpoc YyCTHHIH oOral quiz; Gersiblii o. running quiz; MHAMBUAYAJBHbI
o. questions to individuals/quiz; ¢bpoHTanbHEli 0. questions to the class;
npoBOAHTL DpOHTANbHEIN 0. give an oral quiz to the whole class; cucrema-
THyecKuil o. systematic questioning; o6GcrositenbHsiii 0. thorough/detailed
questioning; o. mo HoBOoMy Marepuany questions on new material; o. no
crapoMy MarepHany questions on material covered; o. mo TeMe questions
on a topic; OXBaTHTh BCEX ydawHXxcs nmpu o. involve all the pupils in ques-
tion-and-answer work; mepexonute k 0. pass/proceed to questions.

onbiT experience; mepegosoi o. advanced experience.

ocHoBa basis/fundamentals; o. Bocnuranus fundamentals of educa-
tion; o. nayk fundamentals of sciences; mumaktuueckue o. oGyuenus di-
dactic foundations of teaching; 3anmoxurte o. yero-nu6o equip pupils with
the foundations (of); oBnamerb o. master the fundamentals, npuusrb/
Gpatb 3a 0. accept as a basis (for); Ha o. mpoiigennoro matepuana on the
hasis of the material covered.
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ocobGenHocTH pa3utHsa Jertefi characteristics of children’s develop-
ment; yuurhiBaTh Bo3pacTHble 0. take into account the age peculiarities;
unauBuayanbuble 0. individual differences/characteristics.

ocraBisTbh nocje ypoxa keep after school/lessons; o. Ha BTOpO# rox
keep in the same class/to repeat the year; o. Ge3s BHumauusi disregard.

ocymecTBasATh Lesb achieve/attain one’s goal; o. xoHTposb exercise
control (over).

ot6op matepuana selection of material; o. nekcuku selection of vocab-
ulary; o. rpammaruyeckoro Mmarepuasna selection of grammar material;
0. mojened pnA obyuenus selection of sentence patterns.

oTBeT Ha BOMpoc answer to a question; o. c 3anunkoi halting answer;
0. Ge3 sanuuku smooth answer; ucuepmnsiBalouuii o. exhaustive answer;
kpatkuii o. brief answer; c6uBuuBmlil 0. confused/rambling answer; roros-
HOCTb yuaumuxca K o. pupils’ readiness to answer; npu o. when answering,

orBeyatb y ctona (y mocku) answer at the teacher’s desk/at the black-
board; o. c mecra answer at one’s seat; o. TpeGoBanusaM meet the re-
quirements (of).
f oTBiekaTh BHHUMaHMe Yyuenuka divert/turn the child’s attention
(from).

OTBOAMTb TIJIaBHOE MECTO Ha ypoke give priority (to); Ha ary paGory
0. JecaTb MHHYT ten minutes are given/allotted to this kind of work.

orcytcrBue uHTepeca lack of interest; o. cBsism mexny lack of cohe-
rence; o. takra lack of tact; o. no yBaxurenbnoii npuunte excused absence;
0. 0 HeyBa:KMTEJbHOH MPHUHMHe inexcusable absence.

OTCYTCTBHe Ha YypoKe absence from class.
orcyTcTByloute those absent/absentees.

oTyeT no nexnpakrtuke student teaching report; o. 06 ycrneBaemocTH
yuamuxcsa scholarship report.

olleHMBaTb 3HaHus Yyuamuxcs evaluate pupils’ knowledge; o. ycme-
BAaeMOCTb yuyauiuxcs appraise pupils’ progress.

oueHka 3Hanmii evaluation of pupils’ knowledge; nopma o. standard
for grading/assigning marks; nsatuGanbHasi cucreMa o. five-mark system;
cnpaluuBaTh yueHHKa Ha o. ask a pupil questions and assign/give a mark
for the answer; onpesenutb 0. decide a mark; nmpocraBasiTb 0. B KypHal
put down pupils marks in the class register; 3aBriuats 0. be lax in marking
a pupil; 3aumxarb 0. be overstrict in assigning marks to a pupil; BricTa-
BJATb 0. 32 uetBepTb fill in the marks for the term.

