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society. Freire (1985) has argued that learning should not be
a matter of repeating and memorising, but should involve

critical reflection with a view to understanding and

\ ¢
Y
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transforming society. This can happen if students are no
longer passive and are not mere objects of the learning
process. A

i T -
£

One &f the great values of the decentralised

- classroom .where students participate as teachers-as -
well as learners is that it opens up the students'
"secret" files of misinformation, humour, confusion
and linguistic insight to an extent that is often
not possible in the traditional setting (Shaugnessy,
1977: 40).

What is$ clear is that students' inaependent learning
progédures are%fostered, as are processes of self discovery
~and problem-solving. According to Urzua (1987), students tﬁat
she taught developed a sense of power in language as they
‘recognised, largely through revision, that language (could) be
manipglated and rearranged, that sections of a‘composition

(could) be deleted or added. They realised they were mastefs,

not slaves (Urzua, 1987: 292).

Nevertheless, the process apﬁroach has its own shortcomings,
many of which are apparent withiﬁ the South African school
system; It must be borne in mind that the process approach to
writing should not ignore or undermine the development of
bas?é—compeﬁence wit@\sub«skills. For example, there is a

tendency for teaclers to minimise the value of grammar




teaching if the stress is on process.

It is 51gn1flcant that -issues around tae role of the teacher

Y

in this co-operative group-learning situation have not been

fully addressed in the process paradigm and the danger ex1sts

that the procedure may become too unstructured and open—ended.

It 1s bften argued that the teachers'’ role is to faCilitate

student—centred, collective learning. As a result, teachers
may justify taking a "backseat" in the classroom in ‘the
interests of democratic teaching practices, without taking

into account some of the difficulties expeiienced by students

in groups (see-3.8).

3

in~the prooesswpaéadigm, it is to the detriment of students if

they are not directed enough or given the tools with whlch to

manipulate tha language for whatever purposes. There needs to
. be a balance between teachers' crucial 1ntervention and the
lvg\studentsﬂtaking responsibilty for, and control of, the
learning situation, "The value of instruction is that it can
help cure and prevent inefficient or "tangled" conposing
processes" (Krashen, 1984: 27). Teachers may be willing to,
-Jattison traditional teachin§ habits in favour of techniques
+that are radlcally different and which challenge authority
structures at both micro and macro-levels. But this should not
-be at the cost of the development of students' potential as
writers which does require some disc cipline and structur

Teachers should respond to students as "fellow-learners and
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feilbw-craftsmep" and be "midwives to the éreation" (Freedman,

;583: 185).

LA furth%r‘difficulty is if teacher; themselves lack confiden
in their own abilities ang skills and become threatened by a
sitﬁafion in which they are relinquishing’whatever small
cOntrolﬁtﬁey have over the studeﬁtsl Asfmentioqed,iq the
pfoduét paradigm,‘te;chérs cling te traditional*modeis of
instruption:ﬂThig is often an extension of the prescfﬁbed

lisyllabu;es that teachers are compelled to teéch. Squire has\

pointed out that, ‘ s L
N |

Not until we facekclearly the great dichotomias

ce

o g

between product -and process, between correctness ang = — -

appropriatenets, between atomistic teaching and
. holistic teaching, will we bring clarification to
‘the present' dilemma. (Squirg in Chorney, 1985:718).

- These questions will be addréssed when a programme for the

‘upgrading of English second language teachers (TELIP)ﬁis

analysed in Chéﬁ;er 4,

" Finally, it must be pointed out that the material cenditions
of many Department of Education and Training schools do hot
allow;fof a non-evaluative, collaborative environment where -

studentsfgenerate their own topics. This is as a result of

both ideological control from education departments and

practﬂcal conSt:éints such asg lack of.space and extemely;large

!
i

‘number

s of studeits. Even teachers who have the confidefice and




willingness to chal

by such factors.

It«is when one considers the potential shortcomings of the

nprocm 8 paradlgm applled in -extreme form that a comoination of

‘promuct &nd process approache

\

of aw
-

seems, viable for the formation

'progressive" yet,real@stic framework for the teaching of

writing. = il T s -




CHAPTER THREE

3 A SYNTHESIS OF,PﬁODUCT AND PRéCESS APPROACHES TO THE

TEACHI™S OF WRITING

This chaptmr attampts to comblne the most advantaﬂﬁous aspectc
of both product and process paradigms;bearing in mind many of

the shortoominga that hatve been Nentioned in. chapters 2 and 3.

i =
p

It wmll he . h0wn that product- orientnd te hquues can be

/ b
incorporated and bUllt into a grooess apbroach in whlch there

it
i

is an ethos of creatlng, sharing, e?ploxing and risk taking.

o

i

One of the major:strengths of the process appﬁoach is that
students tﬁke résponsibilty forwthe writing themselves. They
hecomo aware oﬁ»thercriterié necessary fo? a good plece of
writing. This thay learn>f§om their own writing practices and
'f#om«developing’a critical eye while they draft, revise, edit
ﬂahd proofread: Writing has been described as a self-conscious

" process because the -writer must

gtay with his points or depart from then=in ways
that make sense to his readers; he must recognise
‘his commitments £o explain or ill.strate or prove;

he must observe proportlons; he must, in short, keep
track of where he has been and look teoward where he
is going or risk losing both his line of theought and -
his reader (Shaughnessy, 1977: 250).
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" and understanding of their own and others' writing and that

 final Chapter.

Students need to learn things that will further their control

have meaning beyond the classroom. At the same time it is-
unwise to fall into the trap of dismissing all grammaticalwaﬁd
"rhetorical studynand assume that students will develop

accepted,forms through sheer practice. _///”"

If teachers are to intervene constructively during -
the process of writing in order to assist with
revising, editing and proof-reading, then they need
to know what problems of composition confront
children at different developmental levels and what
linguistic difficulties are associated with

~-  different types of writing (Perera, 1984: 210).

fiﬂ‘is hoped that some pointars will emerge from this research
report which address quesﬁions'related to the delipate balaﬁﬁe
teachers need to maintain between being too intrusive or too-

laissez-faire in strategy. An additiopai section on

'metbodology will be included ih this chapter to raise some
'possibilitiéé for dealing with these(issﬁes.

This chapter is an analysis that 1s based largely on the
wrigér's practical experience of teachiné academic writing to
first year Khanya College Etndents. Many of the concrete
examples and illustrations will be drawn from this E.é.L.
context. It is too esarly at this pbint to determine the
success of the approach at Khénya though results indicate an
OVerall imprOQement in essay-writing practices. The synthesis
is itelf ope: to critlicism and its usefulness as an anaiytical

tool will be measured when TELIP material is discussed in Ehe

SUIEI T T
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3.1 Planning

In the prouess paradigm, planning is seen as msre~than just a
time when ildeas are formulated Often, good writers use a plan
as the staLting point in thcir essays, yet they go back to
reviee it as their own thoughts change and develop. Thls is an
important move away from the;plan rigidly determining the
entire essay. Many teachers still spend most- of ‘the classroem
~time on’plaﬁning procedufes and believe .that ﬁhe rest of the

composineg process will take care of itself.

