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LOI NOI PAU

Hoi thao khoa hoc T6 Ngoai Ngir 1a mot trong nhitng hoat dong nghién ctru
khoa hoc thudng nién cua cac giang vién T6 Ngoai Ngir. Thong qua hoi thao nay,
cac thanh vién trong T Ngoai Ngir s€ trao ddi, thao luan cac van dé khoa hoc lién
quan dén gido trinh, phuwong phap giang day, dinh hudng nghién ctru khoa hoc
v.v... nhdm ning cao hiéu qua cua viéc day va hoc ngoai ngit cho sinh vién céc
khoa khong chuyén ngit trong truong Dai hoc Suw Pham TP. HCM.

Ky yéu Hoi thao khoa hoc nam 2012 cta T6 Ngoai Ngit gdm c6 15 bao céo
nghién ctru vé cac van dé lién quan dén phuong phap giang day, ngén ngit hoc tmg
dung va danh gia giao trinh. Pac biét, nam hoc 2011 — 2012 1a ndm dau tién T
Ngoai Ngit str dung gido trinh AMERICAN ENGLISH FILES Multipack 2A & 2B
ciia Nha Xuét Ban Oxford dé giang day bd mon Tiéng Anh va 1a nam tht hai doi
moi tai liéu giang day mon Tiéng Hoa bang gido trinh HAN NGU SO CAP cua
Nha Xuit Ban Truong Pai Hoc Ngon ngit va Van Hoa Bic Kinh, Nha Xuit Ban
Pai Hoc Su Pham xuit ban tai VN. Do do, Hoi thao khoa hoc nim 2012 s& danh
mdt thoi lugng thich ddng dé danh gia hai bo gido trinh nay.

Ky yéu Hoi thao khoa hoc ndm 2012 c6 ba bao céo 1a két qua hop tac nghién
ctru caa nhém giang vién trong don vi nham nang cao chat luong hoac mo réng
pham vi nghién ctru. Trong d6 cé hai bao cao danh gia gido trinh: “An Evaluation
of the EFLENglish Coursebook “American English Files Multipack 2A & 2B” cua
Th.S Nguyén Thi TG, Th.S Bach Linh Trang, va Th.S H5 Thi Phugng, va bo céo
cua To tiéng Hoa “Pdnh gid gido trinh Han ngit so cdp va tai ligu bai tap bé sung”
cia Th.S Pang Thi Hong Hanh, Th.S Vii Thu Hang, Th.S Vuong Xuong Kiét va
Th.S Vii Nguyén Minh Thy. Ciing nham dénh gia gido trinh 13 bai viét véi cai nhin
da chiéu coa tdc gia Ha Thanh Liém “A Critical View on the Coursebook

2

“American English Files””. NCSVii Hoa Ngan trinh bay quan diém vé gi4o trinh

qua bai “An evaluation of American English Files”. Th.S Nguyén Thi Tuyét
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Phuong gép thém mau sac va chiéu sau véi bai “Choosing the Textbook to teach
English for Tourism: A Lesson to Learn”. Tac gia Lé Pinh Tung- mot giang vién tré-
dong gop két qua nghién ciu vé giang day ngir phap trong gido trinh méi véi bai viét

“Reviewing Tasks in Course Design for Coursebook: American English File 2.

Phuong phép giang day tiéng Anh ludn 1a mdi quan tdm cta nhiéu gido vién.
TS Lé Thi Kiéu Van va Th.S Nguyén Ky Nam chimg minh tinh hiéu qua cua viéc
str dung cong cu truc quan - tranh anh - trong viéc giang day tiéng Anh vdi bao céo
“Using Visual Images to teach ESP Students: A Case Study of Ho Chi Minh
University of Education”. Cing chii dé trén, Th.S Nguyén Hién Poan Trang minh
hoa thém hiéu qua cta viéc st dung hinh anh trong giang day: “Using Visual Aids
in Teaching Vocabulary”. NCS Huynh Cong Minh Hung vdi bao cao “Facilitating
Reading Comprehension by Using Alternative Versions: A Case of English for
Geography at Ho Chi Minh University of Education ” thé hién mdi quan tim nghién
ctru img dung cua tac gia trong viéc day k¥ nang doc hiéu. Giang vién tré Nguyén
Thi Mai Phuong cung cip nhiing thu thuat lam sinh dong bai giang “Using Board
Games to Practice Grammar Structures on Teaching American English Files”. Tu
cai nhin ctia mot gido vién nhiéu kinh nghiém, tac gia Lé Thi Hong Huong dua ra
nhitng tha thuat day ky nang nghe vadi bao cao “How to Listen to English Well: A
Thought from an Experienced Teacher”. NCS DPinh Ngoc Thuiy dua ra cai nhin
tong quan vé viéc giang day tiéng Anh cho nguoi Viét “Linguascape and
Implications for Vietnamese English Language Teaching”. Cling nham nghién ctru
Ngon ngit hoc ung dung, k¥ niang doc hiéu dugc hai tac gia Nguyén Thi Bich Lién
va Nguyén Thi TG trinh bay trong bai viét “Discourse Analysis in Teaching
Reading: A Case of Ho Chi Minh University of Educatiorn”. Bén canh d6, Th.S Ly
Nhut Thién thé hién su quan tim dén phuong phap giang day ngit phap véi bao céo
“Teaching Grammar: A View from Systemic Functional Grammar” va Th.S

Nguyén Thuy Oanh 1am phong phti thém ky yéu véi nghién ctru cua tac gia vé
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ngdn ngit hoc so sanh “So sdnh déi chiéu trdt tir danh ngit ciia tiéng Anh va tiéng
Viet”

Nhitng bao céo trinh bay trong ky yéu da phan anh sy nghiém tac va nd luc
hoc nang cao trinh dg, ¥ thirc nghién ctru khoa hoc di d61 voi giang day cua giang
vién T6 Ngoai Ngit.

T Ngoai ngit xin chan thanh cam on su chi dao, tao diéu kién gitp do cua
bang uy, Ban gidm hiéu, cac phong ban churc nang, cac don vi ban dé don vi hoan
thanh tdt ké hoach nghién ctru khoa hoc ndm hoc 2011-2012.

Ky yéu han con nhiéu sai sét. Chiing t6i hy vong s& nhan dugc nhing y kién
dong gop thiét thuc cua quy thiy co, quy ban dé Té Ngoai Ngit nang cao hon nira
chat luong dio tao ngoai ngir khong chuyén trong truong Pai hoc Su pham thanh
phé H6 Chi Minh .

Thang 6 — 2012

Truwéng Ban to chirc

Ho Thi Phuwong
BAN TO CHUC HQI THAO BAN BIEN TAP KY YEU
ThS. Ho Thi Phuong ThS. Nguyén Thi Tuyét Phuong
ThS. Nguyén Ky Nam ThS. Vii Nguyén Minh Thy
ThS. Nguyén Thi Tt ThS. Nguyén Thi Ta
ThS. Pang Thi Hong Hanh TS. Lé Thi Kiéu Van
PHAN BIEN KY YEU

ThS. Huynh Cong Minh Hung
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Y KIEN PHAN BIEN KY YEU

ThS. Huynh Cong Minh Hung

Poc Ky yéu Hoi thao Khoa hoc thuwong nién 2012 cia Té Ngoai ngi, diéu
dong lai & nguoi doc la tinh than nghién ciu khoa hoc hét sike nghiém tic cia tdp
thé gidng vién trong don vi; DPa sé cdc bai bdo cdo ciia Té Ngoai ngit thé hién dwoc
Kién thirc chuyén sdu vé linh vuc chuyén mén (TESOL, ngén ngiv hoc g dung,
ngén ngir hoc doi chiéu, ngén ngiv hoc tri nhdn), diéu dé chimg té ki nang phat
hién van dé va ddt cau héi nghién ciru thét sw ¢é ¥ nghia cho nghién ciru chuyén
nganh, ciing nhw chimg t6 cdc gidng vién Té Ngoai ngir dat dwoc nhitng ki ndng vé
truyén dat théng tin, ciing nhu trinh bay két qua nghién ciru ciia minh, va ddc biét
la kha ndng viét bdo cdo khoa hoc bang tiéng Anh cia cdc giang vién trong thoi
dai hoi nhdp quéc té hién nay. Piéu dang tran trong & day la cdc giang vién To
Ngoai ngit chitng t6 dd ndm viing ki ndang thiét ké moét cong trinh nghién civu va déc
ldp trong nghién curu thong qua cac bao cdo khoa hoc voi nhitng dir liéu, binh gidi,
va két qua rat xdc dang va c6 gid tri iing dung.

Di nhién, ddy chi méi la bude dau trong hanh trinh nghién ciru khoa hoc ldm
gian nan va vat va, ciing khéng thé tranh khéi nhitng sai sét con ton tai trong Ky
yéu, nhung véi nhitng gi thé hién trong 15 bdo cdo, sé la hanh trang budc dau trén
con dwong nghién ciru khoa hoc - con dwong von khéng it cam go, thir thach ma

ciing rat dang tw hao."
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A CRITICAL VIEW ON THE COURSEBOOK
“AMERICAN ENGLISH FILES”

Ha Thanh Liém, BA

Biodata

Ha Thanh Liem is a lecturer at Ho Chi Minh University of Education. He is an
experienced lecturer with more than twenty years of teaching. He is in charge of
teaching General English, English for Mathematics, Computing and Physics students.
His research interest includes TESOL.

Abstract

This is only the author’s critical thoughts on the new coursebook American English
File Multipack 2A&2B by Clive Oxenden, Christina Latham-Koenig, and Paul
Seligson- Oxford University Press after two modules of 9 months’ time in use in Ho
Chi Minh University of Education for first year non-language students. The paper
focuses on the coursebook content and layout with an overall picture and full analysis
of the book.

Tém tit

Pdy don thuan la nhitng nhin nhdn mang tinh xdy dung déi véi gido trinh mdi
American English File Multipack 2A&2B cua Clive Oxenden, Christina Latham-
Koenig, and Paul Seligson do nha xudt ban Oxford xudt ban, dwa vao gidng day cho
sinh vién nam 1 khéng chuyén tai trieong Pai hoc Sw Pham thanh phé Ho6 Chi Minh.

Bai viet tap trung vao phan tich noi dung va bo cuc cua quyén sach.

Key words (tiv khéa): coursebook content: ngi dung sdch; coursebook layout: bé cuc

quyén sach
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Introduction

Coursebooks play an important role in the process of language teaching and learning
as appropriate materials can stimulate effective teaching and learning. Thus, in order to
have a successful language- teaching program, it is necessary to get good coursebooks.
This paper aims to make some comments on the coursebooks American English Files 2A and

2B, which are being currently used in language courses for non-majored English students at
Ho Chi Minh University of Education.

Discussion

In coursebook evaluation, there have been a great number of criteria that should be
taken into consideration such as: the audience, the content, the methodology, the
cultural bias, the layout, the authenticity, and so on. In this paper, we will focus on the

following criteria: the content and the layout of the material.

In my opinion, the coursebook American English Files 2A and 2B is a
relatively new coursebook in the publishing market. It was published in 2008 and it is
in its first edition, so in comparison with other coursebooks, it is full of newly updated
information. All the topics are of great interest to the students because they are related

to everyday life situations.

One of the new features of this multipack book is that it is divided into two
parts: A and B, which are actually two different books. Each of them can be used in
one semester which make a big difference to the students' motivation because it is
normally rewarding and motivating when they finish a book, and they are usually
eager to continue with the new one. Each unit is also split into four shorter sections
(for example 1A, 1B, 1C and 1 D), which, I think, is very beneficial to students

because finishing smaller sections may give them a feeling of making fast progress.

Gidng day ngoai ngir khéng chuyén: Poi méi va Phdt trién 9
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Another new feature is that student book and workbook are together in the same
book. The workbook is at the back, which is very convenient for teachers and students
because they can use it regularly as another source besides the coursebook. In the
workbook there are lots of exercises that help students to revise what they have learnt.
There are specific sections like the vocabulary bank, the grammar bank, the audio
scripts of the listening activities and the materials needed for speaking activities in

pairs and in groups.

There are listening, speaking, reading, and writing parts in each section. At the
end of each file, there is a section called Practical English where everyday situations
such as hotels, airports, restaurants or coffee shops are presented. And there is also a
section named Review and Check in which grammar, vocabulary, pronunciation, and
reading exercises are presented in the form of a review. The reading passages in these
books are very interesting and appropriate for students in terms of vocabulary load and
structures. They range over various topics, such as painting, sports, music, lifestyle,
family and friends, and so on which provide students with useful knowledge of their
daily life. The speaking section in each file is very enjoyable and it encourages
students to communicate in English with each other. The topics for speaking are very
interesting; therefore they facilitate pair work and group work in classroom. The
listening activities are relatively suitable for the language level of the students in the
first school year. The writing section is very effective in improving students' writing
skills with various tasks and activities. The four skills are systemically developed in an

integrated way which makes this book appropriate for non-majored first year students.

At the back of the book there is also a special section, | mean the vocabulary
record which is very useful because students are guided how to record their
vocabulary. From my point of view, teachers should instruct their students by giving
an example to show their students how to learn vocabulary from the early days. In

addition, the way this book work with vocabulary is another good feature, which
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HOI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU
Thang 6 - nam 2012
includes many visual aids. It usually has matching exercises with pictures to illustrate

the words and phrases.

The way the books work with the grammar is also innovative, that is, new
topics of grammar are first presented in an inductive way, that means students have to
work out the rules and then they are guided to the grammar bank where further
explanation is offered as well as more exercises for practice. The student books also
include CDs which contain grammar, pronunciation and listening exercises and also
have videos with everyday situations as a self-study source for students to practice at

home.