ownoka mistake, error; pa6ora Ham o. work on errors/mistakes;
ucnpasasatbh 0. correct mistakes/errors; npomyckate o. skip/overlook
errors/mistakes; ns6eratb o. avoid mistakes/errors; yctpansTth 0. elimi-
nate errors/mistakes; npenynpexngate o. prevent errors/mistakes; cuurathb
3a o. regard/consider to be a mistake/an error.

namsaTh meniory; I. 3puTenbHaa visual memory; n. cayxosaa aural/
auditory memory; n. moropHasi motor/kinesthetic memory; n. mexanuue-
ckag rote memory; n. xopowas retentive memory; n. njaoxas poor mem-
ory;, 1. npousBoabHag voluntary memory; n. HenmpousBoJbHasl involun-
tary memory; n. kpatkoBpeMeHHas immediate memory; n. xoaroBpemex-
Hasl long term memory; pasBuTHe M. memory training; neperpy:»xars I1. over-
burden one’s memory; 3akpenute B n. fix in one’s memory.
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neparoruka pedagogics/pedagogy.
neaaroruyecku uHctuTyT teachers’ training college; n. cucrema

educational system; n. o6pasosanue teacher education/training; n. npuems
teaching techniques; n. sxcnepument educational experiment; m. moaxoxa
pedagogical approach; n. BosgeiictBie educational influence (upon); m.
npaktuka student teaching.

nepesoj Ha WHOCTpPaHHLIM f3blK translation into a foreign language;
. ¢ HHOCTPAHHOTO si3blKa translation from a foreign language; oGpaTHbli
. retranslation; cBoGoxuslil m. free translation; agekBartHblil n. adequate
translation; mocnoBumii n. word for word translation; Tounwiii m. exact/
accurate translation.

neperpyska overloading/overburdening; n. yyeGHBIX IporpaMm over-
loading of programmes; m. yuamuxcs overburdening/overloading pupils
(with).

nepeHoc HaBbiKoB transfer of training; m. sHauenus transfer of mean-
ing.

nepeHoCHTb HaBblKH H yMmennga transfer skills, habits (to).

nepeckas Ttekcra relating/retelling a text; n. no kmaoueBbIM cs0BaM
narration from key words.

nepecka3niBaTh TeKCT LeaukoMm relate/retell the whole text; n. mo ua-
craM relate/retell the text in parts.

nepexoj OT OXHOro Bujaa pabortel K apyromy shifting from one type of
activity to another; n. or ogHoro npuema paGotsl K Apyromy change from
one technique to another; m. k onpocy going over to questioning.

nepexoiuTb OT JIErKOr0 K TpyaHoMmy proceed in an order of com:
plexity; GricTpo m. oT omHOil Tembl K JApyroii move rapidly from one to-
pic to another.

nucbMo (yMeHue) writing; yuuts n. teach writing.

njaaH pa6otel wKoabl school programme/study plan; yueGHbli m. cur-
riculum; noypousnslit n. yuurens daily plan/teacher’s plan for each les-
sot; MHAMBMAyaabHblii n. individual plan; Temartuueckuit m. unit plan;
. BHeKJaccHoii paGotel plan of extra-curricular activity/work; nsmensts
n. ypoka change the lesson plan; npoaymars n. ypoka think out the plan
of a lesson carefully; orcrynnenne or n. ypoka departure from the plan
of the lesson.

