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Teachers of Fnglish as a Foreign Language and others concerned with
the organization of FFL learning are often faced with the problem of
choosing malerial for their students. Some teachers receive huge quan-
tities of publicity material while others may find it difficult to get
any information about what is available. Some are free to spend vast
sums of money buying whalever they fancy, other are working within very
tight budgets and are expected to buy material which will last for many
years and caler for a number of groups of students. We hope Lhat this
article will help all would-be purchasers and users of EFL material to
make a more informed choice within the limitations imposed on them by
their particular circumstances.

The article deals with the seleclion and use of taped material for
3 areas of work:
(A) pronunciation
(B) drills
(C) listening

A. PRONUNCTATION

In recent years, an increasing amount of taped malerial specifical-
1y designed for pronunciation practice has appeared on the markel, and
teachers are faced wilh the problem of selecling from this quantity of
material those tapes which are best suited Lo their own situation and
the specific needs of the learners for whom they are responsible. The
criteria suygested below cover Lhe following broad areas:

1. Skills practised - receptive and/or productive

2. Choice of linguistic items

3. Language level

4. Meaningful v. meaningless practice

5. Cost, style and speed of the recordings.

These criteria arc intended as a gencral guide for the teacher in
selecting materials; the sequence in which Lhey are presented does not
indicate any favoured order of priorities, and it is left to the in-
dividual teacher to assess the relative imporlance of each of the
criteria in the 1ight of their own teaching situation.
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1. Skills

It is generally accepted that there arce two stages in learning how
Lo pronounce @ language: first, a receplive or listening stage in which
we learn to discriminate the sounds and patterns which are significant
in that language, and secondly a productive or speaking stage in which
we learn to produce what we have already learned to discriminate
auditorily. Although in a sense these stages are chronnlogical, with
listening coming bhefore speaking, they are also simultaneous, in the
sense that there is a continuous process of correction and improvemsnt
as the learner is exposed to further models for listening. So the
teacher will need to ask herself: does the material provide practice
in both the receptive and the productive skilis? It may be a useful
exercise at this point for the teacher to analyse and describe in
chronological order the procedures through which the student has to
work in order to complete a unit of Lhe course. This should make il
possibie to assess Lhe balance belween Lhe Lwo skills., 1f praclice
in one of Lhe skills is minimal, il does not necessarily mean Lhat the
material musl be rejecled; other material may well be found to fill the
gap. On the whole, it is the receptive skill which seems to be
neglected, so any material which provides soms form of ear-training
should be Tocked at with special attention.

2. Linguistic items

Most published materials concentrate on one arez of prenunciation:
intonation, rhythm, stress, weak forms of words, word-Tinking, individual
sounds, and so on. Very few courses try to cover everything., It is
therefore extremely imporlant for Lhe Leacher to find oul precisely
what problems Lhe sludenls have. The Lime available for pronuncialion
practice is usually very limited, so it is vital not to waste time on
items with which the students have no difficulty. Most courses are
comprehensive and methodical, in that they deal exhaustively with all
the possiblie problems within the chosen area; this means that even after
deciding on a course, Lhe Leacher will find it necessary LO use exercises

- from it seleclively, excluding those which deal with non-problems,

3. Language level

An importanl consideralion is whether Lhe contenl of the malerial,
and in particular the choice of slruclural and lexical items, is within
the capabilities of the student. As a general rule, the items should
already be familiar, since the purpose of pronunciation courses is not
to teach new vocabulary or structures, and the inclusion of a mass of
unfamiliar items is frustrating and discouraging, and also obscures and
@istracts attention from the point of the practice. If it is necessary
t0 teach the occasional new word or structure then of course the material
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need not be rejected: but if the language level is very much higher than
that of the students, then using it would almost certainly be counter-
produclive. Conversely, if the content of the excercises is restricted
to a very limited numher of items long familiar to the students, boredom
will set in, and the results will be equally disastrous.

&4, Meaningful v. meaningless practice

The influence of behaviourism on language teaching methodology
resulted in a strong emphasis on mechanical competence, sometimes (or
perhaps often) at the expense of meaning, and there is still a consider-
able amount of pronunciation practice material available which is
virtually meaningless. The use of nonsense words is hard to justify,
and isolated genuine words are also of dubious value. Conditioning may
he a parl of the learning process, but there is no doubt that contextual-
jsed material is casier to assimilate than material which is not. So
the teacher should also coasider what assumptions the material makes
about how learning takes place, and whether the practice 1is meaningtul
or meaningless. There are, of course, degrees of meaningfulness, and
material which is not particularly meaningful may not be entirely useless;
it may, for example, be used in very small 'doses' for intensive practice
of an individual sludent's prohlem, or it could be basis for a game which
would then provide a sort of super-imposed context. Finally, even if
the material is contextualised and meaningful, it is also important thal
Lhe contexts should be ones that will be understood by, and of interest
to, the students,

5. Praclical consideration

There are a number of purely practical criteria relating to the
cost of the materials and the style, speed and quality of Lhe record-
inq. Firstly, in addition to Lhe price of the tape or tapes, it may
also be necessary to consider whether it is essential for students to
have a copy of Lhe accompanying book, if there is one. Then, toc, it is
particularly important in the case of pronunciation materials that the
recordings should be made by native speakers, who should talk at normal
speed.  Speech which is unnaturally slow will inevitably be distorted;
sLrong forms will replace weak ones, contractions and elisions will
disappear, the normal rhythm of the utterance will be changed, and the
tape will not provide a model of fluent speech for the learner. Although
iL is arguable that native pronunciation can never be a realistic Larget
for Lhe foreign learner, nevertheless it should always be the model for
listening. [t may be felt that il is too difficull for Tearners in the
early stages to cope with native speech at normal speed, but provided
the lexis and siruclures are familiar, the utterances are fairly short,
and adequate time is allowed for Lhe student responses, there will not
generally be any great problem. This Teads on 10 3 further point: tT00
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Tittle time for the student response results in tension and frustration,
while too much time leads to loss of concentration and soon to boredom.