There is some merit in spend%né time on planning, particularly
iffstudents are encouraged to brainstorm ideas by wayeof
association and to share ideas with each other. Vygotsky s
work (1962) shows the importance of talking about one's ideas
before writing. This helps pupils to move from "maximally
eompact innex speechﬁto maximally detailed'written speech"
(Vygotsky in Janks, 1988: 152). Even though sﬁddents dohneed
help in focusing the mind, there is an assumption that wrilting
will come right "the first time" if the plan has been,prcperly
formulated., This is contrary to-writing as a drafting process

/ ! n -
~in Which major, shifts in thinking might occur and may

V chaLlenge gtudents to conutruct new meanings for themselves in

\‘,\

‘the course of wriLing.

A synthesis approach does not discard plans altogether in

favour of numerous drafts. The prepavatory stage of

et
¥
]

&y




composi{ion is regarded as crucial if it serves to "unblock"
the writer and reduce performance anxiety through various
brainstorming strategies such as the c¢reative pattern. Other
planning technjques ‘include freewriting, varlous types of
primary and secondary research {interviewing, experimenting,
reading, e%c.) and a period of "doing nothing," of incubatlon

{Coe, 1986*E299). In groups, students can work on particular

activities which they then present ko the class for criticism.
This enables the student to begin writing with a deeper' -

understanding of the subject matter and with some -confidence
from others to proceed. Students will realise that they are
much more effective working with others than working in ,

isolation, attempting to emerge with "all the answers". .

Other®methods of "prewriting" can be en¢ouraged such as the
’making of notes "whether in diaries and hotebooks or in
jottings on scraps of paper like old envelopes", which Smith -  ‘ef
calls "disposable writing" (Smith, 1982: 126). The importance - .

i

of thesa is that students begin to see themselves as writers

and that writing is not always a one- otf activity: which . l‘\in ®
results in an immediately perfect end product. Writers can 0 RPN i ea

also see the overlap between the preparatory stage and the A : Dk ‘ ,:

composing process itself which involves rewriting and editdng. = ‘u r« e

When students revise they can return to their original notes ) ;“ DR

/! ,/ o oy

L =0

which are reninders to do something later on., They can mcdify j [g"“s“; ; N
and re-order parts of the text on the basis of these notes as e N S, e S

well as observe the changes that have occured since they began TR e e T

2]
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writing. Smith says that the only distinction that can be made

[}

bétween pre-writing and revision is that of

emotional tone; pre-writing can be a time of
tension, of alternate impatience and excitement as
possibilities conceal and reveal themselves, whereas
revision tends to be réflsctive, a contemplation of
what an existing text cr set of notes for a text is
and might be (Smith, 1983: 128).

Plower and Hayes have shown that there‘is a gtrong connection
between pausing and planning as writeré "fregquently reread
their current'tegt, pause, and write some more" (Flower and
Hayes, 1981: 231). This could imply an exclusive dependence’on
“sentence-lével planning" which is one of the marks of a poor
writer. However, studies have shown that "children learn to
write by learning to move from the sentence-lavel planning
straﬁegies of conversation to the whole-text planning required
by -writing" (Flower and Hayes, 1981: 231). This brings in
Flowér and Haye's hierachical conception of writing goals in
which students learn, through graded activitieé, how to
‘iptegrate sentence-level planning with "rhetorical or whole
tg¥F planning," the "distinctive feature of mature writing"

(Plower and Hayes, 1981: 233).

Floweﬁ‘and Hayes (1981) argue that the kind and quality of
goals writers develop and their ability to use planning to
guide their composing processes, distinguishes the good

writers from the bad. One can generalise by saying that good

3
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writers are able to use plans selectively and in a
non-constraining way, whereas poor writers rely on this aspect
of writing to channel them through an essay.

Planning is an aspect of writing that is fairly easy to teach,
perhaps the reason why it is overemphasised at schools. It is
an important area to begin improving students' writing through
an awareness of high-level priorities and goalé; As loﬁg as
pPlanning is placed in its proper perspective, alongside and
‘interacting with other elements of writing and is not regarded
’aS'the time when all thoughts are created, students can
aevelop as writers in a structured and supportive environment.

3.2 Grammar

The synthesig approach does not view the teaching of wfiting
as synonymous with grammar teaching as is often the case in
the product parsdigm. Neither does it dismies grammatical |
Goncerns as less than secondary to students' expression of
,meaping, which 1g a feature of certain laissez~faire process
appgﬁaches. The synthesis approach argues that it is necessary
for'étudents ko have an understanding of grammatical
structures to nelp them while they are engagad in the writing
‘process. As mentlened previously, though, identifying and
correcting grammatical errors is aﬁ editorial ratherthan a
composiﬁg skill and should not disrupt the fluency of the act
of writing.

o~

)
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Even. though the emphasis in the synthesis approach remains on

the content and meaning of a particula¥r essay or assignment,

studénts need to be equipped with key grammatical concepts to

“check their own and others' writing. Shaugnessy points out

that often "a seemingly simple feature of instruction will be

located ‘at the interstices of several grammatical concepts"

{Shaughnessy, 1977: 130). For example, for a student to decide

ifca'subject3Vagrees” with a verb, s/he has to understand what
is meant by Ehé;term "agreement", identify the base words of
tlie subject and preéicate, determine Wﬁéﬁher the subject is
singular or plural according to the conventions of formal

English, to name but a fey tasks. The zule for subject-verb

agreement makes more sense in the context of students': own

writing.

Grammar, in this paradigm, is not a matter of memorising

rulesg Which afe'"descriptions of senténces that are
considered grammatical, descriptions of produéts rather
ﬁhan rocedures by which grammatical sentences might be
ﬁroﬁhced" (Smith, 1982: 191). Grammar texts are not relied on

or used to initiate grammatical instruction. Students should

be able;té'use various resources selectively, based on their :
acquiréd and learnﬁ understanding of the complexity of
language. Grammar handbooks often simplify grammatical
concepts unrealistically whereas teachers should be prepared

to move "with students, straight into the tangle,...until
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patterns of difficulty begin to emerge” (Shaughnessy, 1977:

186). A repertoire of approaches to language is encouraged as

opposed to.allegiance to one particular schonl of grammar.