IJeHKa MarHutHas tape; 3amucbiBaTh Ha M. record.
no0yxjaarh yualmuxcs K 3anatusm motivate pupils to study.

nosTopeHue Matepuana revision of material;, n. mpoiizenHoro Mare-
puana revision of the material covered; n. marepuana npeapinyiLero ypoka
revision of the material of the previous lesson; nocrosthHoe m. constant
revision; oGobuiaoutee M. summary revision; ocHoBarenbHoe mn. thorough
revision; 3asepuiatouiee 1. final/concluding revision; uacroe m. frequent
revision.

noBTOPATHL CTaphblii Matepuas review the old material; n. ypok go over
the lesson; n. ympaxHenue repeat the exercise.

nosuIaTh KBanudukauuio ydurtenas improve teacher’s qualifications;
m. ycneBaeMocTb improve results in studies.

nojaya martepuana presentation of material.
noabop Marepuana selection/choice of material.
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floAroToBHTL 0oGOpyxOBaHHe K YpOKy prepare teaching aids for the
lesson; n. 3amanue prepare the task/assignment.

noarotoska yuureseit teachers’ training; n. K ypoky preparation for
a lesson; npodgeccuonanbHas n. vocational training.

NoAHMMATh PYKY raise one’s hand.

noppaxanue yuurenwo imitation of one’s teacher.
noacranoska substitution.

noacraHosoyHas Ttabuuna substitution table.

noaxox HMHAMBHAyaabHBIH individual approach; mn. cosHaTenbHHH
conscious approach.

noka3 show/demonstration; n. ¢uasma showing of a film.

noJb30BaThecsl cjaoBapeM use/consult a dictionary; n. Bonpocamu mpu
noBTopeHHH use questions for revision; n. Bausnuem have great influence
(with, over); m. poBepueMm yuamuxcs enjoy pupils’ confidence.

noHiumanue npenMera comprehension of the subject; n. peun Ha cayx
aural comprehension; n. GecrnepeBopHoe direct comprehension; nomnoe
n. full/complete comprehension; obuiee n. general comprehension.

noHumMartb ycruyio peub understand spoken language.

nousitie concept/notion; ocHoBubie m. basic concepts; aGcTpakTHble
n. abstract concepts; koHkpernwle 1n. concrete concepts.

nocieaoBaTe/JbHOCTh BBeJeHHMSl sequence in presenting; Jjoruyeckas
n. logical order(in).

nocoGue HarssifHoe visual aid; puHammuueckoe HarssiaHoe Nm. dynamic
visual aid.

NoCTaBUTh OTMETKY assign a mark; n. nartb give a five.

nocreneHHocTb B of0yueHuu gradation in teaching; n. mnepexopa
gradual change (from ... to).

nocroaHHulii KoHTposb constant supervision/control; m. o6uenue
constant contact (with;) n. TpenupoBka constant drill.

npasuao rule; seiBoauTh M. deduce a rule; npumensaTs n. apply a rule
(to); napyware n. violate a rule.

npaktuka practice; neparornyeckass n. student teaching; ycrhas m.
oral practice.

npepnaratbh 3anauyy set a problem (before); m. temy suggest a topic.

npeamet YyueOHBIH subject; pasnoobpasue m. variety of subjects; 3Ha-
Hus mo n. knowledge of the subject.

npenoaasath npenMer teach a subject; m. cBoil nmpenMer ymedso teach
one’s subject skilfully.

npenopasatednb teacher.

npuBHBaTh JI0GOBL encourage (a) love (of) in smb; . unrepec develop
an interest (in).

npuBpiuka K uyteHuo habit of reading.

npuem Meroaudeckuit technique; m. obpsicenus technique of presen-
tation; BapbupoBath n. vary teaching techniques.

npuiexanne diligence; otinuatbea 0. be distinguished for one’s dili-
gence.
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fipuHuMnel o6yuenns principles of education; n. or6opa cnosaps prin-
ciples of vocabulary selection; npunwmun narasgnoctn principle of visu-
alization; n. cosnarenbnoctu principle of conscious approach; n. crcrema-
THYecKoro obyuenust principle of systematic teaching; n. akTuBHOCTH
principle of activity; n. ycruoro onepexenuns oral approach.

npuoGperarb 3HaHMA acquire/obtain knowledge; nm. HaBbIKM K yMeHMs
acquire habits and skills.

npuodperenne 3HaHMil acquisition of knowledge.