The artwork of the books is very attractive with lots of colors and beautiful
photos, pictures and drawings which are appealing to students. There are two photos or
pictures on each page on average. They not only make it easier for students to

understand the lessons but also enhance their learning and motivation.
Conclusion

In summary, this book is a good choice for both teachers and students because it best
fits all their needs. And the most important thing is that it provides not only knowledge
of English but also the good way of teaching and learning English. In addition, it
enhances students' interest, curiosity and attention which are of great importance in

teaching and learning English.
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AN EVALUATION OF AMERICAN ENGLISH
FILES

Vu Hoa Ngan, MA

Biodata

ThS. Vii Hoa Ngan chuyén nganh Ngon ngit hoc ing dung, linh vuc Hd tro cong nghé
thong tin trong hoc ngoai nglt (CALL) tai Pai hoc Melbourne (Australia); hién dang 1a
Nghién ctru sinh tai Pai hoc Iowa, Hoa Ky; 12 giang vién bién ché truong PH Su pham
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nganh Tin, va chuyén nganh Ly. Linh vuc quan tdm nghién ctru: CALL, Panh gia-
kiém dinh chat lugng ngoai ngit (Language Testing), va tiéng Anh chuyén nganh
(ESP).

Email: nganvh@hcmup.edu.vn

Abstract

It is widely agreed that teaching and learning language involve far more than
targeting language knowledge. The paper has presented an evaluation on speaking
and listening activities in American English Files coursebook for pre-intermediate
level which was chosen as a major textbook for General English program of the Ho
Chi Minh University of Education. Apart from the merits indicated, the book has a
limitation which is a gap from a perspective of pragmatics-based teaching. Therefore,
pragmatic knowledge should be explicitly instructed to build up students’ pragmatic
awareness while they are learning how a language is used to communicate.

Tém tit

Quan diém da cé sie tan thanh réng rdi rang viéc day va hoc ngoai ngit bao gom nhiéu
yéu t6 hon chi la kién thire vé mdt ngén ngir. Bai viét danh gid cac hoat dong Nghe va
Néi trong gido trinh American English Files ¢ trinh do tién trung cdp da dwoc chon

lam gido trinh chinh cho chwong trinh tiéng Anh Tong qudt & trwong Pai hoc Sw pham
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TP. H6 Chi Minh. Bén canh nhitng diém manh duoc chi ra, giao trinh co mot han ché
theo quan diém day hoc Ngir dung hoc. Do do, kién thirc ngir dung hoc can dwoc day
16 rang dé xdy dwng nhdn thirc vé ngiv dung hoc trong khi hoc sir dung ngén ngiv dé

giao tiép.

Introduction

It is widely agreed that teaching and learning language involve far more than targeting
language knowledge. In language education, pragmatic teaching seems invisible as
they are often allegedly complicated to convey to non-major English students.
However, inadequate pragmatic knowledge, especially in listening and speaking, may
well lead to misunderstanding and conversational breakdown, or pragmatic failure
(Thomas, 1983). Furthermore, the use of language, behaviors, and other practices vary
among cultures, and adapting their native language to the target language social
appropriateness becomes a challenge for which there are not many opportunities to
practice in classroom settings. Therefore, pragmatic knowledge should be explicitly
instructed to build up students’ pragmatic awareness while they are learning how a
language is used to communicate.

The American English File for pre-intermediate level was chosen as a major
textbook for General English program of the Ho Chi Minh University of Education
because of its allegedly ability to boost communicativeness in language teaching and
learning which is largely fundamental in the language context of English as a foreign
language (EFL) in Vietnam.

Hence, the paper will first evaluate listening and speaking activities in the
American English File. Next, the paper will indicate a limitation of the coursebook
from a perspective of pragmatic teaching. Finally, a conclusion will be drawn from the
pedagogical application which needs to be addressed.

Textbook evaluation

General introductory information

Gidng day ngoai ngir khéng chuyén: Poi méi va Phdt trién 13
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The American English File (AEF) is a textbook for Communication course in English
as a second or foreign language (L2) designed for adult and young-adult learners with
the target level of pre-intermediate learners. The major aim of language proficiency
level is developing learners' communicating with ease, confidence and fluency.

Regarding pedagogical objectives, the text book aims at (1) reinforcing the
foundations for accurate and fluent communication already established in the previous
levels, (2) preparing students for higher level of language skills required for effective
interpersonal communication by extending grammatical, lexical, and functional skills,
and (3) preparing them to make the transition from the classroom setting to the real
world according to particular contexts, purposes and participating roles. Regarding
Speaking Section, the American English File addresses the needs of Pre-intermediate
language learners as interesting topics, new language incorporation, and a sense of
progress in their ability to speak. Whereas, Listening Section is deemed to provide
learners with confidence building, achievable tasks, listening for gist and details, as
well as a sense of connected speech.

When language use is taken into consideration, the textbook offers students
broad exposure to uses of language in a variety of real-life situations: in community,
academy, employment, home and social settings. Natural spoken English are intended
for in-class use.

Textbook organization

American English File contains 8 units viably covering its themes, functions, language
components (i.e., grammar, vocabulary, and pronunciation), and skills. Each unit is
structured as follows:

A, B, C, and D lessons form the foundation material of the book. Each lesson
provides inputs and language practice focusing on Grammar, Vocabulary and
Pronunciation. There is a balance of reading and listening activities, and lots of
opportunities for spoken practice. These lessons have clear references to the Grammar
bank, Vocabulary bank, and Sound bank at the end of the book.

Gidng day ngoai ngir khéng chuyén: Poi méi va Phdt trién 14
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One-page “Practical English” presents functional language and vocabulary and
also social English, linking with video. This part serves as a productive stage in spoken
form to provide students with the opportunities to perform the focused function. In
Practical English Section, authentic situations are provided to set the context that the
language would be used. Social Expressions also provided as useful phrases, such as
You look great, It's great to see you again! The Practical English is started with a
listening activity of The Story So Far which provides a language context for following
activities. Following the listening activities with the enhanced input of video, Social
English part provides "useful phrases" which are suitable for the targete context.
Writing in one page focuses on different text types (e.g., informal letters and formal
emails), and writing skills like punctuation and spelling.

The final part is Review and Check. The What do you remember? page presents
the review on Grammar, Vocabulary, and Pronunciation. The What can you do? page
provides Reading, Listening, and Speaking challenges to show students what they are
able to achieve.

The organization of each unit is well-structured by reportedly adopting
Vocabulary, Grammar and Pronunciation as the tools students need to speak English
with confidence. More importantly, all three elements are given equal importance.
Each lesson clearly presents grammar, vocabulary, and pronunciation aims. This keeps
lessons focused and gives students concrete learning objectives and a sense of
progress.

Evaluation on Speaking and Listening activities

Merits. The link between the three language components and communicative
skills is enjoyably created by the communicative presentation of grammar points
which effectively controls the accuracy in language practice while developing fluency
in language performance as well. For instance, in lesson 1B, the practice at the post
stage of the present simple tense is the communication activity for previous focus-on-

form practice.
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3 GRAMMAR present simple (AEF, p. 7)
a. Complete the questions about Richard.
Where does he live?

In Southampton.

1. What do?
He's musician.
2. Where ?

In England and abroad.
3. smoke?
No, he doesn't.
4. exercise?
No, he doesn't. He isn't very sporty.
5. What kind of women ?
Intelligent and funny ones.
6. to his mother about girls?

No, he doesn't.

He lives in Southampton.

d. Look at the photos of Claire and Nina.

HIS FRIEND'S CHOICE
Claire Nina

HIS MOTHER'S CHOICE

c. Cover the text. In pairs, try to remember five things about Richard.

Giang day ngoai ngit khéng chuyén: Béi méi va Phat trién
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Communication Claire and Nina A p.108 B p.112.
Who do you think is more Richard's type? Why?

Figure. The practice effectively controls accuracy while developing fluency

The language practice in Practical English is well designed with the more vivid
and enjoyable use of multimedia visual aids and roleplay dialogues, which put
language into use in class. This kind of practice is very practical, focusing on useful
functional language in real-life contexts. The integration of video with the coursebook
maintains students' interest over the course without taking much time from limited
contact hours if supplementary videos are chosen to add more excitement to language
class. Although the language set is not authentic due to avoiding distraction of the
students from language learning, roleplay activities provide language model when
students act the same as the actors do in the videos.

Pragmatic teaching: A gap to fill. The reviewed textbook provides learners
with exposure in different contexts (e.g., home, school, social life, work and leisure),
and offers with a variety of registers, from the formal language used in a job interview,
with a customer, or when speaking with an authority figure, to the informal with
family members, co-workers, or friends. However, pragmatic knowledge conveyed
through speech acts recognition integrated with language skills seems to be hidden in
the activities or exercises. Other pragmatic aspects of language use should be
presented explicitly, such as conversational structure, implicature, sociolinguistic
knowledge. Hence, students may learn a range of functional markers which help
express their thinking, but they probably still lack a capability for matching utterances
with contexts in which they are appropriate, as Bardovi-Harlig (1996), Bouton (1996),
Kasper (1997) define pragmatic ability of language users. Therefore, it would be
fruitful to design pragmatics-based materials to fill this gap of the communicative
textbook for English language learners.

Conclusion
The paper has presented an evaluation on speaking and listening activities in American

English File coursebook. The ultimate aim of most students is to be able to
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communicate in English. The listening and speaking activities activate grammar, and
vocabulary, and pronunciation. In other words, the communicative tasks in the book
revolve the three language components which help to provide successful
communication. These tools are useful to avoid communicative breakdown; however,
successful conversations are influenced by a number of sociolinguistic aspects which
should be addressed by more explicit pragmatics-based teaching.
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Abstract

The paper discusses the advantages and disadvantages of the textbook chosen to teach
English for tourism to students majoring in Vietnamese Studies from the instructor’s
and students’ perspectives. The paper aims to examine the students’ learning needs
and opinions of the textbook of English for International Tourism Pre-Intermediate
(Pearson, 2004) and compare to that of the course instructor. Students’ responses to
the questionnaires, triangulated by data from the focus group interview, are analyzed
to answer the research question. The paper carries some implications in choosing the
textbook for English for Tourism.

Key words: textbook evaluation, teaching English, leaning needs

Tém tit

Bai viét ban ludn vé cdc thudn loi va bdt loi cia gido trinh ding dé giang day mén
Tiéng Anh Du lich cho sinh vién chuyén nganh Viét Nam hoc dwa theo quan diém ciia
gidng vién va sinh vién. Bai viét nghién ciru nhu cau hoc tdp va y kién ciia sinh vién vé
gido trinh English for International Tourism (Dubicka & O Keeffe, 2004) va so sanh
nhitng ¥ kién nay véi y kién cia giang vién. Cdc cdu trd 16i bang khdo sdt va phong
van nhém tdp trung cia sinh vién dwoc phdn tich va doi chiéu dé tra loi cau hoi
nghién ciru. Bai viét mang lai nhitng y nghia khi chon gido trinh cho Tiéng Anh Du
lich.
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Introduction
Textbooks represent the hidden curriculum of the language program; therefore, they
play an important role in gathering information about the teaching and learning
practices of a particular school, program, or institution (Richards, 1998). However,
choosing the right textbooks can be a tough decision for language teachers. The main
issue in selecting textbooks is to search for the appropriateness of the textbook in a
particular teaching context.

It is generally contended that it is very essential to ask language teachers and
learners to evaluate the textbook they are using in order to see if the textbook match
the needs of learners. A detailed evaluation will help to determine to what extent the
textbook is consistent with the curriculum, what aspects of language are emphasized
and whether it meets the students’ needs (Cunningsworth, 1995). One way of doing
this, as suggested by Cunnuingsworth (1995) and Ellis (1997), is to analyze learners’
need and ask for their opinions.

Although English for International Tourism Pre-Intermediate has been used for
students majoring in Vietnamese Studies at Ho Chi Minh University of Education for
two years, no research has been conducted to investigate if it is the right textbook for
students. Therefore, the current study aims to examine the following research
questions:

1. What knowledge and skills do students consider important in the course?
2. What do students think of the textbook for their English for Tourism course?
3. What does the instructor think of the textbook for the course?

Background
Textbooks have multiple roles in language teaching. First of all, it provides a resource
for presentation material and activities, a reference source for students on sub-skills, a

source of ideas, stimulation and suggestions for classroom language activities, a
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syllabus, resource for self-directed learning and self-evaluation, and a support for less
experienced teachers (Cunningsworth, 1995).

Although textbooks are prepared by professional people in their fields, it is
difficult to find a perfect textbook. At the first glance, a textbook may seem
appropriate for a particular student population, but after using it as a course material
for months, teachers and students may discover deficiencies of the textbook. At this
point, teachers’ thoughts and beliefs about the efficacy of the textbooks are important,
as they are the only group in classroom settings who can evaluate the features of a
textbook in a professional as well as localized way. Similarly, Sheldon (1988) has
suggested that a thorough evaluation would enable the managerial and teaching staff of
a particular institution to discriminate between all of the textbooks available and help
educators identifying the strengths and weaknesses in textbooks already in use.
Consequently, it would assist teachers with making optimum use of strong points of
the book and recognizing the drawbacks of certain exercises, tasks, and entire texts.

Cunningsworth (1995) and Ellis (1997) have suggested that there are three
different types of material evaluation. According to these authors, there are generally
three forms of textbook evaluation. The most common form of is probably the
‘predictive’ or 'pre-use' evaluation that is designed to examine the future or potential
performance of a textbook. The other types of textbook evaluation are the ‘in-use'
evaluation designed to examine material that is currently being used and the
'retrospective’ or 'post-use’ evaluation of a textbook that has been used in any
institution. Mukundan (2007) however, has proposed two kinds of textbook evaluation
including in-use evaluation, which is similar to Cunningsworth’s (1995) and Ellis’s
(1997) definition, and in-use/post-use evaluation which refers to two latter kinds of
evaluation classified by the other researchers.