_What has emerged from a critique of both product and process
paradlgms/ls that students develop an understanding of grammar
when they are able to view their own work from the reader's
perspective. The immediate'preblem is that students have u
narrow conception of readership or aud&ence\because they often
‘write exclu51ve1y for teachers. Shaugnessy proposes various
strategles to- Shlft students perspective with regard to

i

grammar. For example, in punctuation teaching, ' 'exchange

A

\ureadlngs of student papers, an exposure to unpunctuated
1

4, )

"passages that students are required to read aloud, audiovisual
demonstratlons of the vay a reader gets derailed by faulty
punctuatlon (Shagghnessy, 1977:°39). This is a move away  from

’ eachlng and shows students -that punctuation
means somethlnﬁ to people besides English teachers. For
example, they can see that punctuation adds a measure of

V

pre0151qn that ls not possible in talk.

b

As mentiened earlier’ correctngss is only one part of the
process of writing, yet it is a sign of progress if students
developza healthy intolerance for errors that prevent clear
and meaningful expression. There is little point in students
learning grammar if they are not writing on a regular basis

and understanding how language works in terms of their overall

PTG
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intentions or goals. The synthesis

approach does not undermine

the value of grammar, but sees it as inseparable from

composition. A technique for enabling students toé develop an

awareness of their own and others' grammatical weaknesses as

-well as how to remedy them in the final drafting process, is

presented in 3.6.

i

It is inevitable that students will make errors when they

begin to experiment with writing for different purposes and

with structures that are new to them. This approach argues

that one should look at errors "in a way that does not ignore

the linguistic sophistication of students nor yet underesti-

" mate the‘complexity of the task they face as they set about

learhing to write" (Shaughnessy, 1977: 13). As mentioned in

the process approach, it is unproductive to develop an

_immobilising fear of errors and mistakes in students. If

students do not have strategies for revising and editing their

work, however, their errors will be reinforced and little

”development will occur.

Error awareness, like grammatical understanding, should be

viewed in the context of the entire composition and the

process through which ideas have been assembled and revised.

Students should begin to distinguish between semantic¢ and




érammatical problems, i.e. betwéen sentences that are unclear
rin’meaningy and those senten&es that are unacceptable because
offmore technical and stylistic mistékes. Thus different types
of error will be focused on at different points in the ‘ o
qpmposing process. Ale, students write more easily in certain
styies than in,dthers (narrative writing is generally easier
than analytical writing) so the types of -.errors students make
_can” be identified from-a range of styles. This enables a
certain améuntfof“control over error énaiysis and sttdents &an
develop a greater understanding of the criteria for

"correctness" ‘ ‘ -

=

Takenkindividually, most errors do not seriously alter a
wfiﬁer's meaning. Teachers in the process approach might
-therefore exclude any. attempt to concentrate on grammatical
error from a writing programme as it hinders the fluency of

the writing. The synthesis approach’ supports this rationale

and also stresses that error awareness should not inhibit the
‘lsftdent as a writer. But, it is argued'that errors "have the

‘power, when they occur frequently, to hinder or even halt the

7 !

g

,avérage reader" and that there are aﬁpfopriate places within

the»composing process for editing to také place (Shaughnessy,

1977: 158).

fWhatever_the errors, though, students should be aware of the

‘Tkeasons for correcting them. It might beé necessary for

stﬁdents tb'read the essay out loud before correcting what




grammatical preblems, i.e. between sentences that are unclear

in méaning, and those sentences that are unacceptable because

of more technical and stylistic mistakes. Thus different types

;

of errér’%ill be focuseéd on‘at different points in the
composing process. Also, students write more éasily in certain
s@ylesxtﬁan in others (narrative writing is ¢enerally easier
thénianalytical writing) so the types of errors students make
can be'ideﬁﬁified"from'aﬁranée of styles. This enables a
certain amount of control. over error analysis and students can
develop a greater understanding bf the criteria f#or

"correctness"

ATaken individually, most errors do not Seriously alter a
writer'é meaning. Teachers in the process apﬁfoach might
theréfgrenexclude any attempt to concentrate on grammatiqal
~@rTor from'é’writing programme as‘it‘hinders the fluency of
th‘writ;ng. The synthesis approach supports this rationale
and also stresses that efror awareness should not inhibit the
~student as a writer. But, it is argued that eqﬁorgﬂ"have the
power, when they occur frequently, to hinder or even halt the
‘average readerf;and that there are appropriate places within

the COmposihg process for editing to take place (Shaughnessy,.

19794 158). -

Whatever the errors, though, sﬁudents should be aware of the
reasons‘forfcorrecting them. It might be necéssary for

students to read the essay out loud before correcting what




sounds .wrong or to have the essay read by someone else. One
problem experienced Ly students at Khanya College is that they
bectme proficient at idenﬁify;ng and correcting content and
grammatical errors in othershjbut still have difficulty seeingy
the same probléms in theii'éwn essays. There has been
improvement 1If one or two items are dealt with at;a time and -
overioad is avoided. A time lapse may be needed bé&ween

writing and revising to provide some distance for the writer.

Correcting errors-is probably the least rewarding and the most

ﬁfrgstratihg aspect of writing, yet once students have some
idea of what they are correcting and why, it is émpowering for
them to have skill”in an area usually reserved exclusively for

teachers.
3.4 Structure

As mentioned in the process paradigm, some students have
difficulty following instructions such as: "A sentence is a
complete idea" or "A paragraph is a group of sentences that
‘develops one main idea" while they are writing. It is only
when,they have finished their first draft and see their idouas
writteﬁ dowri on paper that overall structure and links between
ideas start to become ¢learer. This techniyur is called the
"outline later" technigue and proposes that the writer make an
outline of what is already written (Coe, 1986: 304). This |
serves to reveal the underlying structure of the draft as the
writer makes a summary of the main point in each paragraph or

section.
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The "outline later" is a technigque that...moves

their attention from particular words to- the

-  structure of the whole writing. It helps them to see

©  organisation - and dis- or mis-organisation (Coe,
1986: 306). '

- Students should learn how to choose appropriate structﬁres for
partidularkpieces of writing. If students are acquainted‘with
axvariety of structures such as deséfiption, comparison/
contrast, narration, causal explanation etc., they will become
péoficient at identifying these patterns in their owﬁ and

other's éssays.

Structure is an integral part of the planning process as it

buiids on the initial outlinie. The synthesis approach argues

that rigid structures and plans are constraints for the writer

when they get in the way of a "free—flpw" of ideas yet warns
agéinst moves to discard structiire altogether. Once the  ideas
or argumentsrhave been thought through and developedVon paper
vuninterrﬁptedly, it is essential for the writer to make a
congciﬁus effort to assemble and organise the writing

coherently so that the reader can make sense of it.