A pause roughly one and a half times that needed by a native speaker

will usually be aboul right, Lhough elementary students may need a little
longer, and advanced ones can often manage with slightly less. Lastly,
if instructions andfor examples are not clearly presentad, the students
may not be sure what they are expected to do, and again they will feel
Llense and frustrated, and the time spent on the practice may well be
wasled.

Adapting other recorded material

The criteria discussed above relate mainly Lo the problems of
evaluating taped materials specifically designed for prenuncialion
practice. Teachers oflen feel, however, thal using such materials
isolates pronunciation work from Lhe mainslream of language learning,
and increasingly, teachers are looking for ways of integrating pro-
nunciation practice with practice in other skills. One way of doing
this is o build exercises based on malerials designed for other pur-
poses. This technigue is illustrated in the following example, in which
a seclion of 2 dialogue designed to give practice in listening compre-
hension and the use of colloguial English in realistic situations, is
adapled to provide ear-training which develops the learner's awareness
of the implicatinns of various intonation patterns. The extract is from
Realistic English Book 3 by Abbs, Cook and Underwood, and the type of
exercise is based on Active Intonation by V J Cook.

Listen to the dialogue and answer the guestions.
Mr Evans They're all the same, these politicians.

Does Mr [vans approve of politicians, or is he suspicious of them?

f(Pausc]

He's suspicious of Lhem.

Giles 1 think he was Lo emphasize the idea of
planning - economic planning, I mean.

Mr Lvans Goodness knows where you gel your ideas from, my boy.

Does Mr Evans approve of Giles' ideas, or does he disapprove?

{Pause)

He disapproves.




Christopher No, he's right, Mr Evans. You can't have a high
standard of livinyg withoul economic planning.

¥r Evans Well, of course the economy's got to be strong,
but government planning won't make it strong.

Does Mr Evans sound critical., or cold and reserved?

{Pause)

Giles Oh.
Mr Evans Planning is killing free enterprise.
Christopher Free enterprise!l

Noes Christopher approve or disapprove of free enlerprise?

(Pause)

He dis approves,

Mr Evans You need to give free enlerprise plenty of incenlives.
Competition in a free market - that's the thing!

Giles There is such & thing as a social conscience, you
know. Tn & free market, you have a free-for-all
and it's the poor who suffer.

Mr [Cvans Rubbish: The Nelfare State takes care of them, and
it's my money that payvs for the Welfare State ...

(Pause)
He's indignant.
Christopher Yes, but don't you see -
Mr Lvans Do you know how much 1 have to pay in taxes? There
isn't any pointl in working these days. It's
natural for people Lo wanl higher wages.

Giles I think your point of view is not only materialistic,
it's selfish.
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Mr Evans It's not; it's common sense.
Mrs Cvans I've made some nice fresh coffec.

Does Mrs Evans sound cold and reserved, or does she sound friendly

and sonthing?
(Pause)

She sounds friendly and sapnthing.

The original tape can be modified by copying it and inserting
spoken questions and answers at the appropriate points, or more simply,
the student can be provided with a worksheet containing the questions,
the answers to which may be discussed afterwards, providing this does
not infringe copyright. Many recorded dialogues are suitable for using
as the basis of a hunting exercise, in which the student is requirved
to pick out examples of eg weak forms of auxiliary verbs, intonation
patterns denoting a specified attitude, one particular sound, special
slress, and so on. The following dialogue, from Realistic Fnglish
Unil Seven, contains six examples of linking 'r's; the first one is
marked in Lhe Lexl, and the student may be asked te listen carefully
to the tape and identify the other five, and then to go on and practice
them in the exploded version of the dialogue. The advantage of this
type of exercise is that there is no need to modify the original
recording,

Section One
Christopher IL's really quite impossible:
Mrs Lvans What is, Christopher?
Christopher Trying te live on my grant.
Mrs Lvans You'll have to cut down on your expenses.
Izg:tfar of yours is unnecessary, for a

Christopher No, it isn't; I need a car.

Mrs Evans You really ought to use your feet a bit more.
It's people 1ike you who make the roads so
dangerous

Caroline Thal's not fair, Aunt Margaret. Chris's car is

splendid.
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Mrs Lvans I never had a car when [ was your age, young
lady. Young penple nowadays expect toc much.

Christopher You're not being very helpful. I need money!
Mrs Evans Kell, s2ll Lhe car, then.

Christopher No, no, a thousand times no!

Mrs Evans Then why don't you get a job?

Christopher ow, that is a good idea:

Drills, too., will often provide useful practice in the produclive
skill, since the studenl responses generally invelve the repetition
several Limes over not only of a structure, but also of an intonation
pattern, su pre-lab, preparation for structure drills should also draw
attenlion Lo lcatures of pronunciation which the student might other-
wise nol nolice.

In this drill from Realistic English Unit Cme, the ostensible point
of the practice is Lhe regular form of the simple past in which the
ending '-ed' is pronounced /tf. However, the response uses an intona-
ticn pattern consisting of a rise followed by 2 high fall, a tune which
is commonly associated with protest and complaint. This atltitude is
well contextualised by this drill, and the tune is used consistently
throughout, so, providing the student is aware of the implicalion of the
tune, the drill provides an additional bonus of extra intonalion prac-
tice.

Drill 12

Finish your work now.
But T finished it yesterday.

Wash your hair now.
But I washed it yesterday.

Fetch the paper now.
But T fetched it yesterday.

Conclusion

Ihe movement Loday is towards the use of more and more authentic
material, apd it seems likely the writers of pronunciation malerials will
follow suit. Tt would be a natural and leogical development for such
material to be integrated increasingly with other language practice, and
il is Lo be hoped thal Lhis will happen. 1In the meantime, there is much




that individual teachers can do te modify and adapt other recorded
materials, without involving themselves in a heavy burden of extra
work.