npuodwaTh yuawuxcsa bring pupils into contact (with).

npucnocodNAaTbCA K KJaccHoii o6craHoBke adapt/adjust oneself to
the classroom situation.

npuy4artb Jereil paborath 6blcTpo M akKypatHo train children to work
with speed and accuracy.

npoeepka 3HaHui yuyamuxcs check on pupils’ knowledge; n. ycBoe-
Hua check on assimilation; n. momamnero 3agauusa check on homework;
ycTHag m. oral quiz.

nposepsTh 3HaHua check pupils’ knowledge/test the knowledge of
pupils; n. ynpaxHenus no xawouy check the exercises with a key; n. Ter-
pamm correct pupils’ exercise-books.

nposoauTh Ypok conduct a lesson; m. onpoc give an oral quiz; n. KOHT-
poabHyio paboty, Tect administer a test.

nporpamma programme/syllabus; pykoBoacrBoBathea n. follow the
programme/syllabus.

nporpammupoBanHoe oOyyenue programmed instruction.
npousHowenue pronunciation; negocrarok n. deficiency (defect)

in pronunciation; n., ycBoeHHoe coO cJayxa pronunciation acquired
aurally.

npou3HOCHTe/bHbLIE HaABBIKH pronunciation habits.

ncuxuyeckas JedarteabHocTh mental activily; n. dysxkuuu mental func-
tions; n. passurue mental development.

ncuxodoruyeckas ocHoa oOyyenus psychological basis of teaching;
n. ocobennoctn psychological peculiarities.

padora momawHgs homework; p. kaaccHas classwork; p. camocTtos-
tesqbHass independent work/study/seatwork/solitary work; BHeknaccHas
p. extra curricular work/activity; Bremkosbnas p. public activity; npo-
BOAMTb NpeaBapuTeJbHYI0 p. carry on preliminary work; yctHas p. oral
work/activity.

paspuBaTh uuTepec develop/stimulate interest; p. mamate develop
memory; p. Meiciab develop smb’s idea; p. Temy develop a topic.

passuTHe MblmieHHs development of intellect; ymcrBennoe p. intel-
lectual/mental development.

pasrosop Ha cBoGoxHyio TeMy free conversation; naumnarte p. start
a conversation.

pacnucanue time-table/study schedule.

pacnpepesenne BpeMeHH Ha ypoke distribution of classroom time;
p. BHumaHus dividing (of) attention.
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pacnpenedatb Marepuan distribute/arrange the material.

paccka3 y4yeHuka pupil’s narration; p. no kaptuHke composition on
a picture; p. mo kmawoueBbiM cnoBam narration from key words; cocraBuTh
p. Ha Temy make up a story/composition on a topic.

paciiMpeHde Kpyrosopa vuamuxcs expansion of pupils’ outlook;
p. caoBapa growth of vocabulary.

paciupsath 3Hanusg extend one’s knowledge; p. caoBapb enlarge/
increase omne’s vocabulary; p. Kpyrozop broaden one’s outlook/extend
one’s horizons.

peub speech’language; npaBuibHas p. accurate speech; HempaBHJIb-
Has p. inaccurate/faulty speech; BHyTpeHHas p. inner speech; BHemHss
p. vocal speech; noaroros/sienHas p. prepared speech; HenoarorosJeHHas
p. unprepared speech; amajorudeckas p. dialogue; MoHoJOrHueckas p.
monologue; ycrHas p. oral language; cesisHasg p. connected speech.

peyeBas JedAtenbHOCThb language activity.

pyKoBoguTb TeANPaKTHKOH cTyneHToB supervise student teaching;
nox pykosoacTBoM yuutenss under supervision of a teacher.

camoctositesibHass pabora independent work/seatwork; c¢. mogro-
ToBKa independent preparation for a lesson, Bpems c. pa6oThi seatwork
time.

CaMOCTOAITeJibHO BHINONIHATL 3afaHHde carry out an assignment by one-
sell; c. paGoratb work on one’s own/independently.