- StudentS'are not always aware of how to produce or recognise

:'ﬁhai:;oﬁn main ideas. This often produces a form of mental
bloeck aé students become immobilised trying to muster up a
“"main" idea. Shaughnessy suggests thatrideas can only be
generated 1f the conditions are favourable in the writing

class. This means that students are




led gradually and with awareness from relatively
simple to more complex tasks of conceptualisation,
for it is largely by observing themselves "get"
ideas that students begin to understand the
-difference between facts and inferences, subordinate
and superordinate statements (Shaughnessy, 1977:

246). ‘

students will realise that topic sentences'are governing

sentences that they already know how to produce. With practice

in identifying topic sentences, students will gtart ﬁseeing"

structure ﬁp their own writing and in a wide range of

materials.

The same principle applies to introductions, "bodies" and

conclusions,the standard structure for all essays. As

mentioned in 2.2;4L,w§tudents become confused when they are

told what is expected of a "good" introduction, and this often

produces stilted as well as inappropriate results. When

students understand the purpose of a particular writing

assignment, they can work out for themselves the suitable

driteria for introduction and conclusion. For exanmple,

students can bend the rule that conclusions never include new

ding something of interest and relevance

this is not

information by inclu
for the reader to think about. Strictly speaking,

new information, and is an attempt to make an impact at the

end. Yet the rule itself could.preclude such a thought from

entering the writer's mind and the main points are sumned up

in a mechanical fashion.




3.5 Models/Reading

Tt has been argued that the key to learning about writing
for students to "read like writers" (Smith, 1982: 179} .
Because studénts begin to perceive themselves as writers,
devélop more of an interest in both reading and writing.
students become aware of different reading strategies for

aifferent reading purposes; which facilitate a greater

understanding of the reading-matter itself. As a result of
learning the structures and thought patterns of written
languége, students learn to read their own work with the eyes
ofxan outsider. "As readers they evaluate and edit their own

writing to make it clear for their intended audience" (Perera,

1984: 270).

Reading is not -geen- in-the same way in the product paradigm,

“where models axe given to students initially as a consclous
attempt to improve their form of writing. Tn the synthesis

‘approach, reading plays a crucial role throughout the writing
bxocess: initially as stimulus material particularly fqr
writing tasks across the curriculum and then as part of the

e&olving piece of writing when the students constantly read

their drafts with a view to checking and revising thems In

academic contexts good studehts return to written texts

throughout the writing process, as their own developing ldeas




" from working out-key ideas of paragraphs in these essays. On

>writing‘can become texts for ¢ritical andlysis. Khanya College

. adequately planned and structured. Such activities encourage a

products to be ¢mulated in form. Models of exemplary student

challenge some of their original perceptions and interpreta-
tions of the reading material.
Nevertheless, written models can be incorporated into a

synthesis approach 1f they are not seen merely as perfect

studeqts!haVe improved their own writing practices from
examining pre-edited and final edited versions of good essays.

They have developed an awareness of the importance wf logic
this basis they are able to assess whether the essay has been

sharing ethos in which students learn to criticise each
others' work constructively and to become less territorial
about their work. bdodels are thus treated analytically and

students become familiar with a range of writing styles.

Smith makes the point tﬁat reading in itself is not sufficient
to learn, for exaﬁple, to become a good punctuater because
"démonstrations in‘a text do not show how to do something but
only how something has been done" (Smith, 1982: 178). It is
only when students attempt to write themselves and to work out
the possiblities in practice that they can check for
themselves or from an interested reader if their punctuation

is appropriate or whether their intended meaning is clear. "In

‘the dct of writing, the writer is the first person to interact




‘with the text, which may then be made available to others"
(Smith, 1982: 207). Thus good writing is not automatic once

-one is a good reader.

3.6 Methdds of Assessment/Revision

W

It is deceptive to place fgyision at the end of thersynthesis
approach becatise rev;sion ég a process is dontained within all
agpects of writing.#A Khanya College student remarked when
reflecting on an essay test he had written, that he found
himself re-reading paragraphs as he had finished writing them
o Check.if he had "stuck to the topic". Even though he was
concerned that this had disrupted his wfiting fluency, he
concluded that this was gdod practice because he was able to
monitor his woxk closely, think carefully about the :

development of his ideas, and think about the requirenents of

the essay from the examiner's perspective.

In a test this is useful practice because there is often
insufficlent time to iedrafﬁ an esnay or to make substantial
changes at the end. The student illustrates the point that
revision as an aspect of wrlting does not begin when the
writing ends. The writer is constantly in a state of
self-reflection even when there is time at the end to redraft
the essay. Revision can happen at any "stage" in the writing
process: When it goes on in our heads before we commit words

to paper, we call it thinking and organising. When we do it

A

b




slightly later and on paper, we call it revision" (Flower,
1981: 72). Perer: has identified errors that occur in writing
which "Qéem from a failﬁne to reread during the composing
process" (éerera, 19844 268). Examples of this are the
omission of words and repetition, which can be remedied by

proofireading and by students checking each other's work.

At Khanya Collegeffa two-phase editing system has been
developed which aims\to make criteriz for academic essays
clear to students. Most teachexs krow the criterila for "good"
essays automatically‘and‘they take it for granted that
students become aware of them in the course of writing. The
editing system has not been imposed on students as during the
year activities are devised through which students thomselves
come to grips with the required expectations (see 3.4 and
3.5). Students first edit each other's work using a content
checklist which changes according to the type of essay

required and which concentrates on different elements at a

time (sea Appendix 1).

gtudents revise their work on the basis of ferdback on the

checklist. The essay may be totally resgtruchtured as further

ideas are added, sentences are rearranged and parts are

changed. In class, students can reflect on how this revision

process has affected and changed their essays, as well as what

they have learnt about their own essays from editing someone

elsa's,




. The second checklist is a language one andﬂis reservad for the

final stanes of the drafting’process to prevent ptouccupation .

with error (see Appendix 2).

Tf a writer is not worried about being wrong...he
will be free to think about what he means and not
worry so -much about the way he is saying things, a
worry that almost inevitably cuts him off from his
__best grammatical intuitions (Shaughnessy, 1977:779).

Commonglanguage errors that have been identified hy the
teachef\and gfbuped according to er;or type (e.g. subject verb
agreement or tense) are presented to students and corrected
together so that students understand why there is a need to
change .a particular sentence or word. Perera points out that
proofreading“will not help with errors of this kind as they
willnﬁeed an "explicit demonstration of how the attempted
construction should be formed" (Perera, 1988: 268). Students
choose at most two language items with which they have had
difficulty in the past and ask a fellow student to £ind
exameles'of bad practice in these areas in their work and to

suggest changes.