8. DRILLS

In many cases, drills are the mainstay of language lakoratory
work. The reasons for this are both theoretical and practical. Llan-
guage labs are, afler all, mosl heavily indebled Lo the theoretical
contraints of structuralism and all its ramifications. These includa
the assumptions of behaviourist rather than ¢f cognitive theories of
learning; the idea that language learning is separahle into the four
skills listening, speaking, reading and writing; and the use of imita-
tion as a desirable student activity. And in practical terms, drills
do tend to play a’significant role in the taped sections of any well-
known EFL course - even contemporary, functional courses.

This is not to say that drills need be boring, mechanical and
demotivating. Any CFL teacher knows that drills can be all of these
things. But if that is the case, the teacher should try to appreciate
%hx the drills are boring; why they are demotivating. TIf the teacher

and the student) can find this oul, then il becomes possible to
dislinguish between good drills and bad drills. It is much better to
be able to make such distinctions, rather than simply be able to say
that all drills are boring and mechanical.

The following 1ist of compenents and variables of drills is
designed tc help the teacher, and in some cases the student too, to
decide whether a particular drill or set of drills is useful in any
particular situation. It is well known that sowe teachers are
fanatically committed to drills, but that others want to throw all
drills out of the window, The following analysis is intended to give
these two groups of teachers some common ground for useful discussion,

The analysis of the components and variables of drills will refer
to a sample drill, taken from Book 1 Unit 1 of Realistic [nglish (B
nbbs, ¥ Cook, M Underwood, OUP London 1967). The authors of this
article would Tike to thank the authors of Realistic [nglish for
giving their permission to quote from the course, and for allowing us
to select from the whole range of drills within the course just one
for comment and analysis. The intention here is merely to provide
real, oxtant examples of the different components of LFL drills.
Realistic Cnglish includes a great variety of drili material, and it
35 @ rich source for those teacher Lrainers, teachers and students
who are interested in the study of drill typology. The nine components
dealt with in this analysis are:




1. Instructions

2. Fxemplification

3. Phasing

4, Performance

5. Stimulus

6. Response

7. Item Relationship

8. Seguencing

9. Languaye Learning Skills

Note: M
W

(SAMPLE DRILL)

Drill 3 M Kow here are some guestions about numbers.

man
woman

listen first please.

What's two and two?
Two and two are fourl

= x

What's six and three?
Six and Lhree are nine!l

What's four and five?
Four and five are nine:

2 EX

Now you can answer_the guestions. Are you ready?

What's five and seven?

Gap
Five and seven are twelve.

What's six and eight?
Gap
5ix and eight are fourteen:

Khel's eleven and twelve?
Gap
Eleven and twelve are twenty- three!

zZ = X 2 x =X
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Khat's four and seventeen?
Gap
Four and seventeen arc twenty-onel

Whal's fifteen and fourteen?
Gap
Fifteen and fourteen are lwenty-nine!

What's nine and three?
Cap
Nine and three are twelve!

(14 + 24) (30 + 40) (40 + 50) (20 + 40)

E T x X E =

1. [Instructions
The instructions in any drill can be varied in at least five ways:
1.1 there may or may not be any instructions

1.2 Lhe instructions may prove to be clear or unclcar to the
sludents

1.3 ;h:linstructions may or may not explain the point of the
r

1.4 the explanation may he 'technical® or 'mot technical', in that
it may or may not use grammatical or linguistic or phonological
terminelogy

1.5 theinstructions may be given at different points in Lhe drill:
nearly always at the beginning, sometimes after Lhc example
ilems, and sometimes during the drill jtself {ea towards the
end of)thc drill) or at the end (eq 'That is the end of Drill
No. 3%).

In our sample drill, there are instructions; they are clear; they
explain the point aboul numbers, and this explanation is nol technical,
in the sense that the explanation does not involve itself with other
relevant issues - for example, the use of Lhe present simple being
practised in the drill. The instructions are¢ given at the beginning of
drill, after the examples, but in no other place.

Naturally, teachers and students have different opinions about the
form and funclion of instructions. In evaluating instructions, several
factors are involved: the sophistication of the students' knowledge of
grammar, for example, or the relative difficulty of the drill, or the
sxtent to which the sludents have been prepared for a particular drill.




19

Even so, it should go without saying that instructions are best when

they are given clearly, explicitly, and at different points in the drill,
In the case of a long drill, for example, it is very useful to number

the drill items, to tell the students how many jtems there are, and to
remind them towards Lhe end of the drill that there are only two or three
more items to do. In this way, students have an idea of how long the
drill is going to be. Alternatively, the teacher can decide to severely
edit long drills: eight or nine items in one drill may be about as much

as your students wani Lo take.

2. Exemplificalion

Nearly a1l drills provide examples for the students LO listen to.
The examples vary according to

2.1 their number

2.2 their possible reappearance as the first items in the drill proper

2.3 their reliabiliLy

In the same drill, there are Lhree examples. They appear only as
examples, and they are not repeated as the first Lhree items in the drill
proper. The examples give clear, correct illustrations of what is coming
in the drill, therefore they are reliable.

I students are well prepared for drill work, or if the work is easy
for them, Lhen two cxamples before the drill proper should be enough. If
Lhe students are not well prepared, or if Lhe material seems Lo be dif-
#icult, then three examples might be more useful. And whether the drill
gives two or three examples, it is often very encouraging for the
student o have the oxamples repealed as the firsl two or three items in
the Jrill proper. This gives the students confidence, since they have
heard the correct responses already. Entirely 'new' material in the first
item of the drill proper can, in some Cases, delay the student's responses
unnecessarily. And whether the examples reappear in Lhe drill proper or
not, they should be reliable: that is, they should illustrate the point
of the drill, and the drill proper should not set off in a direction not
signposted by the examples. Regretlably, some examples in scwe drills
are not reliable, For instance: if the examples give:

Stimulus: Michael 1ikes bread. dJohn 1ikes bread.
Response: Both Michael and John Tike bread.