Textbook reviews mostly reflect the evaluations considering the features of a
textbook such as physical appearance, methodology, cultural issues, skills and
supplementary materials. These reviews can be regarded as subjective in content as

they are based on the analyses and perceptions of a single author regarding the
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elements of a specific textbook. On the other hand, textbook evaluation studies include
teachers’ and students’ perceptions for a specific context and on some occasions, these
studies monitor the thoughts of other populations in the language teaching field such
as program or curriculum developers, materials writers, linguists and language
specialists.

In general, there are many criteria that are used for textbook evaluation.
Williams (1983) suggests 7 categories in his textbook evaluation checklist for teachers,
namely General, Speech, Grammar, Vocabulary, Reading, Writing, and Technical.
This framework is insufficient because the author excludes many important criteria
such as practical issues, teaching resources, etc.

Later, Cunningsworth (1995) proposes eight criteria on which a textbook
should be evaluated. The first category is the key competencies which include learning
competencies, problem-solving competencies, communication competencies, social
and personal competencies, civil competencies and working competencies. The second
category deals with the textbook organization, which analyses its layout in terms of
clearness and how easy or difficult it is for students to orientate themselves in the units
of textbooks. The third category is the topic, which deals with non-linguistic aspects of
textbooks. Textbooks should use authentic material to make language learning more
realistic and of course topics should vary. The fourth category describes social and
cultural values. Due to the current focus on promoting global and international
thinking, it is important for students to learn about various cultures and their traditions
and values, developing a sense for justice, solidarity and tolerance, and guiding pupils
towards understanding and respecting the increasing level of socio-cultural diversity.
The fifth category deals with the self-directed learning. The sixth category is the
availability and price of textbooks. The seventh category is the differentiation of the
tasks and the information in the textbooks which means textbooks should consider this
problem in terms of presenting a variety of tasks and the level of difficulty of the
information in textbooks. The eighth category concerns skills which are divided into

receptive (i.e. listening and reading) and productive (i.e. speaking and writing).
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Cummingsworth (1995) emphasizes on categories such as “motivation and learner”,
devoting a separated section to it with related subcategories such as “interest of
learners”, “attractive appearance”, etc. and gives emphasis on the four skills.

The study followed the criteria proposed by Litz (2001) who argues that student
questionnaire should not be too detailed and extensive to avoid distraction and
tiredness. Litz included six categories in her research, namely practical considerations
(price, availability, accessories, methodology etc), layout and design, activity range
and balance, skills appropriateness and integration, language type, and social and
cultural considerations of the subjects and content. These criteria share numerous

similarities with the framework proposed by Cunningsworth (1995). However, Litz’s

categories exclude many terms what are incomprehensible to students.
The Study

Participants

Participants in the study are 1 EFL teacher and 41 juniors (13 male), aged 21-25,
majoring in Vietnamese Studies at Ho Chi Minh University of Education. These
students were taking a course of English for Tourism. Based on teacher observation,
English proficiency level of these students ranges from Beginner to Upper-
Intermediate.

Instruments

Need analysis questionnaire, Student evaluation questionnaire, and Teacher evaluation
questionnaire, developed by Litz (2001), were translated and recruited to gather data
for the study. The Need Analysis Questionnaire included open-ended questions while
the Student Evaluation and Teacher Evaluation Questionnaires asked respondents to
rate on 25 Likert scale questions and 40 Likert scale questions respectively. Also, the
Student Evaluation Questionnaire gives space for students to write their comments.
These questionnaires were employed because they were previously used with high
scale reliability. The questionnaires were presented in the Appendices.

Procedure
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Students responded the questionnaires after the course finished. After that, they were
encouraged to discuss freely with the researcher about their responses.

Analysis and Results
Student responses to the open-ended questionnaires were tabulated and categorize into
themes. Responses to the Likert-scale questions were tabulated and analysed using
SPSS (version 16.0). Cronbach’s Alpha for scale reliability was reported at .682,
which is quite high regarding the number of questionnaire items involved.

What knowledge and skills do students consider important in the course?
Students’ rating on the importance of individual knowledge areas and skills was
converted so that the higher the rating score for one category was, the more important
that category was. These scores were then averaged and compared. Figure 1 illustrates
the result of the analysis. It can be seen from the chart that listening, speaking, and
vocabulary were considered most essential to students. Similarly, speaking and
listening were perceived to be worth spending more time on, with the rating of 29.5%
and 21.75 % of the total time respectively. Reading and writing, on the contrary,

should receive about 11% of the class time (Figure 2).
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Figure 1. Importance of knowledge/individual skill
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Figure 2. Percentage of time spent on knowledge/individual skill

What do students think of the textbook for their English for Tourism
course? Five most agreed items identified were item 7 “The activities incorporate
individual, pair and group work”, 21 “The subject and content of the materials is
interesting, challenging and motivating”, 3 “The layout and design is appropriate and
clear”, 18 “The language represents a diverse range of registers and accents”, and 19
“The subject and content of the textbook is relevant to my needs as an English
language learner”. In contrast, item 1 “The price of the textbook is reasonable”, 14
“The language used is at the right level for my current English ability”, 2 “The
textbook is easily accessible”, and 12 “The textbook pays attention to sub-skills - i.e.
listening for gist, note-taking, skimming for information, etc.”, and 15 “The
progression of grammar points and vocabulary items is appropriate” were least

agreed on. A summary of the most and least agreed items were presented in figure 3.
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Figure 3. Percentage of time spent on knowledge/individual skill

Students’ rating scores on individual items were averaged and compared.
Because there were five levels in the rating scale indicating the five levels of
agreement, any item rated lower than 3 was considered an item that students disagreed
on. Therefore, three items that students did not agree on were item 1 and 14.
Independent t-tests were computed to identify any differences in rating between the
male and female groups. However, no significant difference was found (t (41) =2, p <
.05). Also, students’ self-assessed English proficiency was numbered 1 — 5 in
accordance with Beginner, Elementary, Pre-Intermediate, Intermediate, and Upper-
Intermediate. One-way ANOVA between different proficiency level groups was
analysed to explore any differences in students’ overall scores in the questionnaire.
Again, students’ rating in five proficiency groups was not significantly different.

Students’ additional comments in the questionnaire and the class discussion
support the findings from the quantitative analysis. Most students stated that the book
i1s “interesting and useful”, with topics relevant to their major. Nine students

appreciated the diverse accents in the listening recordings, as one student commented:
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“I like the fact that there are a variety of accents. We listen to many different

people from many countries. I think it’s useful .

However, while 19 “The subject and content of the textbook is relevant to my
needs as an English language learner”, 20 “The subject and content of the textbook is
generally realistic”, and 23 “The materials are not culturally biased and they do not
portray any negative stereotypes” received relatively high rating, qualitative data show
that some students revealed that the topics and cultural differences made it hard for
them to study, as mentioned by one student.

I think it’s difficult sometimes because [’ve never seen snow in my life and

winter sports are not popular in Vietham. Who would know about that?

What does the instructor think of the textbook for the course? Teacher’s
responses to the questionnaire indicate that the instructor was generally content with
the textbook with most ratings being higher than 4. Also, the instructor in the study
showed his interest in teaching with the book, stating that the book was interesting and
there were a lot of things to exploit for the lessons. However, he stated that the book
was expensive for students, suggesting that a more reasonable price should be around
VND 100,000 in the follow-up interview.

Discussion
In general, it can be concluded from the findings that English for International
Tourism Pre-Intermediate (Dubicka & O’Keeffe, 2004) is a suitable textbook for
students majoring in Vietnamese Studies. The findings show that students taking the
course of English for Tourism understood the importance of listening and speaking for
communicative purposes. Also, most of them expected to be able to communicate
effectively after finishing the course and stated their preference in focusing in these
two skills. However, the textbook could be costly for students. Therefore, the
institution could get involved in negotiating with the publisher in order to reach a more

acceptable price for students.
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Another concern mentioned by the students during the class discussion is the
cultural differences between the countries studied in the book and Vietnam. It can be
seen from the study that the course instructor did not consider cultural differences and
the variety of topics a problem from students. Although the use of cultural content is
supposed to foster learner motivation, make learners feel the need to use the target
language, and provide exposure living language that a foreign language student lacks
(McKay, 2000), course instructors should be responsible for explaining cultural
contrasts to avoid frustration. Also, teachers should be flexible and decide what topics
should receive less emphasis.

Additionally, it is necessary that students be at the appropriate proficiency level
to study in the course. The fact that item 14 “The language used is at the right level
for my current English ability” yielded disagreement among students indicates that
some students could have been less competent than the level of the textbook, which is
at pre-intermediate level. Consequently, it could be argued that more support is needed
to assist less able students or measures to classify students’ proficiency level should be
taken before the course commences.

This is a small-scale study to evaluate the textbook for English for Tourism
courses after being used in a two year’s period. Future study with larger sample could

be conducted in order to arrive at a more generalisable conclusion.
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Appendices
Student Needs Analysis

1. Why are you studying English?
2. Where do you expect to use English in the future (ex. what context or situation)?
3. Order the following language skills from 1 (important) to 6 (unimportant):
_reading ____ listening ____ vocabulary
__writing____speaking _____ grammar
4. What percentage (%) of class time do you think should be spent on each skill?
5. What do you expect to learn from this class?
6. What are your language strengths and weaknesses (grammar, vocabulary, pronunciation,
reading, listening, speaking, and writing)?
7. Do you have a preferred learning style? If so, what is it?
o Visual (spatial): You prefer using pictures, images, and spatial understanding.
e Aural (auditory-musical): You prefer using sound and music.
« Verbal (linguistic): You prefer using words, both in speech and writing.
« Physical (kinesthetic): You prefer using your body, hands and sense of touch.
e Logical (mathematical): You prefer using logic, reasoning and systems.
e Social (interpersonal): You prefer to learn in groups or with other people.
o Solitary (intrapersonal): You prefer to work alone and use self-study.
8. Do you prefer to learn individually, in pairs or in a group?

9. Would you prefer to learn American or British English? Or both?
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10. Do you like using a textbook? Why or why not?

Student Textbook Evaluation Form

Please tick (v') the response that is true for you.

1 = strongly disagree; 2 = disagree; 3 = don’t know; 4 = agree; 5 = strongly agree

1 12 |3 5
A/ Practical Considerations
1. | The price of the textbook is reasonable.
2. | The textbook is easily accessible.
B/ Layout and Design:
3. | The layout and design is appropriate and clear.
4. | The textbook is organised effectively.
C/ Activities:

5. | The textbook provides a balance of activities (Ex. There is
an even distribution of free vs. controlled exercises and
tasks that focus on both fluent and accurate production).

6. | The activities encourage sufficient communicative and
meaningful practice.

7. | The activities incorporate individual, pair and group work.

8. | The grammar points and vocabulary items are introduced in
motivating and realistic contexts.

9. | The activities promote creative, original and independent
responses.

D/ Skills:

10. | The materials include and focus on the skills that | need to
practice.

11. | The materials provide an appropriate balance of the four
language skills.

12. | The textbook pays attention to sub-skills - i.e. listening for
gist, note-taking, skimming for information, etc.
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E/ Language Type:

13. | The language used in the textbook is authentic - i.e. like
real-life English.

14. | The language used is at the right level for my current
English ability.

15. | The progression of grammar points and vocabulary items is
appropriate.

16. | The grammar points were presented with brief and easy
examples and explanations.

17. | The language functions exemplify English that I will be
likely to use in the future.

18. | The language represents a diverse range of registers and
accents.
F/ Subject and Content

19. | The subject and content of the textbook is relevant to my
needs as an English language learner.

20. | The subject and content of the textbook is generally
realistic.

21. | The subject and content of the materials is interesting,
challenging and motivating.

22. | There is sufficient variety in the subject and content of the
textbook.

23. | The materials are not culturally biased and they do not
portray any negative stereotypes.
G/ Overall Consensus:

24. | The textbook raises my interest in further English language
study.

25. | I would choose to study this textbook again.

Gidng day ngoai ngir khéng chuyén: Poi méi va Phdt trién

31




HOI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU
Thang 6 - nim 2012

Teacher Textbook Evaluation Form

Please tick (v') the response that is true for you.

1 = strongly disagree; 2 = disagree; 3 = don’t know; 4 = agree; S = strongly agree

1 |2 |3

A/ Practical Considerations:

The price of the textbook is reasonable.

The textbook is easily accessible.

The textbook is a recent publication.

el B N

A teacher's guide, workbook, and audio-tapes accompany the
textbook.

5. | The author's views on language and methodology are

comparable to mine.

B/ Layout and Design:

6. | The textbook includes a detailed overview of the functions,

structures and vocabulary that will be taught in each unit.

7. | The layout and design is appropriate and clear.

8. | The textbook is organised effectively.

9. | An adequate vocabulary list or glossary is included.

10.| Adequate review sections and exercises are included.

11.| An adequate set of evaluation quizzes or testing suggestions

is included.

12.| The teacher's book contains guidance about how the
textbook can be used to the utmost advantage.

13.| The materials objectives are apparent to both the teacher and

student.

C/ Activities:

14.| The textbook provides a balance of activities (Ex. There is an
even distribution of free vs. controlled exercises and tasks

that focus on both fluent and accurate production).

15.| The activities encourage sufficient communicative and
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meaningful practice.

16.

The activities incorporate individual, pair and group work.

17.

The grammar points and vocabulary items are introduced in

motivating and realistic contexts.

18.

The activities promote creative, original and independent

responses.

19.

The tasks are conducive to the internalisation of newly

introduced language.

20.

The textbook's activities can be modified or supplemented

easily.

D/ Skills:

21.

The materials include and focus on the skills that I/my

students need to practice.

22.

The materials provide an appropriate balance of the four

language skills.

23.

The textbook pays attention to sub-skills - i.e. listening for

gist, note-taking, skimming for information, etc.