Tt is hoped that once students have developed enough of a feel
for identifying these weaknesses in others' essays, that they
will become objective about their own writing practices.
Shaughnessy suggests that one way of doing this is for the
7teacher to project the student's essay on a screen "so as to

produce for him a new visual perspective" or to ask students




to read their papers out loud and to correct whatever sounds

wrong (Shaughnessy, 1977: 154).

A major intention of revision and editing activities is to

break down the power relations that exist between teacher énd

students. Students are given responsibility for large areas of

__their learning and actively consider their own and other

students' work. Even if the teacher is the key asses3zor when -

i

the finél draft is handed in, there will be clarity as to why

- the student has gone wrong.

In this paradigm, students are not meréiy:assessed on the
basis of external standards and technical accuracy as in the
product approach. Writing is evaluated in terms of how well it

f&lfills the writer's intentions. Teachers need to be
wary of substituting {their) stylistic’preferences
for those of (their) students, riding (and writing)
roughshod over the student's meaning in the interest
of grace or ecoriomy Or ferreting out errors without
commenting upon or even noticing what the writer is
getting at, as if thought were merely the means for
eliciting grammatical forms (Shaughnessy, 1977: 84).

In this approach, however; writing forms and structures are
not discounted altogether as is the case in someé process
approaches and language issues are treated with rigour when

they disrupt the communication of meaning.

Perera has quoted studies which show that older and more able




students are '"more aware of the possibility of revising a

writteq\text"mthan their less proficient counterparts who were
i - B

"more concerned about producing a neat, error-free end-

product" (Perera, 1984: 209). The only problem, particularly

within thé>cépstraint§ of the school curriculum, is how to
tem which turns students'

[

oreate the space to institute a s¥s

-- attention from - )

%
i

_ superficial surface characteristics of their drafts
) to the underlying deep structure - and hence (since
the composing process ig dialectical) to the
structure of their -thought processes (Coe, 1986:

306)

Smith argues that‘Stddents,peed demonstrations of the poten-

Eialities of rewriting and editing. This means cutting down on

the number 6f writing assignments get and giving gtudents an

opportunity to spend more time generating material and
strategies. (Coe, 1986: 298). gtudents could be motivated £

publish”their final products in various forms such as

nagazines or on bulletin boards or to use them in other
ose and real motivation.

kSubjects to develop a sense of purp

3.7 Function and audience

In the synthesis approach; students need to grapple with many

of the difficulties themselves so that they have a greater

g to grips with what they want to say as their

¢hance of comin
ideas change and develop. This process is facilitated if

students are writing in terms of their own interests and




kexperiences even though it is not possiﬁlé for all topics to
be ﬂegdtiated} The requirements of a particular essay can be
‘discussed beforehand with the teacher as it is unfair to
,éxpect‘sﬁﬁdents to have a clear writing intention if teachers
are vague and do not specify their own teaching purposes. It
is hdped that the gulf between teachers and students will be

'fgridged inthis ‘way as the academic’WOrld'is'Made’meahiﬁgful1
' to students by "engaging in a kind of meaning-making thaf

- egclqdes no one, no matter what their experiences, nd matter

what their cultural frames" (zamel, 1987: 710).

oy =
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As we ask ourselves questions about our students'
writing processes, we are much more- likely to

examine ocur cwn teaching and ask ourselvés whether -
the particular task or assignment has been
'sufficiently clarified, whether it matches with our
students’ intentions, whether it connects with what
our students already know (Zamel, 1987: 710).

Success in essay writing is seen to be the reconciliation of
the institutional and personal conceptions of the task. This

is problematic when there is a tension between the two and the

institutional requirements disrupt the fluency cf students'

thoughts.

Students often write expressively in their first drafts as
there is a personal interpretation of the subject matter.
Later on they give more attention to external expectations.
Teachers should be sensitive to students' need to "work

through" ideas before assessing whether they have achieved the




specified aim. This links in with Flowef and Hayes's
contention that writers create goals in two‘ways: by
~generating both high-level goals and sub—goal; which embody
the w;iter's developing sense of purpose and which can bhe |
changed fundamentally based on what has béen learned in the

act-of writing. ~ ) o

‘When confronting a new or a complex issue, writers
. must often move from a rich array of unorganised,
perhaps even contradictory peéerceptions, memories and
‘ “propositions to an integrated notion of just what it
. is they ?hink about the topic (Flower and Hayes,
‘ 1980: 34).

:The task of constantly returning to one's purpose in a piece

of writing is difficult, particularly for the inexperienced

i

writer. Students have to develop the "technology for holding
vast and complex units of thought together" (Shaughnessy,
1977: 233). ~

There is a recognised need in this approach to provide a range
of‘wrifing tasksafor students related to their developmental
level. "Books, magazines, neWSpapers, letters, announcements,
édvertisements, programmes, catalogues - all these are
demonstrations of how writing is done and’essential sources of
conventions of written language to which srospective writers

must have access"” (Smith, 1983: 201).

It is suggested that writing be integrated into the curriculum




.80 that "the academic content of one course can serve the

writing course ag well, thereby relleving th writing teacher
" of the task of fabricating writlng situations"

(shaughnessy,
1977 ‘88) In addition,

the subject teachers can encourage
students to engaqe in a process of writlng ko reinforce this

approach Inevmtably, objections will b. raised that p01nt to

~ the luxury of such an approach in a _mass education situatlon.

Proposals need to be thought out which bear thabe constralnts
in ming,

such as the length of syllabuses wyhich can he

modifieq to make way for quality writing time. Teachers can

formaliee peer and group editing so that they themselves are

not involved in each phase of the w 1ting process,

A final point about function ig that writing is a way of

‘?Iéérningrand developing as well as a communicatlon skill

Bdelsky (1983) argues that the communlcatlve task cannot be

imposed by the. teacher for the burpose of practic

ing a
function or task if it is not autheéntic.

This relates to

Medway's wview that writing should be a vehlclg Eor !

understanding ang participating in the community. Students

come from a particular framework and relate their own

experiences to the writlng task. Through t
writing,

he process of

thoughts change and develop. "Learning comes about as

children find their own questions in real first hand

eéxperience and have the opportunity to pursue their

investigations in a school setting” (King, 1980: 7).
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It has been mentioned in the process approach that writing is

a procéss of thiﬂking and that it is a misconqeption td think
thHat we éimply write out what we already know: It is believed
that ideas are first generated and ¢larified for the writer in
a writer-based draft, after which there is a more developed
sense of audiencé and external criteria in a reéder;based
drafﬁ.iThis de&elopment can be facilitated with feedback from
others and the "dialogue" one has in one's head about the
conceptS’inVOlved can be éxtern&lised and worked ﬁhrdugh,wifh
others. In this way, concepts are clarified, there is a J

sharper awareness of purpose and a broader conception of

raadership.