Lhen the studenl does not want Lo he faced with a drill item that, in its
"correct' taped vesponse, reverses the order of "Michael® and 'John'.




But this sort of reversal and alteration does cccur, and unless the
students are somehow prepared for such changes, they find them un-
settling.

3, Phasing
Drills may be either
3.1 two phase: tape stimulus + student response

3.2 three phase: tape slimulus + sludent respunse + tape reinforcement
of Lhe correct response

3.3 four phase: tape stimulus # student's first response + tape giving
the correct response + student's second, and this time
fully correct response,

In the same drill, the items are three phase. TIn each item, the tape
gives the correct response,

The phasing component of a drill can prove to be the drill's most
posilive or most negative feature. If the material is too casy for the
students, then four phase or even three phase material can wasle a loL
of time. On the other hand, if the material seems to be rather dif-
ficult for students, then two phase and especially three phase material
can be extremely frustrating, because students feel rushed and harrassed
by the tape. Usually, two phase work is best suited to lislten and
repeat exercises of a fairly straightforward nature. [Three phase work
is desirable when the students feel Lhat Lhe level of difficulty is
just right for them, Four phase work is appropriate in Lhose cases where
Lhe studenls feel that the material is both challenging and interesting.
There is no doubt that there is some three phase material that is too
difficult for the student, and in these cases the drills can be counter-
productive, Also, there i% some four phase material that for some
* Students represents Tittle morc Lhan a waste of their time and energy.
The teacher can be prepared for both eventualities: three phase material
Lhal should be four phase material for a particular group of students
can be re-recorded by the teacher as four phase material. Conversely,
four phase material can De edited into Lhree phase work, or the students
can be asked to Took upon the lourth phase as an opportunity to vepeat
Lhe answer twice more, or as a chance to practise their pronunciation
and intonation.

4, Performance

The ways in which drills are aclually performed are many and various,
bul Lhe two main variables affect:
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4.1 the speed at which the material is spoken

4.2 the degree of realism and naturalness with which the material is
spoken.

In the same drill, both the speed and the sense of realism are typical
of tradilional EFL materials. Quite simply, this means that some people
will find the speed of delivery too slow, some will find it just right,
and some will find it too fast. On the guestion of realism, some people
will find the delivery extremely unreal, others will find the perfor-
mance acceptably realistic for teaching purpeses, and some may find

Lhat the actors are extremely effective,

Assessing the peformance element of any drill is extremely dif-
ficult, First, different people have different opinions about desirable
speeds and about degrees of realism. Broadly speaking, a let of native
speakers of Cnglish tend to find FFL drill performances rather slow,
and extremely stagey: drills are almost a separate variety of English -
'EFL drills English!' Non-native speakers on the other hand may not
find the performances so offensive. The same drill can be regarded
very differently by different people. In practice, it is often un-
reasonable of the native speaker Lo accuse Lhe drills of being over per-
formed, or of being hypercorrect middle class bourgeois English, Many
foreign students do not think this, and they need the security of a
slow, clear delivery, even though it is from some points of view un-
natural. Also, aclors who record CFL drills will point out that there
is not much more they can do with Lhe material they get, There is
some sense in this argument: drills do nol, after all, represent the
highest achievements of the crealive writer, Even so, there is a
growing tendency for drills to include different voices, different
accents (they are not genuine, even then: they are *put on' by the
same sorts of actors who do all the non-regional, RP drills), and dif=-
ferent rates of delivery.

5. Stimulus

The slimuli used in any érill can take several forms:

5.1 they can be language or non-language (eg the noise made by a machine
or an animal or a picture),

5.2 Lhey can be real Tanguage or unreal language = though the distinc-
tion belween the two is often a matter of opinion.

5.3 they can be constant - always the same sort of paltern - or variable -
the clue in the stimulus can be disguised, or different in each
item of the drill.
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In the sample, the stimuli are Tinguistic, they are, taken in
isolation, real languaye, and they are constant, In each case the
linguistic form is interrogative; each of the stimulus questions make
some sort of sense (admittedly, Lhough, not a great deal, because one
assumes that the students 'know' the answers already in their own lan-
guage); and all of the stimuli occur in a regular, constant pattern.

Teday, writers, teachers and studenls can afford to be much mare
demanding on this question of stimuli, First, there is no reason why
the stimuli in any drill cannot be mixed: different voices, different
ways of presenling Lhe same problem to students; different grammatical
constructions producing the same sort of response; more realistic and
plausible contexts for each item; in short, there can be a good deal of
variety in the presentation of stimuli. In the sample drill, the
stimuli are proper and correct, but they are invariable., For a
mathematically conscious group of sludents the stimuli could be as it
were more 'difficult' - different voices posing more complex arithmetical
problems, where the speakers are lecturing, or coughing, or stumbling
over Lheir words. Or, for mathematically unsophisticated students, the
stimuli could be varied functionally; en 'Oh, I've made a mistake adding
up nineteen and twelve' or 'This bill is wrong. It says four, nine and
six are twenty one!' In these cases, the student simply has to catch
the numbers, and to respond with the correcl arithmetic, as the sample
drill.

6. Response

The response element in a drill can be varied in Lhe same ways as
the stimulus element:

6.1 il can require students to produce language, or to perform some
less obviously 'lTinguistic' act, eg choose a picture, underline a
word, Or put two or three parls of a drawing together.

6.2 it can require students to produce language that is real or un-
real: though, once again, the distinclion is a matter of debate in
many cases,

6.3 it can reguire students to produce a constant, or a variable sort
of response.

In the sample, the responses are lingustic: students must say something,
using numbers, and using the present simple in 2 particular sentence
construction, The language requived from students is real in the sense
that it is_Fnglish, but it is not very realistic in any sense other than
the strictly pedagogic, Getting students to say "Two and two are fourl'
is certainly a justifiable goal: but the justification is in terms of
pedagogic expediency, rather than in terms of usefulness in real life.
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Finally, the responses throughout this drill require 2 constant form of
response: always number A * and * number B * are * number C.