ClleRMTh BHHMAaTe/bHO 3a o6bsicHeHHeM attend closely (to the teacher’s
explanation); c. 3a o6bsacHenuem follow an explanation; c¢. 3a ycneBae-
mocTbio yueHuka follow/watch a pupil’s progress.

cjioBapb (3anac coB) vocabulary; orpanunuendnii c. limited stock of
words/limited vocabulary.

cJoBo KJloueBoe key word; mzonupoBannbie c. isolated words; Hesna-
KoMble ¢. unfamiliar/unknown words.

caywanue listening; cu. ayaupoBaHue.

coBeT nexaroruvyeckuit teachers’ council.

conepxanie obyuenus content of teaching; c. ypoka content of a les-
son; c. Tekcra contents of a text; kpartkoe c. summary; ycaoxHATH C. in-
crease the complexity of contents.

co3HaTe/NbHOE YCBOeHHe 3HaHMH conscious learning, c. ycBoeHue Ma-
Tepuana conscious assimilation of material.

Co3HaTeJbHOCTb B oOyueHuun conscious/cognitive-code learning.

cooOuieHne HoBoro matepuana imparting/presentation of new mate-
rial; nogrotoBneHHoe c. prepared talk; HemoaroroBseHHoe c. unprepared
talk; cmenare c¢. B kaacce give a talk in class.

COOTHOILUEHHE MeXIy Teopueil W mnpakTtukoii interrelation between
theory and practice.

CONPOBOXAATb paccka3d MOKa3oM HarasiaHblXx cpeictB illustrate the
narration by visual aids/materials.

coctasasaTh Bonpock form questions; c. mian make a plan; c. gomon-
HUTeJIbHBIE yrpa)kHeHHs1 compile additional exercises.

coyeTaHHe BCeX acleKToB s3blka combination of all the aspects of
the language.
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COYMHEHHe (IIKOJBHOE) composition, essay.
cneuuduxa npeamera (yueGHoro) specific character of a subject.
CnHUCHIBaTh C AO0CKH copy from the blackboard.

cnocod nogaun marepnana method of presentation of material; exun-
CTBeHHHIA ¢. the only possible way; pasubivu c. in a variety of ways.

cnoco6HocTH yuamuxcs pupils’ aptitude; ymctBennsie c. intelligence;
3HaTh ¢. Kaxjoro know each child’s capacity; nposBaste c. show one'’s
aptitude for smth.

cpeacrBa ob6yuenus means of teaching/teaching aids.

CTaBHTb BONPOCH K TeKcTy ask questions on the text; c. onenky assign/
give a mark; c. uenp set a goal.

cTatha paper/article; HayuHas c. proceedings.
crepeoTun aAuHamuyeckni dynamic stereotype.
cTuMyaupoBatbh HHTepec stimulate one’s interest.

cTynenu ofyuenus stages of teaching; nauanbuast c. primary forms/
grades; Mnagmas c. junior stage/forms/grades; cpennsis c. intermediate
stage/forms/grades; crapiuas c. senior stage/forms/grades.

TeKeT Ans1 nepesBopa text for translation; T. mns nepeckasa text for
reciting/telling; 3uakomwiii T. familiar text; nHesnakomeit T. unfamiliar
text; mepBoHauanbubifi T. original text; T. cpemseit tpymHoctn text of
average difficulty; cocraBasite T. compile a text; ananus 1. analysis of
a text; TonkoBanue r. interpretation of a text.

TeMa ypoxa subject/topic of a lesson; nepexoaurp ot ogHoil T. K Apy-
roii pass over from one subject to another; rosoputek Ha T. speak on a topic;
obiToBbIe T. everyday topics.

TpaHcdopmanua transiormation.

TpeGoBanus yuutens teacher’s demands (upon); mporpammHbie T.
syllabus/programme requircments; mNpeabsBASITL NOCHAbLHBIE T. K yua-
wumest make demands within pupils’ range; nosbiuare T. increase demands/
standards.

TpeHUpoBKa ycrias oral drill.