24,

The textbook highlights and practices natural pronunciation

(i.e.- stress and intonation).

25.

The practice of individual skills is integrated into the practice

of other skills.

E/ Language Type:

26.

The language used in the textbook is authentic - i.e. like real-
life English.

27.

The language used is at the right level for my (students’)

current English ability.

28.

The progression of grammar points and vocabulary items is

appropriate.

29.

The grammar points are presented with brief and easy

examples and explanations.
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30.| The language functions exemplify English that I/my students
will be likely to use.

31.| The language represents a diverse range of registers and

accents.

F/ Subject and Content:

32.| The subject and content of the textbook is relevant to my

(students’) needs as an English language learner(s).

33.| The subject and content of the textbook is generally realistic.

34.| The subject and content of the textbook is interesting,

challenging and motivating.

35.| There is sufficient variety in the subject and content of the
textbook.

36.| The materials are not culturally biased and they do not

portray any negative stereotypes.

G/ Conclusion:

37.| The textbook is appropriate for the language-learning aims

of my institution.

38.| The textbook is suitable for small-medium, homogeneous,

classes of university students.

39.| The textbook raises my (students') interest in further English

language study.

40.| 1 would choose to study/teach this textbook again.
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Abstract

Cunningsworth (1995) states that it is important to evaluate the coursebook to figure
out its weaknesses to overcome them. Many researchers like Ur (1996), Ellis (1997),
Jayakaran Mukudan, Reza Hajimohammandi, and Vahid Nimehchisalem (2011), ect.
and teachers of English are also aware of the significance of coursebook evaluation.
The study conducted here is to investigate the merits and demerits of the coursebook
American English File Multipack 2A & 2B by Clive Oxenden, Christina Latham-
Koenig, and Paul Seligson published by Oxford University Press in 2008 after nine
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months in use in Ho Chi Minh University of Education for first year non-majored
students. A checklist delivered to 14 teachers and 103 students, and interviews with 2
teachers are to get the data. Based on the data collected, the authors produce a full
analysis and make recommendations for better and more effective English teaching
and learning with the coursebook.

Key words (tzr khéa): coursebook / textbook evaluation: danh gia gido trinh/ sach

Tom tit

Cunningsworth (1995) cho rang danh gid quyén sdach hay gido trinh dé xdc dinh
nhizng mdt con ton tai nham tim ra phong phdp cdi tién rat quan trong. Nhiéu nha
nghién cuu nhw Ur (1996), FEllis (1997) hay Jayakaran Mukudan, Reza
Hajimohammandi, Vahid Nimehchisalem (2011)... va nhiéu gido vién day tiéng Anh
déu thira nhédn va y thire dwoc y nghia cua viéc danh gid quyén sach, gido trinh dang
dwoc sir dung. Bai nghién ciu sau ddy nham xem xét nhitng mdat manh va yéu cia
gido trinh American English File Multipack 2A & 2B, cua tac gia Clive Oxenden,
Christina latham-Koenig, va Paul Seligson do nha xudt ban Oxford xudt ban. Nhém
nghién citu da dwa ra bang cau héi cho 14 gido vién va 103 sinh vién, dong thoi
phong vin 2 gido vién dé thu thdp dir lidu. Dya trén nguon dir liéu nay, céc tac gid da
phan tich va dwa ra nhitng dé xudt nham gilp giéo vién va sinh vién si dung giéo

trinh trén hiéu qua hon.

Introduction

No one doubts the fact that course books play an important role in the success of
teaching and learning process. As Richards and Rodgers (2001) state it, course books
specify the content and define coverage for syllabus items. Therefore, evaluating the
course book and pointing out its good and weak points to find ways to improve it are
quite necessary. According to Sheldon (1988), the evaluation of the course book will

assist the teachers with the selection of the appropriate course book and familiarize
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them with its strengths and weaknesses. Cunningsworth (1995) suggests three
evaluation types. They are “pre-use, in-use and post-use”. From his viewpoint, pre-use
seems to be the most challenging because there is no actual experience of using the
course book. The second type is the one for suitability, involving and matching the
course book against a specific requirement. Learners’ objective and background and
resources are the factors involved in in-use course book evaluation. The last type
focuses on the suitability of the coursebook with a specific teaching and learning
context after a period of coursebook in use. In the post-use type, teachers and students
express their opinions on the coursebook to identify its merits and demerits and find
out the ways to improve them. Based on these three types, this paper aims at in-use
evaluation of the course book American English File Multipack 2A & 2B by Clive
Oxenden, Christina Latham-Koenig, and Paul Seligson published by Oxford
University Press. The paper focuses on the teachers’ and students’ views on the course
book after 9 months’ time of using the book. This study was empirical through two
checklists designed for teachers and students. The study was conducted in Ho Chi
Minh City University of Education. The checklists were delivered to 14 teachers and

103 first-year non-language students in the university.

Research Background

The Teachers and the Learners

The Foreign Languages Section belongs to HCMUP. There are three languages taught
here: English, Chinese, and French. English classes can be said to outnumber the
Chinese and French ones. There are 21 lecturers of English in total, 12 of whom have
teaching experience of more than 10 years, 4 from 5 to 10 years, and 3 less than 5
years. One teacher is a PhD in Comparative Linguistics. Two lecturers are on track to
complete Doctor on Education and take PhD degree in Australia and the US. 11
teachers are Masters of Arts and 8 teachers took Bachelor degree in English teaching.
The Section is in charge of teaching English to first year and second year non-majored

students from 15 departments in HCMUP. The students come from the departments of
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Maths, Computing, Physics, Chemistry, Biology, Philology, Geography, History,
Political Education, Primary Education, Pre-school Education, Physical Education, and
Special Education. The students have to study English in two stages. The students
learn General English for the first stage and ESP for the second.

The Coursebook

In the school year of 2011-2012, the main course book used is American English File
Multipack 2A & 2B (Oxenden et al, 2008). After one year since the shift from New
Headway Pre-intermediate (Soars & Soars, 2000), the students learn the main course
book in three semesters, covering from file 1 to file 9. The first three files are for
module 1. Then students have to complete files 4, 5, and 6 in module 2. For the last,
the last three files of 7, 8, and 9 must be covered. Each file is divided into 7 parts of
parts A, B, C, D, Practical English, Writing, and Review and Check. The students
learn integrated skills and language content in parts A, B, C, and D. Practical English
puts an emphasis on real life communication situations. The writing part familiarizes
students with different kinds of writings, especially emails and letters. Review and
Check supplies students with an overall picture of the textbook employed to
consolidate what they have learnt in each file. Moreover, there are vocabulary,
grammar and sound banks to provide students with knowledge of vocabulary,
grammar, and pronunciation. A supplement workbook with exercises given for parts
A, B, C, D and Practical English aims to deepen students’ knowledge and skills. The
students are also offered a self-study MultiROM CD with exercises and situations to
improve their speaking and listening skills. Vocabulary and grammar exercises are
also given in the CD.

Literature Review

According to Cunningsworth (1995), coursebook analysis and evaluation are quite
necessary; first of all, to teachers since it assists teachers in gaining good insights into
the nature of the coursebook. Coursebook evaluation is to “identify particular

strengths and weaknesses in coursebooks already in use, so that optimum use can be

Gidng day ngoai ngir khéng chuyén: Poi méi va Phdt trién 38



HOI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU

Thang 6 - nam 2012

made of their strong points, while their weaker areas can be strengthened through
adaptation or by substituting materials from other books” (Cunninsworth, 1995, p.15).
Secondly, in educational settings and language teaching, the significance of material
and coursebook evaluation has been greatly emphasized because there has been an
increasing number of coursebooks designed in market. These coursebooks, especially
authentic ones, reflect the aims and the methods of a particular teaching and learning
context (Zhang, 2007). Consequently, analyzing and evaluating a particular
coursebook are greatly significant since they assist in teachers’ right decisions of

choosing the coursebook.

Considering the weaknesses of a textbook or coursebook, Richards and
Renandya (2002) has pointed out the factors of a weak textbook. A “failure” textbook
may fail in presenting appropriate and sensible models; in proposing subordinate
learner roles; in contextualizing language activities; in promoting inadequate cultural
understanding; and addressing discourse competence. Mehri Jlali (2010) cites Ur’s
views on deciding a good coursebook. In his opinion, a coursebook owes its merits in
a clear framework which the teacher and students know where they are going to and
what is coming next; serving as a syllabus including a carefully planned and balanced
selection of content; supplying ready-made texts and tasks with possible suitable level
for most of the class; being the cheapest way of providing learning material for each
student; using guides for inexperienced teachers; and proving autonomy that students
can use them to learn the material, review and monitor progress so as to be less

teacher-dependent.

Ellis (1997) suggests two types of macro-evaluation and micro-evaluation. The
former type aims to develop aspects of administration and curriculum. The later
supplies a focus on some narrow and specific features of the curriculum and syllabus.

Ellis characterizes her ideas into the following figure:
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Figure 1. Macro- and micro-evaluation in language teaching (cited in Tomlinson,
1998: 219)

Once again, course book or material evaluation is a crucial branch to decide if
the curriculum is a success or not. Hutchinson and Waters (1987) state that evaluation
is basically a matching process concerning matching learners’ needs to available
solutions. Therefore, learners’ needs analysis should be considered as a preceding
activity before a coursebook is introduced. The analysis concerns the assessment of
learners’ age, levels, expectations and thoughts over the coursebook. Hedge (2002)
claims that the coursebook is better supplemented with drama, extensive reading, role
play, games and debates in triggering meaning and negotiation in classrooms to
facilitate students’ vocabulary and grammar. Richards (2007) includes the factor of
“simple to complex and need” in coursebook evaluation criteria” (Richards, 2007,
p.150). Moreover, teachers are a source of information to gain a thorough and critical
view on the coursebook. Harmer (2002) believes that material development can help
teachers to develop professionally. Coursebook development can give teachers great
help in trying to know their students-their needs, goals and wants. It also provides
opportunities for teachers to familiarize themselves with teaching theories and their
teaching methods which can be best applied in their teaching process in carrying out
tasks in the textbook. Coursebook evaluation must involve teacher work, since,

according to Murphy (1985, p.12) assumes “it is not a task that can be left to
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specialists alone if teaching is to develop”. The point pointed out here is that feedback
from teachers and students are to help to get a clear and overall picture of the
coursebook.Robinson (1991) believes that three methods of evaluating a coursebook
are characterized by questionnaires delivered to both teachers and students, tests to
evaluate the coursebook units, and teacher and student interviews. Significantly,
guidelines designed and a checklist made to evaluate the coursebook are mostly used
to get a good insight into the coursebook. A checklist is considered to show a clear
evaluation of a coursebook through a set of criteria. Sheldon (1988) argues that
evaluative criteria of the checklists should take many factors into consideration. The
learning-teaching situations and the specific learners’ and teacher’s needs are the first
things to be put in the list. Also, Cunningsworth and Kussel (1991) point out similar
dimensions like the physical attribute of the coursebook including aims, layout,
methodology, and organization. The language skills- listening, speaking, reading, and
writing, sub-skills- grammar and vocabulary-, and functions are also presented in the
checklist mentioned by Zabawa (2001), Ur (1996), Cunningsworth (1995), and
Harmer (2002). Many prominent researchers on material development and evaluation
argue about authentic texts included in any textbook or coursebook used. The feature
of authenticity plays an important role in language acquisition since it represents real
use of language and pictures everyday life activities and situations. Tanner and Green
(1998) suggest a MATERIALS TESTS- S with M standing for method, A for
appearance, T for teacher friendly, E for extras, R for realistic, | for interesting, A for
affordable, L for level, and S for skills. Jayakaran Mukudan, Reza Hajimohammandi,
and Vahid Nimehchisalem (2011) divide the list of criteria into two general categories
including “general attributes” and “learning-teaching content”. The first category was
further divided into five sub-categories of “relation and curriculum”, “methodology”,
“suitability to learners”, “physical and utilitarian attributes”, and “supplement
materials”. On the other hand, the second category falls into general skills and sub-
skills. “General” in the second category mentions task quality, cultural sensitivity as

well as linguistic and situational realism. They illustrate their ideas with figure 2. In
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addition to this classification of textbook evaluation criteria, Jayakaran Mukudan,
Reza Hajimohammandi, and Vahid Nimehchisalem (2011) review the textbook
evaluation checklists within four decades of over 30 authors presenting the checklists
in their books and articles. They present the checklist with 11 questions for general
attributes and 27 questions for language-content. The checklist points out the textbook
evaluation criteria and satisfies the factors of validity and reliability. Bahumaid (2008)
states that any checklist or questionnaire should not be considered to be fit in any
language teaching setting. In other words, none of them should be referred to by
teachers or educators without any adaptation. Teachers are required and expected to be
flexible in applying the framework or checklist and making it suitable in their specific
teaching and learning context. Therefore, in this study, the authors make some
modifications and adaptation to the real teaching and learning situation in the
university where the study is conducted. One checklist is designed and delivered to
teachers. The other is the translation of the checklist for students with necessary minor
changes to be appropriate for the student subject filled. The checklists will be

presented in the Appendices.

Textbook evaluation Criteria

General Attributes Learning-teaching Content
Relation to syllabus and curriculum; General; skills (listening, Speaking, reading and
methodology; suitability; physical and utilitarian Writing) and Sub-skills (Grammar, Vocabulary,
attributes; and supplementary materials Pronunciation and Exercises)

Figure 2. Classifications of textbook evaluation criteria (Mukudan et al, 2011, p.23)
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As mentioned in the Introduction, Cuningsworth (1995) and Ellis (1997)
suggest three types of course book evaluation, i.e. pre-use; in-use and post-use types.
Grant (1987) also comes up with a three-stage long evaluation process of initial
evaluation, detailed evaluation and in-use evaluation. For this study, therefore, in-use
evaluation type is employed to identify the merits and demerits of the coursebook

used.