It is not possible lo evaluale responses without consideration of
the particular needs of particular teaching situations. The teacher
might want to experiment with drills that require less obviously lin-
guistic responses (eg filling in a chart, or drawing a diagram), but
these sorts of drills require great organizational skills on everyone's
part. Also, the teacher and students might want responses that are nol
simply pedagogically expedient - yet since the laboratory (and for that
matter most classrooms) are somewhat artificial environments, the sorts
of responses that are ‘unreal® are in many cases unavoidable, and even
desirable, especially if the students are the sort who will never be
required to use English in the English speaking world. Tinally, teachers
might want the responses to be variable in some way: but this is extreme-
ly difficult to sel up. Variable responses would have to be clued and
cued by variable slimuli, and sludenls will find Lhemselves listening to
oo many things at once. Constant, invariable responses can often be
demotivating, it is true, But this may be because the drills in ques-
tion are either too easy or (and this is often the case) too long.

7. Item relationship

Drills consist of a certain number of items: £hat is, of a certain
number of stimulus/response pairs. The relationships belween Lhe
stimulus and the response of any item is variable:

7.1 it can tend to be arbitrary and meaningless, and/or non-arbitrary
and meaningful.

7.2 it can involve degrees of repetition, and/or degrees of adaptation.

7.3 it can practise any specific linguistic point deliberately, andfor
accidentally, -

In the sample drill, the relationship belween each stimulus and each
response is partly arhitrary and meaningless, yet partly non-arbitrary
and meaningful. The sort of exchange 'What's six and three? Six and
three are ninel’ is arbitrary and meaningless in the sens¢ that the
questicn is not a very likely one in the first place, and the answer to
the question is 'Nine', and not 'Six and three are ninel' On the other
hand, the item does pose a stimulus questien, and does require a response
answer: to that Timited extent, the item is meaningful = at Teast a good
deal more so than the sort of exchanges

'Oxford StreeL!® 'Let's go to Oxford Street!'

*Parist” 'Let's go to Parisl'!

A
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where neither the stimuli, nor the responses, nor their relationships
are of much interest to anybody.

The arbitrary, meaningless nature of the sample drill is parlly a
product of the other two variables in the item relationship. Students
are required to repeat words in the stimulus, and the drill is aboul
the specific linguistic point, the 'universal truth' use of the present
simple tense, These two features cxert great pressure on this drill,
and they force a wholly unnalural, and classically drill-like relation-
ship between each stimulus and each response in all the items, The most
influential factor seems to be the deliberate desire o have a drill on
the present tense. This deliberate desire forces students to use some
form of the verb to be {in this case are), and in order to get the
student to use this form of the verb, the drill has to make use of num-
bers -'by convention the standard illustrative context for 'universal
truths'.

Clearly, this question of item relationship is an extremely complex
one. Anyone who has tried to write and record drills knows how dif-
ficult 1t is to establish stimulus/response relalionships that are
meaningful, interesting and challenging. Also, anyone who has taught a
variely of drills Lo a varicty of students knows that there are some
studenls whu aclually thrive on meaningless, repetition orientated
drills. Some students get a sense of confidence Lhrough such drills,
and some teachers feel that such drills give both Lhe teacher and
students an opportunity to master the various skills neceded in order to
cope with Tanguage laboralory work at all.

In practice, though, it may be necessary for the teacher to be at
least aware of item relationships in particular drills, If the students
react negatively to meaningless repetition work on specific slruclural
points, then the teacher has Lo be ready to do several things. The item
relationships could be rewritien. The strictly repeating element in the
students’ workload could be replaced by an adapting elemenl - where the
student has to do something with the stimulus, rather than just repeat
it. Also, the teacher could disquise the deliberate intenlion of the
drill, by telling the students to concentrate on stress, rhythm and in-
tonation - rather than telliny them to concentrate on, for example, one
of the meanings of the present conlinuous. If teachers have neither
the time nor the skill to do any of Lhese things, then he can share
their doubts about the liveliness of the material with the sludents,
and ask them to take the material for what it is: just practice.

8. Sequencing

The sequencing of the items in a drill affects:

8.1 the number of items




8.2 the extent to which the ilems are connected to each other
8.3 the extent to which the ilems are related to an accompanying text.

In the sample, there are thirteen ilems, including the three illustra-
tive items at the beginning of the drill. The items are connected to
cach other, but the connection is primarily linguistic: all the items
are practising one use of the present simple tense, It is Lrue that the
jtems are all about numbers too, but there is no controlling context of
situation, and there is no contextualising link between Lhe thirteen
items in the drill, Also, there is no relation between the drill and
the accompanying text (a dialogue in the main part of the course}, other
than a linguistic relationship: once again, Lhis consists of one use of
the present simple Lense.

(Readers should note that in Lhe case of Realistic English, it was
the authors' explicil intention not to relate texts and drills in ways
other than the slrictly structural or linguistic. To that extent,
therefore, the relationships between drills and texts in Realistic
English ave of specific kind.)

There is no doubt that Lhe three variables in sequencing arc
extremely important, and Lhere is also no doubt that they direclly af-
fect student attitudes to drills. First, drills that have rather less
than eighL or nine items do not give students the opportunily Lo get
inle Lhe drill. Also, drills that have rather more than eight or nine
items run the risk of boring studenls., In other words, a2 lot of drills
are too long. Secondly, drills in which the items are linked to each
other in some interesting way are without doubt more motivaling than
thase drills in which the items have no more in common than some gram-
matical point. In the sample drill, the combinalion of present simple
and numbers could have provided a controlling context: eg shopping,
or doing homework, or working oul some appropriate calculations. Such
a context would allow for a 1ink between the different items, since two
or Lhroe characters coyld have been working on the same problem through-
out the drill, IL has to be said, of course, that drills in which the
items are linked do involve some form of artificialily, since it is un-
likely that the same sort of sentence Or response would be required
gighl or nine times in just one siluation or conversation. Bul variely
can be achieved by ringing the changes on the stimulus, so that the
repelitious element of the drill is disguised somewhat. And (nolwith=
standing the explicil intentions of the authors of Realistic English)
anolher way of linking the separate items in any dr7TT is by relaling
the drill to its accompanying text, This text is normally a dialoyue
or a passage of some sort. In the drill, then, the items could usc
the same Situation or Lhe same characters that appear in the dialogue.
In this way, the drill becomes less isolated from the main body of the
course, and the students begin Lo sce relationships of all kinds be-
sween the different parts of their courses.
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9. Language learning skill
Ihis component of drills involves