TpyAHocTH pabotel B Kjacce classroom difficulties; npeomonesars
T, overcome difficulties.

yBaxartb JuuHOCTh pebelika be respectiul to the personality of a child.

yBepenHocTb B cebc self-condidence; tepsirb y. B cBou cunbl lose con-
fidence in oneself; mpuoGperary y. acquire/gain confidence in oneself.

yreaatb Bpems find time (for smth); y. BHumanue give attention to.
ykasanuga instructions; nojgpofuuie y. detailed instructions.

ymenue uutaTh reading ability, npakruueckue HaBbikH M y. practical
habits and skills.

ynotpe6aaTh use, make use (of); HempaBuablO y. misuse.

ynpaxXHeHHe exercise;, y. na ysHaBaHue recognition exercises; y. Ha
NOBTOpeHHe revision exercises; TpeHupoBounble y. drill exercises; moaro-
TOBHTe/IbHBlE Y. preparing exercises; rpaMMaTHyecKHe y. grammar exer-
cises; mopcraHoBoutible y. substitution exercises; ycTHble y. oral exercises;
nucbMeHHble y. written exercises; y. Ha npotiBonocrasieHue contrasting
exercises; y. B noBropeHnH imitative exercises; y. Ha Tpancdopmaumio
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transformational exercises; y. B caywanuu exercises in hearing; cutya-
TuBHblEe Y. situational exercises; mporpamMmupoBaHHBle Y. programmed
exercises.

yposenb 3HaHuil standard of knowledge; y. noaroroBku (yuauiuxcsy)
level of preparation; y. nonumanusa level of comprehension; y. npenoaa-
BaHus standard of teaching; na Husxkom (Bblcokom) y. at a low (high) level.

ypok (yue6Huka) lesson/unit; y. (B kaacce) lesson/period/class-period,;
y. ureHuq reading lesson; y. ycTHO peun conversation lesson; y. o6bsicHe-
HMS U 3aKkpensieHus lesson imparting and consolidating fresh knowledge;
y. NOBTOpeHud revision lesson; koMOGuHHpoBaHHBIA y. lesson with mul-
tiple aims/objectives; y. ¢ marautodonom tape lesson; y. no paguo radio
lesson; orkpwiThil y. demonstration lesson; mpoGubiii y. test/open criti-
cism lesson; nomHoueHHbl#t y. adequate lesson; HefosHOUEHHBIH y. inade-
quate lesson; HaunHatb y. begin the lesson; y. ¢ npuMeHeHHeM HaTJNSAHLIX
nocobuit illustrated lesson; y. ¢ npumeHeHueMm npeaMeroB object lesson;
nocTpoeHde y. lesson construction; comepxkanue y. content of a lesson;
Heab ypoka objective of a lesson; xoHcnekT y. notes on a lesson; nsau
y. plan of a lesson; Tunsl y. types of lessons; cocraBuble uactu y. component
parts of a lesson; Bectn y. conduct a lesson; roroButhest K y. prepare for
the lesson; paBatb y. give a lesson; Gpatb y. no take lessons (in); ocTaB/siTh
nocse y. keep after school; akruBHo pa6orartb Ha y. be active at the lesson.

ycsauBaTh 3HaHus assimilate knowledge.
ycBoeHHe Co3HaTesibHOe conscious assimilation.

ycaoBua OJjaronpusitTHble ans 3aHatuil favourable study conditions;
cosjiate y. provide conditions (for).

ycnesaeMocTb (yueHuka) (pupil’s) progress; HH3Kas y. poor progress;
Tekyuias y. daily progress; noBbicuth y. make better progress.

ycTaHaBauBaTh THUIHHY establish silence; y. mucuunauny establish/
impose good discipline.
yuebHuk textbook, manual.

yueOHbIH ron (mosyrogue, 4yerBepThb) school year (term); y. npotecc
teaching procedure; y. nnaun curriculum; y. ¢uavm educational/instruc-
tional film; y. Harpy3ka yuurens teaching load; y. Bpems teaching time,
notreps y. BpemeHHu loss of teaching time.