Neventheless, one cannot take this developing sense of

audience for granted and students do need to define their

target audience before they start writing. Flower's argument

|

-that expert wrilters make reference to audience many more times

v

than novice writers, should be borne id‘mind here. This does

not negate the process of writing in which ﬁhoughts bec¢ome -

refined as they develop, bhut points’te the value of knowing
beforehand who the writing is almed at. This is of particular
importarice in the case cf egocehtrié‘writers who assume that
the reader knows what is going on iﬁktheir mind and therefore
need "no introductions or transitions or explanations”
(Shaughnessy, 1977: 240). Shaugnessy argues that the beginniné
writer is not fully prepared for the audience's criteria for ”

sound reasoning, particularly at an academic level. "But his

W,
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= awareness of them helps him make sense out of the conventions

that govern academic discourse" (Shaughnessy, 1977: 240).

3.8 Methodology

- The synthesis paradigm argues for a student-centred approach

to the teaching of writing but this does not allow teachers to

student hierachical relationship to one in which there is
shgredjfeSposibility for the development of writing skills.
The onus is on teachers to structure activities which allow
students to "come to grips" with the requirements of
esséY-Q&;ting. In order to do this effectively, teachers need-
t§ encourage students to work on cerﬁﬁin tasks collectively

and independently of teachers. Flanigan makes the point that

“-htraditionally students have been taught”only to see what

teachers se¢ in their writing.

- I contend that although teacher assessment does help
- students improve their writing, its effectiveness
will be short-term unless it is coupled with
collaborative group assessment. Through
collaboration students learn strategies for self
assessment, they do so by learning to take
responsibility for other's writing and for their
own. Revision technigues become the possession of
the)student, become internalised (Flanigan, 1986:
314).

Emphasis 1s placed on breaking the class into small groups

which perform verious writlng and editing tasks. Teachers need

Ta
I
S

abdicate responsibility. Instead it is a shift from a teacher- -




to be aware of difficulties experlenced by groups in E.S.L.

\ contexts when they plan group activities, For exanple, at

best, groups operate at the level of +the

mostplinguistically

advanced student in the group. If this level is not very high

o then the group will suffer frem an unenriched llnguistic
input."If this level is

Very high then it mav reinforce less

able students'

feelings of inadequacy as they are not given
the opportunity to participate.

A major priority is for

; ' teachers to fa01lifate &\transfer of understanding from

lingulstically advanced students to weaker" students and to

ansure that there is equality of sharmng.

Varloug problems emerge from an approacn which gives students

A
control over the learning process.

.

Because of previous

experiences in the classroom, students are often unused to a

e slruatlon where they are required to t

ake responsibility for

their learnlng At Khanya College,

\\

students expect ready-made formulae for learning and

in the first part of the

year,

- often

resist having to be active participants. When students P e

become more used to "figuring things out for themselves" and . PRI o

negotiating procedures in the classroom, they reflect

negatively on those experiences which prescribed methods for B ST, e

them rather than encouraged active participation. It took a ' Co Ay

while for students to work co-operatively and to build upon S (L Xe‘ -

"} N ’ ‘:‘ \\
each other's contributions. C .

-
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Teachers' feelings of inadequacy as a result of poor training
are a related problem. Teachers may counteract approaches
whiéh threaten their positions of control in the classroom and
cliné to traditional teaching methods, even if these are at

odds yith the develupment of proficient language skills. Much

atteﬁtion is focused on the principles of rhetoric and the:

rules of grammar. The result is that "the entire procedure,
from. abstract principleﬁﬁhrough after-the-fact criticisnm,
undermines confidence, produces antagonism and often bewilders

the average student" (MeNamara, 19823 661).

This problem can be tackled to some extent if teachers realise
that "the teacher's best guides are the learners themselves -
their interest, creativity, and the amount of writing they
willingly or véluntarily do" (Smith, 1982: 203). The material
that{tgachers bring into the c¢lassroom should be provisional:
becausg of how activities change ahd develop when students
are involved in them. Students' own writing input should

become part of teachers' programmes. T ey

R

Teachers can be part of the learning process as they engage

with students about their learning. At times, students may 13;‘;

need to see a teacher\demcnstrate the revision process with

the entire class participating. At other times, the teacher : fﬁkM A

acts as a resource berson, clarifying concepts for students or
sharpening, the group's awareness of where the discussion is sf”glgfa_g‘,_‘;_ o

going. Students thus learn to grapple with concepts and work i;ﬂfh b&"'   m{v Lt

o, e R gy . S i e e e e
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out their own strategies for performing tasks and the teacher

leads the class thrvugh it.

A vigorous argument with a teacher or a c¢lassmate
over a point of grammar may be a surer mark of
progress than a perfect score on an objective test
or even an error-free composition (Shaughnessy,
1977: _159). ~

In the" synthesis approach, teachers function as editors who
help students to write and who insist that writing be brought

to a "level of effedtiveness" where it "works" {(Coe, 1986:

?Oé). Attention is focused on motivating‘students,‘assisﬁing
them to gengréte~words and ideas, showing them how to A
reformulate ideas and edit their work. Teachers confer with
students and point out inconsistencies while they write and
spend less time marking scripts. This iswa major change from
teachers' role as judgeyand critic in the product paradigm.

Teachers do not spend~their.energ%eé“6n the written product as

the only evidence for what has taken place.

W e E e e
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This chapter is an attempt to use the synthesis approach to

CHAPTER FOUR

AN ANALYSIS OF TELIP MATERIALS

-the te§dhing,of writing as & tool for examining how the

elemenﬁs of writing are dealt with in the TELIP English

Language coursebooks. On the one hand, this

of how effective such an approach is for analysing course

‘material. On the other hand, it is hoped that some of the

insights gained through such an exercise will shed light on

both material writing and teaching practice in the TELIP

context.

TELI? is an educational project which works primarily with

teachers to "develop appropriate processes, materials and

structures for English Language im

1988: 6). TELIP staff see TELIP as an alternative organisation

as there is an attempt to teach language in a way that

contributes towards learners' empowerment and critical

awareness. Learning is

own reality and interacts with their lives.

TELIP materials a

" . N 5

will be a measure

provement" (TELIP document,

therefore an integral part of learners'

re used in combination with tutor training to

2.




extend the skills of both tutors and learners. There has been
a recent move towards seeing materials as resources rather

‘than "prepackaged 1Qcks£ep courses” (Telip document, 1988:

10). The idea‘behind this is that tutors use the materials
selectively so that they moveitowafds greater independence and
coqtrol.’Thus TELIP's responsibility is to develop effective
tutor’prainiﬁg as well as support structures that allow for a
>high‘l¢veL of.teaqhingrcpmpetgnce. Mate;ialsﬁare not seen as

compensating for inadequacies in teaching methods.