9.1 whether or not a particular, measurable 'language point' is being
practised

9.2 whether or not the student is required to use any or all of the
tradilional language Tearning skills: 1istening, speaking, read-
ing, writing

9.3 whether or not teachers and/or studenis nced specific non-tape
materials when working in the lab.

In the sample drill, a particular language poinL is being practised.
As is the case with most laboratory materials, Lhe point is a struc-
tural one. Other typical language points include phonemic practice,
vocabulary practice, co-ordination and subordination practice and so
on. In the sample, sludents are required to 1isten and speak, and
the{]do not need any malerials other than the tape in order to do the
drill.

It is particularly this component of drills that is currently
under conscious revision. Functional courses attempt to practise nol
only specific language points, but also awareness of different lan-
guage uses: ag how to apologise, how to explain, how to describe.
Contemporary drill material still has to make use of structural,
phonological and lexical data, but the tendency now is Lo express
such data in terms of real functional, plausible contexts. It follows
from this that drills may well become increasingly multi-skills con-
scious. For example, students will be asked to listen and wrile
(note Laking); or to read and speak (oral summary): or to lislen,
read, Lake notes, and speak (following instructions for using an index,
making rapid notes and then passing en the information over the tele-
phone). Such activities, paturally, will require both teachers and
students to make use of all kinds of materials at all times, even in
the 1ab itself. The scope for development is enormous, especially in
learning situalions where mylti-media work is an already established
part of the sludents' experience and taste.

C. LISTENING

Most teachers are unlikely to have the time, or even the interest,
to record their own listening material for their classes. The tech-
nical problems of making good quality recordings, even from radio, let
alone the difficulties of collecting 'authentic' speech, make iU un-
economical and fruslraling for teachers to depend purely on material
which they have recorded themselves for their learners. Under these
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circumstances, teachers must lurn to published, or borrowed, sources,
and must then find criteria against which to measure any potential
piece of material. How important each one of the criteria will be will
depend on the special circumstances in which the material is to be
used, but it is hoped that the criteria below will offer some sugges-
tions for the selection of listening material. They are listed and
justified in relation to material to be used for the development of
listening and comprehension skills, not in relation to material de-
signed to promote aclive practice, although many of the points will be
equally applicable to both.

The main points of concern which are dealt with in this section
are:

1. content
2, delivery
3, activities for the learner

4, quality of production

1. Content
1.1 Length of passage

There is no doubt that it is difficult to Tisten attentively to
a long passage, say over five minutes, particularly when there is no
visual stimulus Lo help focus the mind on Lhe topic. On the other
hand, exceedingly short passayes, say less Lhan 45 seconds, make it
difficult for Lhe listeners Lo get into Lhe topic and are almost over
before they have Luned in, This suggests that a short passage requires
more preparation, so that the learners know what to expect, or al-
ternatively the learners may need to 1isten to the passage 2 number of
times before answering any guestions on it. It is not necessarily true
that the lower the level of the learners, the shorter the passage should
be, but care necds to be Laken not to demotivate them by presenting
them with too much too soan.

Within these extremes, the question of length is less important
than other factors, and teachers will, of course, need 10 consider how
much time they have for listening work, how much the students can do
alone, and how much pre- and post-work they feel is appropriate to their
students. The most important thing to remember is that we are con-
cerned with helping our learners to Tisten to and process material and
not with testing their memory.




1.2 Subject matter

In the early stages of learning, students have a large number of
- Everything about a new langugage might be strange to them,
will not know what sounds might occur, how fasl the language is

s what the pitch and intonation patterns are like, what pauses
used for, whether the speakers are pleased or angry, asking or
1ing. Because of all these simultaneous difficulties, students do
MOt kmow what to expect when they Tisten and so cannot be ready to re-
oeive 2 message from what they hear.

i

They are anxious to be able to communicale as soon as possible, so
Shere seems little point in exposing them to nonsense sounds to fa-
miliarize them with the new language first, when they will be more in-
Ill!?t!d ané motivated by hearing the language used in a normal si-
tmation,

It is important to use straightforward content in the early
stages of Jearning, but this dees not mean puerile content. There is
@ tendency to treat language students as less mature in thought be-
cause they Tack maslery of the Tanguage, and this is as true in
1istening as in other skills. The content should be as interesting as
possible, but il must be appropriate to the language level of the
learners. This means that the level will, of course, be well above
that which is expected in expression, because comprehension normally
develops more rapidly than the ability to speak or write,

2. Delivery
2.1 Style of delivery

Learners will be helped in coping with the difficulties of a new
language if, in the early stages, they are presented with a straighte
forward delivery. Passages spoken in an uncomplicated way, with no
great changes of speed, pitch, elc, are most suitable.

Listeners will have difficulty in differentiating between voices
too, and so there should generally be no more than three speakers tn re=-
cognize., It is best to avoid the use of speakers with strong regional
accents in the early slages, although it is unrealistic to go to the
other extreme and usc nobody bul RF speakers.