yueHHK pupil; y.-ornuunux bright pupil; y. cpemnmit average pupil;
y. nnoxoli slow/dull pupil; nyumnit y. top/best pupil; neycnesawomuii
y. underachiever; otcrawouuii y. backward pupil.

yd4eT M OuUeHKa 3HaHui yuamuxcss measuring and evaluating pupils’
achievement; y. nocemaemoctu yuamuxcs recording of attendance; teky-
wui y. regular recording; ueguBuAyanbHbil y. recording the progress of
individuals; Bectu y. keep a record (of).

yuutesb crporuil strict teacher; y. tpeGoBatenbHblil exacting teacher;
y. Ha nonHoi craBke full-time teacher; y. Ha HenonHoil craBke part-time
teacher; xopouio mogroroBnenneiét y. well-trained teacher; nsoxo mnog-
roToBJIeHHBIH yuuTenb badly-trained teacher.

yuuTh (0Oyuatb) teach; y. yuyauimxcsi nosnw3oBaTbest caoBapem train
pupils to consult a dictionary; y. ypok study a lesson; y. Hausycrs learn
by heart/memorize.

yuutbca learn, study; y. B mkosme go to school/attend school.
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 Guabm yuebHbiii educational/instructional film; &. usernoit colour
film; 3ByxkoBoit ¢. sound film; uemoit . silent film; mynbrunaukaumnou-
Ilblfl:{l ¢. cartoon; xymoxectBennbii ¢. feature film; noxaseiBath ¢. show
a film.

duabmockon film-strip projector.
tdoHokabuner language lab(oratory).

tdopma nsJoxeHus manner of presenting; B ycrHoit ¢&. in verbal
form/orally.

xoa ypoka course of the lesson; xon pacckasa flow of a narration;
B X. paborhl in the course of work.

Xop chorus; roBoputh X. speak at once; uurate X. read in chorus/
unison.

xoposoe urenue reading in chorus/unison.

ueab goal/aim; nocraBnenHas u. goal set/goal to be achieved; m.
ypoka objective of the lesson; xoneunwie 1. terminal behaviour; xoGu-
BaThcs JocTHraTth L. achieve/gain ome’s end.

yac akajgemuueckuii class-period.
yeTBepTh yueOHas school term.

yutaTh Baayx read aloud; 4. npo cefst read silently; 4. Hausycrsb re-
cite; uurath GuicTpo read rapidly; urenue Beayx reading aloud/oral read-
ing; 4. mpo ce6s silent reading; ananutHyeckoe 4. analytical/intensive
reading; cuHTerHueckoe 4. synthetical/extensive reading; oGbsacHuTenbHOE
yreHde explanatory/interpretative reading; momamunee u. home reading;
Gersoe 4. skimming reading; OblcTpoe 4. rapid reading; camocrosiTenbHOe
y. independent reading; Texnuka u, technique of reading; yueGHoe u.
study reading; coGcrBeHHO 4. reading per se; ofpasuoBoe 4. pattern read-
ing; pmuarHoctupymowee 4. diagnostic reading;, oOyuarouiee 4. instructive
reading; xoHtposabHoe 4. control/test reading.

yyBcTBo f3bika feeling for language.
lKoJbHaa cHcreMa school system; m. o6pasoBanue school education;
m. Bo3pact school age; w. ToBapuuiu schoolmates.

ak3aMeH NepeBofHOH promotion examination; nosropublii 3. repeat
examination; rocygapctBeHHblii 3. state examination; cmaBate 3. take/
have an examination; Belaep:KHBAThL 3. pass an examination; npoBanuThbca
Ha 3. fail in an examination.

sK3aMeHalMOHHbIH OuJer examination card.

a3biK peub language, tongue; poaHoit s. mother tongue; Geanniit 1.
poor language; xuBoii 4. living language; o6uxonHuiii g. everyday speech;
MeCTHHIH $1. vernacular; u3yuaembid s1. the target language.
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