The Subject

The target group for the study was first year non-majored students and their teachers at
HCMUP. The students have to cover 195 periods for the course book. There are 75
periods, 45 minutes each, in the first module. For the second and the third module,
students have to spend 60 periods each. There were 4 lecturers of English asked to fill
in a checklist designed for teachers. 103 first year non-majored students were
randomly delivered the checklist and were asked to complete in 15 minutes. The
checklists are written in English for teachers and translated into Vietnamese for
students. If the students have any difficulty, the teachers in charge of the class offer
help in making the checklist easier to understand. After collecting the checklist, the
researchers analyzed the data gained. Of 103 students, female dominate male with 68.9
%. In terms of English learning experience, half of them have been studying English
for less than 9 years, 27.2 % for 9 years, 15.5% for 10-12 years and only 4.9 % for
more than 12 years. Like learners, the teachers also differ in qualifications and
teaching experience. In the total of 14 people, 7 have BA in TESOL, 5 get MA and 1
PhD. Their teaching experience varies from less than 5 years to over 20 years with
7114 (50%) for the former and 3/14 (21.4 %) for the latter (Figure 3).
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Learning experience Teaching experience

B0 W<5yrs W5-10yrs W10-20yrs W>20yrs W

B0 W<9yrs WOyrs W10-12yrs WM>12yrs W

5% 2% 7%

Figure 3. Participants’ information

Instruments
Two separate checklists were given to teachers and students at the same time. There
are five scales used to gain the information from the teachers’ and students’ answers:
completely disagree (1), disagree (2), neutral (3), agree (4) and completely agree (5).
Daoud and Celce-Muric (1997) and Skierso (1991) prefer the five-scale checklists, a
dominant form employed, because it is advisable to avoid odd-numbered scales on
developing an instrument (Sager, 1972). Then, the data were collected and analyzed
using SPSS (17.0). At this point, two data sets were compared to draw out an objective
conclusion about the course book based on both sides. Cronbach’s Alpha was reported

at .864 regarding 29 questions for scale reliability.

Findings and Discussion

Both teachers and students replied positively on General Attributes since the Linkert

scale of all seven items got over 3 (appendix). They replied positively on General
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Attributes since more than 50% chose the right side of the scale. This proves that most
of them agreed and completely agreed with the points.To students, the highest rate
(about 87.4%) was on the match of the course book to the specifications of the
syllabus whereas 5/14 teachers seemed not to be sure about this as they ticked on
‘neutral’. Still, the cost was the learners’ only concern with 29.1% chose the left side
of the scale while this was no problem at all to teachers. When being asked whether
the activities can work well with methodologies in ELT, 13/14 teachers agreed and
completely agreed. Similarly, 78/103 students (75.7 %) believed that the course book

did give them a chance to develop various learning styles suitable to university setting

(Table 1).

Table 1. Participant’s opinions on item 1.2

80
70
60
50
40
30
20
10 n 29

-

0

78.6

completely disagrdisagree

neutral

M Teachers

agree completely agree

W Students

When it comes to the cost of the book, the cost was their only concern with 30

people (29.1 %) chose the left side of the scale.

In terms of Learning-Teaching Content, they also gave positive comments with

over 50% for each item and the Linkert scale of all 22 items was from 3.2 to 4.1
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(appendix), which means they tend to choose the right side . Among these categories,
Vocabulary gained their best agreement for 85.5 % students and 85,7 % teachers
believed that words are efficiently repeated and recycled across the book. Thanks to
high-frequency and easy-to-use words, common and realistic themes as well as the
Vocabulary Bank with phonetics support, teachers can present new words in a clear
and well-organized way; meanwhile, the learners themselves find it easy for self study

and review in need.

Also, Speaking, Reading and Pronunciation were highly-rated by most
instructors and students. In fact, the book provides them with interesting speaking
topics such as vacation, music, sports, animals, etc and real-life situations (at the
airport, at the hotel, at the restaurants, at the store, at the pharmacy, on the phone, etc);
reading texts adapted from different sources (newspapers, magazines, websites, books,
etc); systematic introduction of pronunciation with notes on common rules and
exceptions. In contrast, Writing could be seen as their least approval of all skills
because of the highest number of negative comments on item 11.13 and 11.1428.6 %
and 14.3% for teachers and 13.6 % for learners (Table 2). Surprisingly, these 2 items
got the most neutral answers from students as well. Why so? One of the reasons for
this can be the lack of time necessary for this activity since Writing usually comes at
the end of the file and it takes time to produce and assess a piece of writing in the
classrooms. Another reason is that the learners themselves do not get used to writing
which was somewhat ignored at high school.

In addition, Listening seemed to cause some learners difficulties as 15/103
(14.5 %) did not approve that the book has appropriate tasks with well-defined goals
while only 1 teacher (7.1%) shared the same idea but 5 of them picked up ‘neutral’, the
highest of this kind, when being asked if the tasks are efficiently graded according to
complexity and if they are authentic or close to real language situations. As a matter of
fact, many students coming from remote areas lack necessary learning conditions such

as labs, CD players, computers, etc, compared with those living in cities; therefore,
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they were afraid of listening, especially when the script is long and the accents are
varied. As a result, teachers, influenced by the learners’ big gap, find it hard to deal
with the problem.

Besides, Grammar needs to be considered too due to the fact that all three items
got the most ‘neutral’ feedback from teachers. According to them, it is quite boring
with the same way of introduction and types of task (matching, sentence building)
focusing more on form than meaning. With data gathered from two teachers’
interview, these two teachers mainly talk about the problem of grammar. In their
opinions, grammar examples are not so interesting. The way to present the structures
and the exercises are unable to bring students’ attention, motivation, letting alone the
structure production.

Table 2. Participants’ opinions on item 11.13

M Teachers M Students

completely agree
agree 571
neutral

disagree

completely disagree

Recommendations and Conclusion
Based on the information obtained from the teachers’ and students’ points of views on
the textbook, the textbook is shown not to be ...a closed circle...wherein textbooks
merely grow from and imitate other textbooks and do not admit the winds of change
from research, methodological experimentation or classroom feedback” (Sheldon,

1988, p.239). From the data gained, the teachers and the students showed their
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appreciation towards the merits of the book. For 7 questions in part | and 22 questions
in part 11, more than 50% of the teachers and students express their agreement on the
aspects of the books for general attributes and skills as well as skills involved. Some
practical concerns relating to textbook evaluation are accessibility and availability.
The book’s cost is reasonable. Another factor is the quality of paper. The paper in this
textbook is durable and of high-grade quality. It contains additional materials with a
self-study Multirom CD and workbook and teacher’s manual.

Showing neither strong objection nor great agreement to I.1 “It matches to the
specifications of the syllabus”, more than 40 percent of the teachers delivered the
checklist choose “neutral”. It is questionable here is that the teachers seem not to be
aware of the specifications of the syllabus. White (1998, p.92) states, “A complete
syllabus specifications will include all five aspects: structure, function, situation,
topics, and skills. The difference between syllabuses will lie in the priority given to
each of these aspects.”

For the language content, vocabulary is the aspect most highly appreciated by
teachers and students. A variety of topics and activities are introduced during the book.
Moreover, many visual aids are employed to illustrate the words. The book
emphasizes on the word collocations, which assists students in using the words
effectively. To take an example, unit 6 takes confusing verbs into consideration. Take
a look at the tasks and examples of “collocations”, we can see the attractive layout and

useful exercises included.

a Match the verbs and pictures.

wear carry

clothes a bag

win earn

a prize a salary

a game money

know meet

somebody somebody for the
something first time

make do

a cake homework, housework,
lunch, dinner the dishes, the laundry, )
a noise judo, aerobics, yoga, a job
hope wait

that something  for a bus
good will happen

watch look at eyt el

TV a photo 7
look look like
happy your mother o p.64
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Figure 4. An example of vocabulary teaching in the coursebook

As White (1997) suggests, frequency, coverage, range, and potential
learnability are the factors influencing the selection and grading of vocabulary. The
coursebook satisfies the criteria of choosing the words and repeating them in
subsequent lessons to reinforce the words’ meaning and use. Not only the words are
appropriate for the students’ level but also they cover a variety of topics and real life
situations. This is one of the good points of this coursebook.

For the sound bank, the book also gives a thorough and consistent explanation
of pronunciation of the sounds in American English. When it comes to the sounds,
most of the students get accustomed to the ways to represent the sounds in British
English. That’s the reason why teachers have to bring students’ attention to the
differences in the phonetic symbols to make them more familiar and use the dictionary
more effectively on encountering new words. Take a look at the suggested table to see
the differences between the phonetic symbols of American English and British
English:

Table 3. The differences between the phonetic symbols of American English and
British English

American English | British English Examples

[i] I[i:N Tree, teeth, teach, mean

[2] [e] bet, friendly, spell, very
Phonetic

[u] [u:] boot, suit, juice, lose
symbols

[or] [3r:] bird, boring, horse,

abroad
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For Grammar bank, the feature of presenting the form and use of the structures
is clear and repeated with form first and use later. However, it seems not to possess the
oral and written practice of the grammar concepts. Most of the exercises in the
grammar bank fall into controlled practice with giving the correct forms and matching
exercises, which does not stress the communicative competence and meaning practice
in which the students have to think, understand what they are saying, and express their
meaning (Doff, 2004). It is highly suggested that the classic examples of right and
wrong should be less emphasized or should be equally emphasized to meaningful
exercises with real situations in order not to make a gap between what the students
speak and write and the grammar tasks in the book.

For skills, the book is a multi-skill and integrated coursebook. There are many
sections specifically designed to develop and improve students’ listening and
speaking, speaking and reading, reading and writing. Authentic tasks in acquiring
these skills motivate students.

Regarding speaking skills which both teachers and students appreciate, the
topics are of appropriate levels and make students work. Teachers can resort to many
kinds of activities- individual work, pairwork and groupwork. Topics of speaking
gives students opportunities to express themselves, talk about themselves and certainly
get to know their friends’ learning abilities, hobbies, ambitions, fears, and so on. For
the activities behind the book, a lot of role play and information exchanging exercises
are employed to enhance classroom interaction.

Based on the data, listening skills still challenge students. Although they think
good of listening activities in the book, their listening seems not to satisfy their
expectations. A question arising here is whether the teachers give them sufficient help.
The “help” here doesn’t mean teachers have to do everything for students. Once again,
as Doff (2004) states, pre-listening activities are not to be neglected. To take an
example, section 4D, exercise ¢, 4.9, requires students to listen and answer the

questions about London, where the journalist Tim Moore gave the photo test, the
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shopping test and the accident test to see if this city is the friendliest. The task is as
followed:

49 Now listen to Tim Moore talking about what
nappened in London. Answer the questions.

~ llondon

1 Who did he ask first?

The photo test |2 what did the man say?
3 Who did he ask next? What happened?

4 What did he buy? Where?
f&e shopping test |5 How much was it?
6 Did he get the right change?

7 Where did he do the accident test?

Fhe accident test 8 Did anyone help him?

9 What did the man say?

Suppose teachers let students listen and give no guessing preceding listening
exercises, they will make the listening boring and ineffective. The answer for question
4 in the shopping test is “the red bus” and question 7 in the accident test is “the
subway”. Looking at the answers, teachers will easily recognize the problem of culture
implied here. At this time, teachers’ role is quite significant in supplying the idea and
focusing on students’ cultural background to familiarize them and orientate them in
listening in order to facilitate their listening. This kind of technique or strategy leads to
students’ motivation and interest in the upcoming listening tasks.

As discussed in the Data Collection and Discussion, writing could be seen as
their least approval of all skills. The authors give critical thoughts in the Discussion,
claiming that the students may not get used to this skill in secondary and high schools.
An important thing put forward here is that teachers are the leader in these situations.
They should provide students with “how to write” or the procedure of writing and the
ideas supported in brief, which helps students not have to do their utmost in finding the
ways and ideas to write about one particular topic. Speaking, a productive skill like
Writing, can be made easier in the similar way. Writing should be started with easy

tasks like combining the sentences, sentence building, sentence transformation before
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kinds of exercises like writing an informal or formal letters or emails or some
descriptive essays are introduced. This coursebook begins with writing about oneself
in File 1 and moves on with vacation description in File 2 and letters in File 3. Files 4,
5, and 6 focus on email writing. The recommendation is that it is necessary for
students to learn writing with sentences based on the structures taught in each file and
combine them to write a larger “scale” like essays or letters. To take an example, on
teaching Conditional sentences Type 2, teachers should give some situations to help
students write down their ideas to practice the form and the use, enhance their
Imagination as well as individualization. One thing should be born in mind is that
writing seen as the ability to communicate one’s feelings and ideas to a particular
person or group of leaders through the orthographic form of a language should not be
in some way neglected in teaching. One suggestion here is that writing will be paid
more attention if the test includes parts of writing as the format of the test in action in
the university. Another overarching point is the “team writing”. Different people with
different talents can give support, feedback, motivation to each other. Team writing is
important, and co-correction is also recommended to save time and reinforce the class

interaction and enhance learner-centeredness.

In conclusion, it should be acknowledged that evaluating a coursebook is
challenging and demanding. To get an overall picture and provide a full and critical
analysis of a coursebook is not an as-easy-as-ABC work. Teachers on evaluating the
book are at the same time improving their proficiency in language and their skills.
Teachers on commenting on the good and weak points of the book will know what
will be done for their teaching to be the most effective in the coming time of teaching
the book. Consequently, this is worth doing in pre-use, in-use and post-use evaluation.
The study here focuses on in-use evaluation. After one more year of learning and
teaching with this coursebook, more studies should be conducted on more participants
and larger scale. Learner-centeredness might be the further research on dealing with

this coursebook.
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APPENDICES

Teacher Textbook Evaluation Checklist

HCM University of Education

Foreign Language Section

‘AMERICAN ENGLISH FILE MULTIPACK 2A & 2B’ COURSE BOOK
EVALUATION

Dear colleagues, ‘American English File’ has been used as the main course book for almost a
year. Now we would like to ask for your opinions in order to have a thorough evaluation
about it. Please spare a few minutes to fill in the checklist below. Thanks for your co-
operation.