It is not necessary to wait for Tearners to become very proficient
before introducing them to varieties of speech and accent, They will
not, of course, be expected to imitate these varieties, merely to
understand them sufficiently to be able te communicate with a wide
range of different people, and so the plan should be to introduce such
things as regional accents, poor enunciation, etc, gradually.
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2.7 Speed of delivery

Consideration needs to be given, Loo, Lo the speed at which the
passage is spoken. It is generally agreed that language learners can
decode much more than they can encode; however, in any 1istening
activity, the decoding process 1ags behind the speaker's encoding. At
first, learners will feel the need to try to decode cach word as it is
received, but it is often necessary to receive a yroup of words and
decode them all together. If the students receive too much material to
process, Lhey may misunderstand something early on, or miss something
completely, and will then anticipate wrongly, if at all, what is going
to follow. If we accept that listeners process groups of words and
store them, then the most important part is the silence, the pause,
between groups of words, rather than the actual speed at which indivi-
dual words arc uttered. Speech which is slowed down loses its natural
rhythm, its elisions, and its intonation and so, whilst perhaps
allowing learners to process each word more readily, it does not serve
them well in developing their ability to listen to and comprehend normal
spoken language. For these reasons, listening material should be
spoken al normal speeds (and this will vary over quite a wide spectrum),
but the pauses can be lengthened s1ightly to allow Lhe processing of
groups of words tn take place. This lengthening of the pauses can some-
times be achieved by rewecordinga passage and inserting a littie more
pause time in natural pause spots. (If teachers wish to use 'authentic’
or natural speech, there is no poinl in re-recording an entire passage
with actors or other trained speakers in order to produce the longer
pauses, since more is lost in naturalness than is gained in speed by
such an exercise.)

To sum up on this very important point of specd of delivery, the
plan should be short segments of naturally speken language interspersed,
when possible, with slightly lengthened pauses.

2.3. Redundancy -

In all language there is a certain amount of redundancy (ie non-
essential matter)., If Lhis were not so in spoken language, the human
mind would not be able to absorb and process information at the rate at
which it is transmitted. In listening to a new language, students are
faced with the problem of differentiating between what is ‘vital' and
whal is 'redundant'. They must endeavour not only to distinguish be-
ween vital and redundant words, but to recognize the value or otherwise
of such things as intonmation, tags, ctc. It is, therefore, of utmost
jmportance that the material they listen to must not be completely
stripped of all redundant parts, since the mind simply cannot work on
such language, even in Lhe listerner's native language, fast enough to
cope with a11 it contains.

ST



The problems for our students is frequently made worse by teachers
of EFL and writers of EFL material, who, in an attempt to simplify the
language, cut out much of the redundant matter, leaving heavily over-
:::ded language which students cannot process as gquickly as they re-

ve it.

Listening can be made easier for learners in the early stages by
@iving them some indication before they begin to listen of what is going
to be vital and what is redundant.

3. Activities
3.1 Things for learners to do

It is said that people 'listen badly', particularly nowadays when
there is so much visual stimulus in our Tives and the need to listen in
order to get information is greatly reduced, particularly by television.
When we talk about 'learning to Tisten', we really mean that we want
people to Tearn to attend to what they hear and to process it within the
framework of Lhe new language. We are not concerned in lanquage Leach-
ing with trying to improve the physical properties of the ear as a
Tistening instrument,

If we want people to learn to attend to what they hear - to process
it, to undersland it, to use it, to react to it - then it is necessary
to find Tistening experiences which will involve our learners and which
will help them to be active listeners, It is, therefore, a good idea
to use material which 15 accompanied by things that the listeners can
do or is at Teast the kind of material from which activities can be
developed,

Some activities will occur naturally. It may be that our students
only want to recognise certain bits of information, they may want to
remember the information, they may want to write down what they hear,
they may want to know the attitudes of the speakers, they may want to

- respond to these attitudes and so on. It is, therefore, appropriate to
use activilies and exercises which build on these natural responses.
However, Leachers may find that other, less closely related, activities
are useful to their Tearners and there is no reason why these should not
‘Be included. In the early stages, students will be able to listen and
Point to pictures giving the correcl answer, and to carry out 'listen
~ #nd do' type exercises. They will soon be able to 'listen and 1ist' and
£0 answer 'true/false' questions. They will then go on, perhaps, to
, ing multiple choice questions and open questions, Lo paraphrasing
B summarizing and gradually to presenting, for example, the two sides
BF an argument. From Lhe earliest stages, they should be encouraged to
pEcognize whether Lhe speakers are, for example, friendly or angry, and
1 out the relalionships between the speakers, ie whether they are

PRy
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father and son, teacher and pupil, etc. In the past, the stress has been
on comprehension of content and on finding the 'right' answer. Now we
recognize the importance of understanding what is happening in a conver-
sation as well as what is being said, and we acknowledge that the exer-
cises found in books should not be used as test material, to check
student learning, but rather as items which re-focus the students' at-
tention on the passage and motivate them to listen again, paying atten=-
tion to specific features.

3.2 Back-up materials

It is often impossible to have the 'subject’ of the words spoken
present in the classroom at the time when we want students to Tisten,
It would, for example, be impossibie to have a large ocean liner in the
rocm! However, a visual stimulus can be a great help to learners and so
back-up material in the form of pictures, charts, models, etc. is a
useful addition to the actyal material tn be 1istened to, It is unlikely
that many teachers at present have facilities available to use moving
pictures, but it is often possible to find still pictures which can act
as cues or simply as aids to focussing the mind on the topic. It follows
that lislening material on very remote topics, which cannot be supported
by pictorial or other visyal matter, is inappropriate for language
learners, Recent developments in video technology, which suggest that
video tape may become as cheap as audio tape, may bring the use of video
within the reach of many, many more people within the next few years,
and this should open up exciting new horizons in language teaching and
learning.

4. Quality of production

Finally there is 1ittle point in playing material to students if
they cannot hear it clearly. Commercially produced material is usually
of acceptable quality, but care should be taken to check that a tape
which is quite clear to one Tistener sitting near the tape-recorder is
also audible to a group in a classroom {if this is the intended use).