The main reason for chcosing to analyse a project of this
nature is that parts of the material aﬁpear to be an

e —

*-illustration of the‘synthesis approach to the teaching of

S

writing. This serves as a consolidation of the previous

chapters and will reveal possible sho:tcomings both in the

conc¢eptualisation of the approach.as well as in the TELIF

material itself. Writing is a-large component of the course
material and is‘uséd'by both TELIP "tutors" (called teachers
in this &esearch report for consistency) and TELIP students
who are ﬁhemselves teachers; mostly in black schools
administered by the D.E.T. and who wish to improve their
English language skills. At the same time, students are not
depéndent on the material because it is assumed that a teacher
is present to guide them through the courses. The synthesis
approéch to the teaching of writing involveé constant student

interaction and careful monitoring by teachers. It would be

extremely difficult to facilitate an effective synthesis
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approéch when dealing with distance learners who often work in

. v

isolation (see 4.8).
This chapter is divided intb,the same categories as previous

chapters to assess how these areas are dealt with in the TELIP

coursebooks. The divisions. in the chapter are an accéssible

i

way of raising issues abéut the overall approach to the

¥

_teaching”of yriting. However,iitri§ gvidént that"thererarel

i .

areas of overlap between the diffefeht(aspects'of writing.

P e F )
These will be pointed out as they emerge.

A

g -

4.1 Planning .

’

In‘the-TELIP coursebooks, planning is'made easier as a result
of the emphasis on writing that is relaéed to.étudents' actual
experiences. Usaful éuide questions are provided ﬁor students
to think through their ideas at the start of the planning

process.

T 7 Extract 1
Begin by just sitting and thinking about your chosen topic.
* What happened? “

* Who was involved? 7% .
* How did you feel about it aud about the people involved?

* How did it change your life?
* How do you feel about it now, looking back? Have your,

fealings chinged?

(TELIP Coursebook 1: 73.)

Students are encouraged to brainstorm ideas and make extensive




use‘of tree diagrams (see Extract 3). In this way., éfudents
become familiar with the distinction between main ideas and
subsidiary.points. A connection is made between brainstorming
ideas in a tree diagram and imposing order and structuré on

these ideas as they are numbered and rearranged.

As this course material is used by TELIP tutors, space is

created for, students to engage in activities that “encourage

the collective sharing of ideas on particular topics.

Extract 2

In pairs, brainstorm the speech you have chosen, and write down your ideas
“on a spray diagram. (It will be best if you both write down the ideas you
think of.) 0o this as quickly as possible, almost without thinking.
| (TELIP Coursebook 5t 85.)

The brainstorming process is facilitated as students have the
‘opportunity to criticise each oihar='s plans. This contributes

towards the development of ‘students' thoughts at all phases of

thé writing process.

1

(Planﬁ are regarded as an essential component of the writing i\
process in the coursebooks. The éinthesis approach argues that
writing is a drafting process and major shifts in thinking may
challenge some of the ideas contained in the plan. Writers
should therefore return to their plans to assess how their
thoughts have changed in the course of writing and how far

they might have strayed from the topic. This flexible approach

to planning is not evident in the coursebooks as plans are
seen as the major determiners of the content and form of

0ss5ays.




The TELIP courses provide useful techniques for analysing
academic and literature essay questions. A distinction is made
between task words and contentvwords whicl. 'show students ﬂow
. "to use and organise relevant information. Often students do
not know what is required of them in a particular essay and
they produce vague and incoherent answers. The coursebook ‘
demonstfates'clearly that students should be aware of how
their ideas can be linked‘and‘dev§109ed aqcordingrtp tbe
question. The way the plan‘is formulated depends on ‘the type

of essay. For example, in an argumentative essay, the main

reasons with back-up data can be highiighted in the plan.

~Bxtract 3

(TELIP Coursebook 4:
n argument through-

W

The writer will have to engage the reader i

out the essay.

It is impressive that students are shown how to,adapt planning

98.)




procedures to examination conditions. The suggested procedure
is: choosing a topici;—defining terms, bBraingtdrming with spray
diagrams, deciding on point of view and planning the beginning
and ending. The essay is seen to be more effective in the long
run if planning is done conscientiously. This supports the
evidence cited in 2.2.2 about the link between compreéhensive

planning and gbod wriégrs.
Bﬁt it should be pointed out that in exams students generally
revise their poinks as they write, particularly as they are
under p:éssure to focus on a specific topic. The plan cannot
be seen as a rigid éhaper of what is to come. Students should
be,awére of their own learning strategies and how they can
best be utilised for exam purposes. Prescfiptive study skills
_approaches do not take into account students' expefignces of
learning. The planning phase should deal with global
cOnsiderathns which focus the writer yet which can be

adjusted to suiﬁ different writing'approaches.

4,2 Grammar

TELIP -has moved away from a behaviourist approach to the
'teaching of grammar as they "no longer have drills Which seek
to instil habits into the jearners" (Tutor training programme,
19é8: 14), Language ils seen as part of a_meaning—making,
communicative process and is used in an interactive context.

There is an attempt to make language more relevant to

. ; o . . vy




students' lives so that it belongs to them. The teaching of

grammar has however not been rejected and is seen as important

for study or teaching purposes

It gives
language,

learners the ability to talk about the

to manipulate it

and to

discuss and improve

for whatever purposes,
the structure of their

~ writing (a metalanguage ) (Tutor training programme,
1988: 15). )

1t is stated at the start of Course 1 that grammar should not
be»studiéd as an end in jtself, but should be tapkleq\when

necessary to do so. Knowing the grammar of English is not seen

to be the same as knowing the language. Grammatical items are

sélected and are presented in the coursebooks in terms of

gtructure and function. Students go phroﬁgh passages and

jdentify- structures that have been covered.
Extract 4

e ‘Read the following passage.
* Underline the finite verbs and circle the verbs
which need the help of an auxiliary.

We were sitting on the deck of Mabel Joe's
fishboat, leaning against anything we could
find to lean on. The summer sun was almost

too warm on our faces, and the wind was blowing
our hair and tugging gently at our clothes.
Shaula's 1ittle girl Trina lay on her blanket,
sound asleep in the shade of Big B{11's shirt,
It was a Hawaiian shirt, with bright green palm
trees with red=brown trunks against a red and
yellow sky, and it billowed and flapped above
her. Peter, Big Biil's different looking son,
got him the shirt from a bin in the St Vincent
de Paul store in Vancouver when he took his
rabbits over'to win all the prizes at the
Pacific Exhibition. While I personally figured
% to be the ugliest shirt I'd ever seen, Big

Bi11 wore it on every possible occasion.
(continued)
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My Granny was sitting on the fishbox, her legs
dangling down 1ike a 1ittle kid on a too-big

- chair, She was swinging her legs slightly,
tapping one foot rhythmically, her face soft,
her eyes dreamy, lips moving, 'making silent
words only she could hear. )

. The soft steady sound of the engine drifted

through the snatches of conversation like a tune

on a radio nobody was listening to, and behind

us the white wake from the.big engines bubbled

u"from the blue water and trailed back to the o

village like a path.