Part 1: Background information

1. Name:

2. Qualifications:

B.A /B.S field:

M.A field:

PhD field:

Other:

3. Teaching experience: 4 <5 years U 5-10 years (1 10-20 years Q> 20 years

Part 2: Checklist

Read each item and indicate your opinion with the scale of 5: 1-completely disagree, 2-
disagree, 3-neutral, 4-agree, 5-completely agree. Tick the column which best reflects your

opinion.

I. General attributes

1. It matches to the specifications of the syllabus. I AREN EREN RN AN
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2. Activities can work well with methodologies in ELT. N RE A AR NN AN
It is compatible to the age, needs and interests of the
3. learners. N RE A AR NN AN
4. Its layout is attractive. RN N AR NN AN
5. Itindicates efficient use of text and visuals. SN AREN EREN RN N
6. Itis cost-effective. SN AREN EREN RN N
The book is supported efficiently by essentials (like audio-
7. materials). N RN AR N AN
I1. Learning-Teaching content 1(2]13(4]|5
A. General
1. Most of the tasks in the book are interesting. SN EEEN EREN RN AN
2. Tasks move from simple to complex. N EREN EREN RN N
3. Task objectives are achievable. N RN AR N AN
4. Cultural sensitivities have been considered. N AEEN EREN RN AN
5. The language in the textbook is natural and real. N AEEN EREN RN AN
B. Listening skills
The book has appropriate listening tasks with well-defined
6. goals. N RN AN NN AN
7. Tasks are efficiently graded according to complexity. RN RN AR NN AN
8. Tasks are authentic or close to real language situations. N AEEN EREN RN AN
C. Speaking skills
Activities are developed to initiate meaningful
9. communication. N RN AR N AN
Activities are balanced between individual response, pair
10. work and group work. N RN AR N AN
D. Reading skills
11. Texts are graded. SN AREN EREN RN AN
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12. Tasks are interesting. N RE A AR NN AN
E. Writing skills

Tasks have achievable goals and take into consideration
13. learner capabilities. Ool0 o oo
14. Tasks are interesting. SN AREN EREN RN N

F. Vocabulary

The load (number of new words in each lesson) is

15. appropriate to the level. N N AR NN AN

There is a good distribution (simple to complex) of

16. vocabulary load across chapters and the whole book. N N AR NN AN

Words are efficiently repeated and recycled across the

17. book. NN RE R AR NN AN
G. Grammar

18. The grammar is contextualized. N RN AN NN AN
19. Examples are interesting. RN RN AR NN AN

Grammar is introduced explicitly and reworked
20. incidentally throughout the book. RN RN AR NN AN

H. Pronunciation

21. It is contextualized. Olo{o oo

22. 1t is learner-friendly with no complex charts. RN RN AR NN AN

Student Textbook Evaluation Checklist
Trwong Pai Hoc Sw Pham Tp.HCM
T6 Ngoai Ngir
PANH GIA GIAO TRINH AMERICAN ENGLISH FILE MULTIPACK 2A &
2B
Cdc ban sinh vién than mén. Chiing téi la nhém gidng vién tiéng Anh ciia Té Ngoai

ngit truong DHSP tp. HCM. Hién chung téi dang thuc hién viéc danh gid gido trinh
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American English File Multipack 24 & 2B ma cdc ban dang hoc. Pé ¢é nhitng cdi
nhin khéch quan va cé nhiing diéu chinh, bo sung can thiét nham phuc vu céng tdc
gidang day va hoc tdp, mong cdc ban danh chiit thoi gian dién vao bang cdu héi sau

ddy. Cam on cdc ban.

Phan 1 - Thong tin c& nhan:
Tén: O Nam O N
Hién dang 1a SV khoa:

Ban da hoc tiéng Anh duoc bao lau?
U <9 nam U 9 ndm 0 10-12 nam U0 > 12 nam

Phan 2 — Biang ciu héi:

Hay doc bang cdu héi sau va ddnh vao é ma ban cho la hop Iy nhat:
1: hoan toan khong dong y ;

2: khong dong y ;

3: khong cé y kién ; 4: ddng ¥ ; 5: hoan toan dong y

I. Nhéan xét chung

]
]
]
]
]

1. Phu hop véi chuong trinh hoc

Tao diéu kién cho ngudi hoc phat huy cac Phuong phap

2. hoc tap tich cuc

3. Phu hop v6i Itra tuo6i, nhu cau va sé thich ctia nguoi hoc.

4. Céch trinh bay dep mat

5. Sur dung c6 hi¢u qua cac bai khoa va hinh anh minh hoa

6. Giaca hop 1.

7. Co6 tai liéu ho tro di kém, (CD-ROM, sach huéng dan, v.v)

= O O O &Of &1 &
| O O & & &
w| DO O O Of O &
N DI O O Of &1 &
ol OO O O &Of &1 &

I1. Nhitng nhin xét cu thé:
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A. Tong quat

1. Bai tap tha vi, AN AR NN RN N
2. Bai tip duoc sdp xép tir d& dén kho N N AR R N
3. Muc ti€u cua bai tdp dugc théa man 0100 oo
4. Bai tp c6 can nhic dén van d& vian hoa N AR AR RN N
5. Ngoén ngtr chan thuc va tu nhién N N AR R N
B. K¥ nang nghe
6. Bai tdp nghe hop 1y, dat dwgc muc tiéu mdi phan nghe Olo o oo
7. Bai tap duoc sap xép tir dé dén kho N R AR RN N
Cung cap nhiéu tinh hudng str dung ngdn ngit chan thuc
8. trong doi séng hang ngay N R AR RN N
C. K¥ ning néi
Céc hoat dong nham thiic day k¥ ning giao tiép, gan lién
9. thuc té cude séng N AR AN RN N
Céc hoat dong duoc td chirc theo c4 nhan, cap, nhdm mot
10. céach can bang N N AR RN N
D. K¥ nang doc
11. Bai doc duoc sap xép theo murc do kho ting dan RN RN ANE ANEN AN
12. Bai tap doc tha vi, da dang, thiét ké hay O lo (o (oo
E. K¥ niing viét
Bai tap hop 1y voi muc tiéu cu thé, phi hgp véi kha ning
13. nguoi doc N R AR RN N
14. Bai tap thu vi, da dang, thiét ké hay Olofo {0 o
F. Tir vung
Luong tir vung dugc phan b hop 1y theo mirc do phc tap
15. ting dan BN ISR AN AR N
16. CO cac bai tap hay, da dang giup nguoi doc dé hoc vasi |1 |0 [0 |0 [0
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dung dugc tir da hoc
17. Tur vung dé cap dén cac chi dé thyc té Olojofo o
G. Van pham
Céac diém van pham dugc trinh bay rd rang, dé hiéu, d&
18. nho I N N NN
Céc bai tap van pham hay, phu hgp, gitp nguoi hoc su
19. dung duoc diém vin pham khi hoc AN AR NN RN N
Céac diém van pham dugc trinh bay 10 rang, dé hiéu, d&
20. nho N N N R N
H. Phat am
21. Cac bai tap duoc trinh bay theo nglt canh N R AR RN N
Céc bai tap khong qua phtrc tap, phu hop trinh d¢ nguoi
22. hoc AN AR AN RN N
Learners’ View
N Std.
Valid Missing Mean Deviation
1.1 103 0 3.9417 .84974
1.2 103 0 3.8058 .81720
1.3 103 0 3.6505 1.07292
1.4 103 0 4.0000 1.04787
1.5 103 0 3.9612 .90665
1.6 103 0 3.0194 1.07540
1.7 103 0 4.1165 .74493
1.1 103 0 3.5631 87077
1.2 103 0 3.6214 .81789
1.3 103 0 3.5825 85777
1.4 103 0 3.7379 .85131
1.5 103 0 3.9903 .93405
1.6 103 0 3.5825 .93436
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1.7 103 0 3.6214 96117
1.8 103 0 3.8835 .95282
1.9 103 0 3.9612 .712656
11.10 103 0 3.8641 .80499
11.11 103 0 3.7573 .718548
11.12 103 0 3.7767 .83937
11.13 103 0 3.5146 1.02770
11.14 103 0 3.4660 .97835
11.15 103 0 3.6214 99130
11.16 103 0 3.7573 .85710
11.17 103 0 4.0194 .83994
11.18 103 0 3.9029 .81065
11.19 103 0 3.7864 .85921
11.20 103 0 3.7573 97484
11.21 103 0 3.9612 .75306
11.22 103 0 4.0194 .86297
Teachers’ View
N Std.
Valid Missing Mean Deviation
1.1 14 0 3.6429 1.33631
1.2 14 0 4.0000 .67937
1.3 14 0 3.6429 1.21574
1.4 14 0 3.7857 1.36880
1.5 14 0 4.2143 57893
1.6 14 0 3.2857 1.63747
1.7 14 0 3.7857 1.12171
1.1 14 0 3.7143 91387
1.2 14 0 3.7143 .91387
1.3 14 0 3.6429 14495
1.4 14 0 3.5714 .75593
1.5 14 0 3.8571 94926
11.6 14 0 3.8571 77033
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1.7 14 0 3.5000 .65044
1.8 14 0 3.7857 .69929
11.9 14 0 4.0714 47463
11.10 14 0 3.5000 1.22474
11.11 14 0 3.6429 14495
11.12 14 0 3.9286 .61573
11.13 14 0 3.4286 1.01635
11.14 14 0 3.2143 1.25137
11.15 14 0 4.1429 53452
11.16 14 0 4.0000 55470
11.17 14 0 3.8571 36314
11.18 14 0 3.9286 .82874
11.19 14 0 3.4286 .85163
11.20 14 0 3.7143 .61125
11.21 14 0 4.0714 .61573
11.22 14 0 4.0000 87706
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REVIEWING TASKS IN COURSE DESIGN FOR
COURSEBOOK:
AMERICAN ENGLISH FILE 2

Lé Pinh Tung, BA
Biodata
Lé Pinh Tung tot nghiép cir nhan chuyén nganh giang day tiéng Anh cua truong Dai
hoc Su Pham thanh phé Ho Chi Minh, giang day cac khdi chuyén ngit va khong
chuyén ngir thudc truong Pai hoc Su pham TP.HCM. Linh vuc quan tdm nghién ctru:
TESOL, ngdén ngit hoc tng dung.
Abstract
The aim of this paper is to analyze some merits and drawbacks in the coursebook
AMERICAN ENGLISH FILES MULTIPACK 2A & 2B to get to know more about the
task designs in this book. This would help to improve the teaching and learning
method during the course, especially the teaching of grammar. The results would
indicate some parts that teachers should adjust to suit students’ levels when dealing
with a wide variety of those who come from many parts of the country.
Tém tit
Muc dich cia bai viét nham phdn tich nhitng diém manh va han ché trong sach gido
trinh AMERICAN ENGLISH FILES 24 va 2B dé biét thém vé cdch thiét ké cdc bai tdp.
Piéu nay sé gitip cdi thién phirong phdp day va hoc trong suét khéa hoc nay, ddc biét
la phwong phdp day ngix phdp. Két qud ciia bai bdo sé chi ra nhitng phan ma gidng
vién can phdi thay doi dé phit hop véi trinh dg khdc nhau ciia sinh vién khi ma gidng

vién phai giang day voi lwong sinh vién da dang dén tur nhiéu vung mién cua dat nudc.

Introduction
Over the past few years, English has become increasingly popular in Vietnam because

it is in excellent trading with other countries in the world. After the admission into
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WTO (2007), Vietnam is of great attraction to international investors and proves to be
a promising investing and trading estate for their business. Consequently, there is big
trend of investment into Vietnam, which leads to the establishment of foreign and
international companies. As a result, English is certainly the main language that can be
used as a means of communication. In addition, international companies want to
employ those who have great command of English, besides having professional skills,
so that they could effectively communicate in workplace. Therefore, the demand of
English dramatically increases which leads to greater attention to English nowadays
than ever before.

As a result, during the education, Ministry of Education and Training (MOET)
has included English as a compulsory subject that all students must study to use
English successfully and effectively. Not only the junior and senior schools, and
university is also the place where English is seriously and significantly paid great
attention to. Unlike schools where grammar and reading are of main importance,
universities want to increase students’ communicative competence in English so that
they can use it effectively after graduating. “American English File 2 — Pre-
intermediate” is chosen to be taught in 2011 in HCM University of Education as a
replacement of previous coursebook New Headway. This coursebook focuses mainly
on communication skills while other skills are also included but not with great
significance. Students are interested in using this coursebook because it meets their
needs of English and can be useful for them with a lot of practical topics that they may
encounter when they go to work in the future.

It can be easily noticed that Communicative Language Teaching (CLT), which
focuses on interaction and communication of language learning, is the main
methodology used in this course book. All tasks, even grammar, reading and writing,
are designed in form of group-work, pair-work, role-play and presentation. This
methodology helps learners expand their English fluency on using this book. In fact,
this coursebook also gives students useful knowledge that they would apply in their

future occupation and social communication.

Gidng day ngoai ngir khéng chuyén: Poi méi va Phdt trién 64



HOI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU
Thang 6 - nam 2012

It should be noted that the author of this paper has critically evaluated the
coursebook American English File 2 Pre-Intermediate. Following the evaluation of the
coursebook, this paper mainly focuses on describing the problems relating to grammar.
Therefore, this paper consists of 3 sections: section 1 discusses grammar problems in
the coursebook. In section 2, some possible solutions are presented and compared after
some relevant literature review. Section 3 will summarize the given points and

recommend some appropriate ways to solve those problems.