It is not necessary to reject material which has background noise on it;
indeed, some background noise is a useful indicator of the context in
which the words are being spoken. lowever, in the early stages, listeners
will have some difficulty in separating out the essential message if
there is top much distracting background. Part of the problem of hearing
is normally to be found in the learning situation - the actual acoustics
of the room, interference from outside noises, the quality of the tape-
recorder - but this only underlines the need for good quality sound on
the recording itself.




A tape which is agreeable to Tisten to is motivating for our slu-
dents and so the judicious use of music or other sound effects adds to
the value of the tape.

There are many unexplored avenues as far as listening material is
concerned and we, as teachers, will doubtless continue to debate such
issues as the relative merits of 'authentic' versus other types of
material, the use of Tistening to provoke speech, the extent to which
simple exposure to listening improves the ability to Tisten and process
and so on, We seem to be moving away from the four separable skills
approach to language learning towards a more integrated approach, where
the interdependence of the skills will be recognized and developed. This
kind of appreach is full of excitement for language teachers, but it will
present us with new challenges both from the point of view of finding
the kind of material we will need deciding how we will organise our
teaching/learning situations.

Meanwhile, the carefyl selection and use of those materials which
are available to us is of great importance not only from the point of
view of achieving our objectives in helping our students Lo listen ef-
fectively, but, more importantly, in developing in our sludents the
desire to Tisten and helping them to experience the pleasure which can
be derived from 1istening.

Conclusions

When sclecting and using taped material, several factors have to be
considered. These factors are essentially practical rather than
theoretical, and they involve both the source of the material and the
nature of the material,

1. The source of any taped material myy not be immediately obvicus.
it may be EFL specific, or it may not. Most taped material used in
classrooms originates from major EFL courses, and to a less extent,
from other EFL projects. Some tapes are just one part of a very large
highly organised course, while others are more self contained. Still
other tapes have nothing to do with EFL at all, Many teachers make use
of commercial songs, or of radio broadcasts - anything recorded in
English, Tt may well be that in a particular school or college, the
Students have distinct preferences for EFL-specific, or for none-tfL-
specific taped material and this should be borne in mind.

2. Taped material may be consciously for the language lab rather
Lhan the classroom, or for any other place. Tcachers may well find
that material which was originally intended for use in language labs does
not work very well in Lhe classroom, yet material which was originally
intended for classroom use or even domestic use can work in the 1ab.
This means Lhat taped material designed only for the Tab could be Jess
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useful than taped material designed for the classroom, or for individual
wse. This is certainly true in the case of drills: if drills are suc-
cessful or useful anywhere, it is in the lab rather than in the class-
room or at home. Conversely, a recording of a2 conversation, or of a
news bulletin will be useful not only in the classroom or at home, but
also in the lab.

3. Taped material often has a 'theoretical' source of some kind.
This myy be structural linguistics, or functions/notions, or whatever.
Enowledge of Lheoretical sources helps the teacher to understand why
taped material is the way it is, and how it is contructed. However, this
is not to say that all taped material is self-consciously based on some
theory or other. In fact, less and less material today is based on
linguistic theory only, and more is based on pragmatic considerations
relating to the development of language learning skills.

4, A point which radically affects the nature of taped material is
whether the material is either authentic/realistic on the one hand, or
pon-authentic/unrealistic on the other. There is a ot of discussion
about the meaning of the term 'authentic', and most of the arguments
refer to the Tanguage on a tape: the performance of the speakers, the
realism of the dialogue and so on. Quite simply, when using taped material,
it is more reasonable (from Lhe authenticity point of view) to have on
the tape something which, in the real world, is likely to be listened
to. For example, a tape of someone telling a story is using a more
authentic situation than a tape of drills, no matter how natural the re-
cording of the drills mighl be. Also, a recording of a radio talk or of
a pop song is a more plausible taped teaching aid Lhan a recording of two
or three characters speaking a dialogue from an EFL course, and pre-
tending that the dialogue is a conversation! The interesting point here
is that the radic broadcast may use very formal, slow, carefully are
ticulated Fnglish, and the FFL dialogue may use contractions, regional
accents, interruptions and so on. But the authenticity resides less in
the performing than in the context of situation on the Lape.

5. As to the nature of taped material, many of the practical con-
siderations Lo be borne in mind have been mentioned in the main part of
this article. A first set of considerations involves problems such as
cost, length, speed (of the tape), the provision of an accompanying
tapescripl and/or teachers' book, the quality of both the tape itself
and of the recording, general availability, and the more specific ques=
tion of the availabilily or otherwise of both reel-to-reel and cassette
versions of the material, Since taped material can bhe very expensive,
and since it can represent a major commitment on the part of the school
or callege or university in which you are working, it is worth having a
checklist of all such basic points when choosing, and especially when
buying tapes, Experience is a great help here: purchasers and users
who are unaccustomed *o all the various forms which taped material can
take are advised to profit from the experience of those who have already
tried and tested different tape types.




6. Both teachers and students should be awarc of what might be
called the methodological nature of any taped material. For example:
when the tape is being used, does either the teacher or the student, or
Both of them, require additional materials, such as an accompanying
course book, or pencil and paper, or the teachers' guide, or slides?

It is very frustrating to move from mechanical drill work to work which
requires the sludent to read and write al the same time, unless every-
one is fully prepared, and unless everyone has enough room in which to
work: Sometimes, the students need their work books or course books
with them in order to do the taped exercises: sometimes, however, they
€0 not. These seem to be very obvious questions,.but they are important
ones, cspecially in language Tab work from the points of view of both
cost and time,

Finally, the pragmatic teacher might usefully ask the simple ques-
Lion: do the students 1ike the material being used? If they do, then
there is no reason to hurriedly reject such material in favor of some-
thing allegedly more modern and fashionable. If, however, the students
do not Tike the taped material being used, then the teacher has the job
of finding out why., If the students find the material boring, and the
teacher is unable to buy new material, then it might be useful to explain
the rationale of the material to the students. There is no doubt that
students know what they Tike and do not like to use and listen to, and
teachers who respond to Lheir views will be rewarded by having more
motivated and successful learners.