(Adapted from: Klin Otto, frow Daughters of
Copper Woman, hy Anne Cameron, ppire~77, .
3&%%1?5&3‘5? The Women's Press, London, 1981,
Daughters .of Copper Woman 1s a collection of

Tegends of the Nootka people of Vancouver
Island, Canada.) ‘ ;

(TELIP Coursebook 1t 27.)

This 1s useful for students and tutors particularly as

reference material.

Hoﬁever, the link betweén students' own writing and the
grammatical items‘dealt with has not been made explicit. The
synthesis approach argues that various grammatical rules make
no sense unless students gre using the language to
communicate. Learning about the language is important but
should not be taught deductively or in isolation. In
coursebook 1, a table of different tense structures is
provided for students. This is followed by a number of
exercises in which students have to complete tense tables and
make commgnts about the use of different tenses. These

exercises are useful particularly as they‘do relate to
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dangling down 1ike a little kid on a too-big
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tapping one foot rhythmically, her face soft,
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(TELIP Coursebook 1: 27.)

@his is useful for students and tutors particularly as

%eference material.

ﬁowever, the link between students' own writing and the
«érammatical items dealt with‘has not been made explicit. The
%ynthesis approach argues'that various grammatical rules make
ﬁo sense unless students are nsing the language to N
ébmmunicate, Learning about the language is important but
should not be taught deductively or in isolation. In
coursebook 1, a table of different tense structures is
provided for students. This is followed by a number of
exercises in which students have to complete tense tables and
make comments about the use of different tenses. These

exercises are useful particularly as they do relate to
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students' lives, for example, "List all the things that you do

regularly, or all the time. Use adverbs or adverbial phraséé
of time where possible" (Course 1: 93). Such exercises could
be made édditionally meaningful if they were done in the

context of students' own writing.

‘Stuaents can be encouraged to look for grammatical structures
such as finiteVQerbs in their own writing before underlining
them in selected passages. An exerclse like the one below
céuld be more useful if students write their own dialogues,
adberts‘pr poems which involQe impliéd verbs. In this way,

they will have a better understanding of why verbs are left

out in ce:tain situations.

Read the following dialogue between twd people, in
which an implied verb is used:

Zac: - lm leaQing!
Noketula: Please don'tl

Notice tnat Nokegu}ajs answer does not contain a
complete verb. Don't is not a complete verb, and
_therefore please don't is not a complete sentence.

We know exactly what Noketula means, however, because
we understand that she has used an implied verb.

In our minds, we can fill in that verb so that the
sentence is completed: . Please don't leavel

Using implied verbs is very common i spoken language
or in written dialogues. Why do you think this is so?

(TELIP Coursebook 1: 31.) a]‘ :;‘1;f REL o
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1t is true, however, that certain language items such as
reference and logical connectors might be more easily linked

td selected reading passages than to students' own writing.

_For éxample, students can- see how joiningrwords function in an

extract., They are required to supply their own logical

connectors to complete a passage or to put paragraphs in

10§ical order. ;| .

Extrack 6 .

JThe;ofder of the following paragraphs has been confused. Put the paragraphs
in the correct order by numbering themul - 3, so that they make up a
newspaper story. -
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In both interviews the black nation=
alist leader was portrayed as “a resp=
onsible, dignified and almost states~
man-1ike figure who wants peaceful
change, and in both he made it clear : :
that he wanted his views relayed to s e LT
the white authorities.* s, e TR e
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to release Nelson Mandela, claims : Yy e The
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reason 1t has allowed two widee
ranging interviews with him by & ST
foreigners. i S

The South African Government has , “ e
pressing reasons for wanting to S T I G S
release Mandela, adds the Diary., o e g
“Not only are they terrified 'of him e e
dying in prison - but his release
now could help defuse the present
country-wide violence."

(TELLP Coursebook 4: 36.)
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Extract 6

The order of the following paragraphs has been confused. Put the paragraphs
in the correct order by numbering them 1 - 3, so that they make up a

newspaper story.
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In this way students develop a grasp of how ideas are related

to each other. They can then read their own passages out loud

for the group to identifyﬂthe logical connectors and discuss

what they are signalling.

At the end of Course 1, a. suggestion is made  that a grammar

book‘be cqmpiledrwhich separates grammar from the various

courses to function as a reference book. There is a danger

that this could be viewed as a seguence of prescriptive

lessons. s menfioned in the synthesis approach, a framew vk

of grammatical features can providé teachers and students with

the knowledge tﬁey need. This does not mean that grammir

should be formally taught in isolation from language as a

whole. Coe ecriticises the "Back to the basicg" movement which

aadv0qates returning to grammar drillls despite

70 years of reseérch which demonstrate
overwhelmingly that isolateq teaching of grammar

skills has little or no transfer to use in actual
writing (Coe, 1986: 281),

If all the language items are grouped together into courge-
books, it must be made clear to students that grammar should
onlyibe dealt with when there is a need to:do so. The
syntﬁesis approach views the identification of error as an
editorial rather than a composing skill andg péer and group
grammatical editiny is relegated to the final stages of the
composing process. Students ecould use the language items in

the coursebooks selectively to monitor their own and each
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fother's work rather than werk through the sections chronologi-
ally. TELIP's current attitude towards materials as resources
rather théﬁ packages favours such an apprcaCh though the
connection betweeqwthé'material and students' own writing

‘¢ould be elucidated in more detail.’

4.3 Error -

TELIP's view on error will become clear when revision is dealt

with as ‘this is an indication of how different-types of error

4

are viewed and at what point in the writing p#éﬁess they are
addressed. What becomes apparent in the materiéi though is
‘that students are obliged to provide good reasons for errors
they identify in passages. "Pick out any sentences in the

passage which you think are incomplete aha underline them. Say

why you think they aré incomplete" (Course 1: 23).

However, even'if students are aware of what error they are
looking for in the passage, one wonders if this is the
appropriate place for such an activity. These eéxercises are
part of a section on compleﬁe and incomplete sentences and are
useful in themselves. But, as has been pointed out in 4.2,
activities of this nature couid be more useful in the context
of students' own writing. énge students have performed a
language edit on each o£heris work, focusing on incompleie
sentences, such exercises facilitate transfer of this concept

to their own writing.
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