Literature Review

Methodology in teaching grammar

Grammar gains its prominence in language teaching and learning, especially in
English as a second language (ESL) and English as a foreign language (EFL). When
learning English grammar, students are supposed to be taught with a good knowledge
of grammar, such as rules of language commonly known as sentence patterns. Ur
(1999) states that in the case of students, “grammatical rules enable them to know and
apply how such sentence patterns should be put together”. Teachers definitely focus on
grammatical items and sentence patterns and insist that students have to use it
correctly without any mistakes. In other words, meaning and use should be
encompassed in order to get the perfect teaching and learning grammar.

Moreover, grammar — the crucial item in a language — is considered to
contribute to other language skills, such as listening, speaking, writing and reading. In
order to understand and express spoken language (in listening and speaking), it is
necessary to learn grammar to acquire the capability of producing grammatically
acceptable utterances in the language (Corder, 1988 and Widodo, 2004). For written
language (in reading and writing), grammar also plays an important part to help
learners comprehend sentences and paragraphs, as well as put ideas together to make a
successful written form. According to Doff (2000), “by learning grammar students can

express meanings in the form of phrases, clauses and sentences”. Long and Richards
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(1987) also claim that it cannot be ignored that grammar plays a central role in the four
language skills and vocabulary to establish communicative tasks.

In English Language Teaching and Learning, grammar has been traditionally
taught with grammar-translation method where mother tongue plays an important part
in eliciting the meaning and usage of target language. It has been proved that this
method has some advantages when dealing with complicated grammar. According to
Larsen-Freeman (2000), together with Richards and Rodgers (2002), with this kind of
method, students have to learn grammar rules along with vocabulary of the target
language.

Through the history of language teaching and learning, many different methods
on presenting grammar sentence structures and patterns have been employed and
evolved. There are two approaches that can take most of the scholars’ interests:
inductive and deductive approaches which have their own merits and drawbacks.

Deductive grammar is one that rules are directly presented to learners and
followed by some examples to illustrate what has been discussed. Allahyar and
Ramezanpour (2011) say that “deductive approach starts with moving from general to
specific and gives a presentation of a rule which is followed by example drills”. This
technique is very useful when teachers want students to practice more than learn the
theory. Students are likely to get more correct answers because they are allowed to
know the whole rules in advance. This approach, however, can be boring and tiring
when teachers and students have to deal with the same method in their study. In
addition, teachers’ talking time dominates that of students, which means teachers
become center of the whole class while students play passive roles.

On the other hand, inductive approach is one that students are given some
examples to work out the rules of grammar points. It represents a more modern style of
teaching where the new grammatical structures or rules are presented to the students in
a real language context (Goner, Phillips, and Walters 135). With this approach, the
teacher's role is to provide meaningful contexts to encourage demonstration of the rule,

while the students evolve the rules from the examples of its use and continued practice
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(Rivers and Temperley 110). Therefore, students become the center of the study and
teachers are instructors whose role is to help students to practice by themselves.

In both approaches, the students practice and apply the use of the grammar
points, however, there are merits and drawback to each kind of approach in the
EFL/ESL classroom (Rivers and Temperley 110). Students of a higher level are more
suitable with deductive approach because they have already know the basic structures
or they are used to “a very traditional style of learning and expect grammatical
presentation (Goner, Philips, and Walters 134); whereas, inductive approach will
promote students’ participation in classroom and study to practice the target language
effectively. For those who prefer traditional style of learning grammar, it would be a
disadvantage for learners when they have to deal with new learning technique. For
those reasons, understanding the disadvantages and advantages of both approaches
may “help the teacher to vary and organize the EFL/ESL lesson, in order to keep
classes interesting and motivating for the students” (Goner, Philips, and Walters 129).
Meaningful and Free Practice
In Communicative Language Teaching (CLT), the processes of 3Ps are always
mentioned to get better performance in language teaching and learning: they are
Presentation — Practice — Production. Teachers are supposed to dominate the first stage
(Presentation) because it is the beginning of the lesson. They have to be the center of
the whole classroom so that students can follow the lesson when teachers provide them
with information about new issue. Teachers have to talk most of the time in this stage
to help students understand the first part of the lesson. Later, the practice stage is to
elicit learners to deal with new knowledge that they have just learnt by plenty of
controlled practice. This stage is rather important because students are supposed to use
language correctly before they apply it into reality. The last stage is Production, which
means students have to use language they have acquired to express their own ideas and
wishes. In the last stage, teachers have to talk less while students are encouraged to do
more in order to improve their language in communicative competence. In addition,

the last stage (Production) is also the most important and useful because meaning
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practices are given to help students to practice effectively. Doff (2004) states that in
meaningful practice “in which they have to think, in which they understand what they
are saying, and in which they express meaning”.

It can be seen that although this coursebook is to help improve learners’
communicative skills, grammar section has not been used successfully yet because
there are very few meaningful and free practices. In order to make more those
practices, Doff (2004, 75) also suggests some likely ways to take into considerations:

- By getting students to say real things about themselves

- By giving situations which imply the structure, but leave the students to

decide exactly what to say

- By letting students add something of their own.

With those things, learners are going to have opportunities to freely apply
sentences and patterns they have just acquired without worrying any mistakes they
may make. Teachers also comprehend students’ competence in language learning, so
that they will have other methods to help them overcome problems to get better and

better in their study.

Statement of the problems

The first problem is concerned with the presentation of new structures in grammar
bank. It can be easily seen that in each grammar point, some sentences are used as
examples to illustrate its structures. However, there is no further explanation for its
usage and meanings when students come up with those grammar points. The grammar
Is presented in a very simple and basic way with three fundamental forms: positive (+),
negative (-) and interrogative (?). For example, in Unit 7B, the examples are given as
below:

How long has Tarantino been a director? He’s been a director since the 1980s.

How many films has he made? He’s made six films.
How long was Hitchcock a director? He was a director for 50 years.
How many films did he make? He made 52 films.
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With 4 pairs of example above, students can figure out they are dealing with the
difference between Present Perfect and Past Simple. There is no doubt that this
grammar point is one of the difficulties students may have when learning English.
However, there is no specific explanation for the usage and differences in meanings. In
addition, the examples given are too insufficient to help students deeply understand the
two tenses. As a result, it would be rather hard for students’ self-study since the role of
teachers is more important in their study. Teachers are supposed to give them more
examples with more explanation for better and deeper understanding. Moreover,
teachers who make mistakes, if there is any reason, when teaching this grammar point
will cause their misunderstanding, poor performances in tests and even practical usage
in social communication. Furthermore, the presentation of grammar points is too basic
and simple, which may lead to students’ boredom when students study English. The
examples are given with very easy sentences without any new words or fun. The
monotonous sentences are not going to motivate students’ learning because fun ones
are much more helpful to assist students to remember for better usage.

The second problem lies in grammar bank (grammar exercises in other words)
nearly at the end of the coursebook. The presentation of grammar points is followed by
some exercises that students have to do to complete their studying. Unfortunately,
most forms of exercises are complete/fill in the blank or matching words/sentences.
Students are supposed to give correct answers for those exercises after they have learnt
each grammar point. It can be seen that controlled practice is the only one that applies
in this grammar section, which means correct answers are required to be given. There
Is no room for other answers or alternative ones because according to Dean (2011), he
states that “the classic example of right and wrong: language as answers in the
textbook, totally removed from what my students wrote and spoke”. This means there
is no chance for students to apply what they have learnt to express their opinions or
ideas by using that structure. They have to completely follow the grammar exercises
they are studying. As a result, all the things teachers and students have to do in

classroom are doing and correcting exercises, which seems to be too passive for
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students’ learning English. On the other hand, it would be impossible to make sure that
students who do the grammar exercises 100% correctly would perform well in daily
conversation, which is one of the main objectives in this coursebook.

In general, despite the application of CLT in this coursebook, it seems
inappropriate that there is lack of meaningful and free practice for students to actively
and effectively learn English.

Recommendations
In considering teaching grammar effectively after discussing those problems, the
writer himself would like to suggest some of the ways that can help grammar teaching
and learning become more interesting and productive. Here are some
recommendations to help present grammar:

e Examples are given with a variety of practical utterances that may be helpful
for students to use in the future when they have to communicate in social
situations. Easy and simple sentences in the coursebook will not be of much
value to students’ needs.

e Structures, usages, meanings and exceptions are also included in one unit,
which makes the lessons easier for students to follow and review. Because this
coursebook aims at communicative skills, so the meaning and exception parts
must be valuable enough for learners to apply in their own communication.

e There should be a variety of grammar exercises, such as matching, filling in the
blank, giving correct forms, completing the sentences, or rewriting sentences
..... If there are a lot of different kinds of exercises, students may be interested
in learning, instead of boring and tedious ones.

e Changing the technique of teaching grammar is also important for both teachers
and learners. The same methodology will discourage students’ motivation when
they have to deal with the same procedure in every lesson. A change will be
better if teachers know where to apply it. With difficult grammar points, using

mother tongue is acceptable to save time and help students to practice more;
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however, with basic and popular ones, target language and a lot of examples
would be ideal for learners to practice and improve themselves.

e Visual aids are also needed during teaching grammar period. Learners are
motivated by things they have already known and then they have to apply their
knowledge into new one. The more the interaction between teachers and
learners are, the better and more effective the lesson is. This would be ideal for
teaching in schools, however, in my university, due to the pressure of the
curriculum and syllabus,

e In teaching grammar, the production must be a speaking, so that students have
more time and opportunities to practice what they have learnt. Other methods,
such as writing, are acceptable; however, when students have to speak, they
also improve the two skills: speaking and listening, which is also the main
objective of the whole coursebook.

Conclusion
As Communicative Language Teaching (CLT) has been proved to useful and
effective in classroom, it is nowadays widely used, especially in universities, where
communicative skills are more important than any other ones. CLT is also applied
successfully in teaching grammar — which seems too boring with other
methodologies. Despite the merits of this methodology, teachers in Vietnam have lots
of problems when applying it into practice. Some find it boring and tedious when
teaching grammar while others find it crucial so that they spend most of the time in
classroom just to teach grammar. As a consequence, there is no time left for other
activities, such as meaningful and free practices. From those factors above, it can be
concluded that after identifying the needs of the students in micro and macro levels,
we have to set the objectives of the curriculum to meet the needs at the end of each

course.
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DANH GIA GIAO TRINH HAN NGU SO CAP VA
TAI LIEU BAI TAP BO SUNG

ThS. Ping Thi Hong Hanh
ThS. Vii Thu Hing

ThS. Vuwong Xuwong Kiét
ThS. Vii Nguyén Minh Thy

ThS. Piang Thi Hong Hanh chuyén nganh Ngon ngit hoc so sanh cia Pai hoc
KHXH&NV TP.HCM; di tham gia boi dudng nang cao trinh d6 tai Pai Loan nim
2006; 14 giang vién truong Pai hoc Su pham TP.HCM; phu trach giang day tiéng Hoa
dai cuong. Linh vuc quan tim nghién ctru: tiéng Hoa, Vin hoa-Ngon ngit Trung Hoa.
ThS. Vii Thu Hing chuyén nganh Ngon ngit Trung quéc ciia Pai hoc Vii Han (Trung
Quéc); da tham gia boi dudng nang cao trinh d6 tai Pai Loan nim 2006; 1a giang vién
truong Pai hoc Su pham TP.HCM; phy trach giang day tiéng Hoa dai cwong. Linh vuc
quan tdm nghién ctu: Ngoén ngt hoc ing dung.
ThS. Vwong Xwong Kiét 1a gidang vién truong Pai hoc Su pham TP.HCM; phu trach
giang day tiéng Hoa dai cuong. Linh vuc quan tdm nghién ctru: Ngon ngit hoc ng
dung.
ThS. Vii Nguyén Minh Thy chuyén nganh Ngén ngit Trung Quédc ciia Pai hoc Su
pham Quang Tay (Trung Qudc); 1a giang vién trudng Pai hoc Su pham TP.HCM; di
tham gia bdi dudng nang cao trinh do tai Pai Loan nim 2006;. Linh vyc quan tdm
nghién ctu: Ngon ngir hoc ing dung.
Tém tit

La ngén ngit giao tiép quan trong, tiéng Trung Quéc ngay cang dwoc quan tim,
s6 ngueoi theo hoc ngay cang tiang. Tai Viét Nam sé ngueoi theo hoc mén nay ngay cang
ting cao do nhu cdu trong céng viéc ciing nhw hoc tdp. Hién nay trén thi truong co rdt
nhiéu loai gido trinh tiéng Trung Quoc. Moi loai gido trinh déu cé nhitng wu diém
ciing nhuw nhitng han ché nhdt dinh. Vi thé lya chon gido trinh sir dung trong gidng
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day can dwot cdn nhdc. Pdc biét tai truong dai hoc Su pham Tp.HCM viéc hoc ngogi
ngir dwoc dao tao theo hé thong tin chi, nén khi dp dung mét gido trinh gidng day cho
sinh vién ngoai viéc can dam bdo tinh khoa hoc va tién dung, thi con phai xét dén viéc
phit hop véi hé thong dao tao ciia nha trieong. Lam thé ndo dé thich vmg véi yéu cau
cia tinh hinh méi, gido trinh cho nguoi hoc can phdi la logi gido trinh kiéu méi mang
tinh khoa hoc va tién dung. Ldy nguoi hoc lam trung tam la mé trong nhitng dé tai ma
trong gidi giang day tiéng Trung Quoc quan tdm nghién citu va thao ludn. Dé c6 su
danh gid chinh xdc va khdach quan hon, nhém giang vién tiéng Trung Quoc da tién
hanh danh gia bé gido trinh Han ngi so cdp va tai liéu bai tdp bé sung dwoc sir dung
trong hé théng ddo tao ciia truong.

HE

POENM AR BEIET - T2 IOEE Habiin o (ke 52 > PGB
P - HAT ERDOEBRER S - A MEE - FrURRE—MERERT 5
NS o T EAEHEIIT RSN Y0 AR R S SV EUE - I
PRERR T BARMESENMELSN » B EFAAERITE bR o PRI A
FREARILIRNIZIH E _FAAYEDR o ASCHIT IS DOERIRBAE " 5+ e F Al
M7EA T AR WS HEEHT - BERFEEK,

Phan mé dau

Cung véi su phat trién nhanh chéng ctia nén kinh té Trung Qudc va viéc mé cira giao
lru van hoa x3 hoi co chiéu siu, mdi quan hé giao luu gitta Trung Qudc va cac nude
trén thé giéi ngay cang dugec mé rong. La ngdn ngit giao tiép quan trong, tiéng Trung
Quéc ngay cang duoc quan tdm, s6 nguoi theo hoc ngay cang ting. Tai Viét Nam sd
ngudi theo hoc mén nay ngdy cang ting cao do nhu cau trong cong viée ciing nhu hoc
tap. Hién nay trén thi truong cé rat nhiéu loai gido trinh tiéng Trung Qudc. Mbi loai
gido trinh déu c6 nhitng vu diém cling nhu nhing han ché nhat dinh. Dic biét tai
truong dai hoc Su pham Tp.HCM viéc hoc ngoai ngir dugc dao tao theo h¢ théng tin
chi, nén khi ap dung mét gido trinh giang day cho sinh vién ngoai viéc can dam bao

tinh khoa hoc va tién dung, thi con phai xét dén viéc phu hop voi hé théng dio tao cia

Gidng day ngoai ngir khéng chuyén: Poi méi va Phdt trién 74



HOI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU
Thang 6 - nim 2012
nha truong. Lam thé nao dé thich ung véi yéu cau cia tinh hinh méi, gido trinh cho
ngudi hoc can phai 1a loai gido trinh kiéu méi mang tinh khoa hoc va tién dung. Liy
ngudi hoc 1am trung tdm 13 mot trong nhiing dé tai ma trong gidi giang day tiéng
Trung Qudc quan tim nghién ctru va thao ludn.

Theo hé thong dao tao tin chi cho cac hé dio tao khong chuyén ngit cia truong.
Cung voi mon tiéng Anh, mén tiéng Trung Qudc 1 mén ngoai ngit bit buéc ma sinh
vién phai hoc trong 3 hoc ky véi 9 don vi hoc trinh. Nhu vay mdi hoc ky sinh vién
phai hoc mot hoc phan tiéng Trung Qudc song song vdi cac mon hoc khac. Do tinh
hinh dao tao cia truong, bd moén tiéng Trung Qudc cia Té Ngoai ngit quyét dinh dua
vao giang day bo Giaé Trinh Han Ngit So Cip cho sinh vién cac khoa khong chuyén
ngit. Pén nay bo gido trinh nay di dugc dua vao giang day trong bon hoc ky va dat
duoc mot sd két qua nhét dinh. Dé ¢6 sy danh gia chinh xac va khach quan hon, nhom
giang vién tiéng Trung Qudc di tién hanh danh gia va khao sat bo gido trinh nay.

Khai quat giao trinh

Bo Gido trinh Han Ngit So cap gém 2 tip duoc bién soan danh cho nhiing
ngudi méi bat dau hoc tiéng Trung Qudc. Bd Gido trinh nay duoc xdy dung theo
huéng da phuong tién, bao gdm mot cudn sach va mot dia CD chwong trinh st dung
trén may tinh, c6 tinh thuc tién rat cao, gitp cho ngudi hoc dé& dang va nhanh chdng
g dung nhiing kién thic hoc dugc vao thyc té.

M&i bai hoc bao gdm cac phan nhu: Mau cau, tir méi, ngit phap, goc kién thuc
va phan bai tap. Cac mau cdu va cac doan ddi thoai thudc nhitng chu dé thuong gip
trong cudc sébng. Phan ngit phap gidi thiéu ngan gon va d& hiéu cac diém ngit phap
trong bai hoc. Mot diém hap dan va khac véi cac loai gido trinh khac 1 phan goc kién
thirc. Trong phan nay, nguoi hoc duge cung cip nhiing kién thirc co ban va nhiing diéu
tha vi vé dit nude van hoa, lich su, dai 1y cua Trung Hoa. O ph'ém bai tap thi nguoi
dung phai sir dung kém theo dia CD, véi nhiing phan nghe va dam thoai v6 cing b
ich. Pia chuong trinh chtra toan by cac ndi dung trong sach, cach st dung don gian

cung cép cho nguoi hoc mét moéi trudong hoc tap tuwong tac, than thién va rat hiéu qua.
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Tai liéu bai tdp bd sung 1 phan tai liéu do nhém giang vién bién soan nhim
phuc vu cho viéc hoc cling nhu gidng day va dugc st dung song song vdi gido trinh.
Tai liéu ndy bao gdbm cac phan bai tip nhu: ghép cdu, hoan thanh dbi thoai, dich tir
tiéng Viét sang tiéng Trung Qudc, doc doan vin va tra 101 cu hoi. Mdi mot phan trong
tai liéu nay ngoai viéc 6n lai cho sinh vién nhiing kién thirc da hoc trong gi4o trinh ra,
con bo sung thém cac kién thire va k§ ning nhu: tir vung, ngit phéap, k¥ ning dich, k¥
ning doc hiéu.

Két qua danh gia gido trinh

Dé c6 sy danh gia chinh xac va khach quan hon, nhom giang vién tiéng Trung
Quoc da tién hanh danh gia va khao sat bo gido trinh nay thong qua phuong phap tong
hop va théng ké bang cach phat phiéu tham do va danh gia (xem phu luc).

Déi tuong duoc chon la sinh vién nam 1 va 2 cua cac khoa xa hoi. S6 phiéu
phat ra 13 81 phiéu trong d6 bao gdbm: khoa ngir vin 35 phiéu, khoa lich sir 30 phiéu,
khoa dia 1y 16 phiéu.

Sau khi thu lai phiéu danh gia, nhom nghién ctru da tong hop va thdng ké bang
phan mém SPSS 15.

Do thoi gian c6 han nén trong nghién ctru nay chi st dung chi s6 Cronbach's
alpha dé dam bao d6 tin cdy ctia cac cdu hoi trong phiéu danh gia. Song sir dung diém
Linkert scale theo thir tu nhu sau:

1. Hoan toan khong dong .

2. Khong dong .

3. Khong c6 v kién.

4. Pong y.

5. Hoan toan dong y.

Bang két qua

(=) 3

Ciu héi danh gia Chi's Pi¢m binh

Cronbach's | quén Linkert
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alpha scale

1. Phu hgp v6i chuong trinh hoc. 0.711 4.1

2. Phu hop véi Itra tudi va s¢ thich nguoi 0.712 4.1
hoc.

3. Tao diéu kién cho ngudi hoc phat huy 0.720 3.7
cac phuong phap hoc tap tich cuc.

4. Tai lidu bai tap sap xép tir dé dén kho. 0.723 4.0

5. Tai liéu c6 tinh bd sung cho bai hoc. 0.713 3.7

6. Tai liu c6 bai tap on lai va bo sung 0.716 3.6
thém phan tr vung.

7. Tai li€u c6 bai tap on lai va bo sung 0.715 3.7
thém phan ngir phap.

8. Tai lidu co bai tap o6n lai va bo sung 0.714 2.1
thém phan doc hiéu.

9. Tai lidu co bai tap 6n lai va bo sung 0.711 3.8
thém phan k¥ ning dam thoai.

10. Tai liéu c6 bai tap on lai va bd sung 0.712 1.9
thém phan k¥ ning Viét.

11. Tai liéu co bai tap ho tro k¥ ning dich 0.717 3.6

Quan sat bang trén ta thay chi s6 Cronbach's alpha ciia cic bién (cau hoi) déu
16n hon 0.70 .Piéu nay cho thiy két qua danh gia cia 81 mau nay dugc chip nhan. PO
tin cdy ctia két qua danh gia ciing nhu cc bién (cau hoi) déu dat mic tidu chuan cia

Cronbach alpha.
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Tir bang trén ta thiy: Chi s6 diém Linkert scale cua cac bién (ciu hoi) da sb
déu trén 3.0 diém. Diéu nay cho thay ti 1¢ chon dong ¥ va hoan toan dong y chiém dai
da s6 va khong c6 y kién khac ciing chiém mot sé luong 16n. Ching to rang gido trinh
va tai liéu nay phan nao di dap tng dugc nhimg k¥ ning nhu dich va dam thoai ciing
nhu bd sung tir vung va ngir phap kha ddy du cho sinh vién.

Di vao chi tiét ta thay bién “Phu hop véi chwong trinh hoc”, “Phu hop véi lira
tudi va so thich nguoi hoc” va “Tai liéu bai tap sip xép tir dé dén khé” c6 diém Linkert
scale dat 4.1 va 4.0. C6 nghia 1a 2 bién nay duoc danh gia & mirc 46 dong y va hoan
toan dong y. Tir day ta c6 thé thiy duogc, gido trinh nay thyc sy phu hop voi yéu ciu
clia ngudi hoc cling nhu hé thong dao tao. Pong thoi quan sat cac bién “Tai liéu co bai
tap on lai va bo sung thém phan tir vung”, “Tai liéu c6 bai tap 6n lai va bo sung thém
phan ngit phap” va “Tai lidu c6 bai tp on lai va bd sung thém phan k¥ ning dam
thoai”, “Tai liéu c6 bai tap hd tro k¥ ning dich” c6 diém Linkert scale dat trén 3.5 . C6
nghia 13 cac bién nay duogc danh gia ¢ gan mic do déng y. Cho thiy rang gido trinh
cung cap day du kién thirc vé tir vung va ngit phap ciing nhu k¥ ning dam thoai va
dich.

Bén canh d6, c6 2 bién (cau hoi) c6 chi s diém Linkert scale kha thap 1a “Tai
lidu c6 bai tap 6n lai va bd sung thém phan k¥ nang Viét” chi ¢ 1.9 diém va “Tai liéu
c6 bai tap 6n lai va bd sung thém phan doc hiéu” chi ¢6 2.1 diém. Diéu nay cho thiy ti
1¢ chon khong dong ¥ va hoan toan khong dong y chiém dai da sb, ching té rang giao
trinh va tai liéu ndy chua thuc sy dap tng duge k¥ nang doc hiéu va viét cho sinh vién.
Pay co thé coi 1a nhilng han ché ma tit ca cic gido trinh Han ngit c6 ban trén thi
truong hién nay déu c6. Diéu nay ciing d& hiéu boi day 1a bo gido trinh Han ngit so cip
chi c6 thé cung cap cho nhitng ngudi hoc nhimng kién thirc cin ban va nén tang nhat
dinh. Ciing nhu cac ngdn ngir khac, k¥ niang viét va doc hiéu doi hoi nguoi hoc phai

trang bi cho minh nhirng kién thtrc vé tir vung, ngit phap virng vang.
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Két luin

Sau 3 hoc ky dua vao sir dung gido trinh nay theo ké hoach phan bo cua timg hoc ky
cu thé nhu sau: hoc ky I hoc 9 bai trong 60 tiét, hoc ky II va hoc ky III hoc 8 bai trén
60 tiét. Ké hoach giang day nay v6 ctng pht hop véi ngudi hoc 1an ngudi day. Gido
trinh c6 su phan bo tir bai d& dén bai kho ciing nhu cac kién thirc vé tir vung, ngit phap
cling gian trai tir don gian dén phuc tap. Pap tmg duoc nhiém vu giang day theo hé
thdng tin chi ctia nha truong dong thoi ciing dap tng du kién thie cho ngudi hoc trong
khoang thoi gian hoc tap trén.

Tir két qua cho thdy nhom nghién ctru chiing toi cho rang gido trinh Han ngi
SO cap va tai liéu bai tap bo sung 13 gido trinh pht hop véi nhu cau ngudi hoc ciing
nhu dap tmg duoc nhitng kién thirc co ban trong tiéng Trung Qudc. Nhung ciing can
tim thém va bo sung cho ngudi hoc nhiing tai lidu c¢6 thé gitip cho ngudi hoc rén thém
k¥ ning viét va doc hiéu.

Phu luc

Phiéu Panh Gid Tai Li¢u Bai Tdp Bé Sung
TRUONG PAI HOC SU PHAM TP.HCM

TO NGOAINGU

PHIEU PANH GIA TAI LIEU BAI TAP BO SUNG

Céc ban sinh vién than mén. Chung t6i 1a nhom giang vién tiéng Trung Qudc ctia To
Ngoai ngit truong DHSP tp. HCM. Hién chiing toi dang thuc hién danh gia tai liu bai tap bd
sung ma cac ban dang str dung. Dé c6 nhirng nhan xét khach quan va diéu chinh, bd sung can
thiét nham phuc vu cong tac giang day va hoc tip, mong cac ban danh chut thoi gian dién vao
bang cau hdi sau. Chan thanh cam on.
Phin 1: Théng tin

Hién la sinh vién khoa: Nam: Gidi tinh:

Phin 2: Bing ciu héi:

Panh diu vao 6 ma ban cho 13 hop 1y nhat:

1-Hoan toan ddng y; 2 - Pong y; 3-Khong c6 y kién; 4-Khong dong y; 5-Hoan toan
khéong dong y
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Nhén xét chung 1 2 3

1. Phu hop v6i chuong trinh hoc.

2. Phu hop véi lta tudi va so thich nguoi hoc.

3. Tao diéu kién cho ngudi hoc phat huy céc

phuong phép hoc tap tich cuc.

Nhan xét cu thé 1 2 3

1. Tai liéu bai tap sap xép tir dé dén kho.

2. Tai liéu c6 tinh bo sung cho bai hoc.

3. Tai liéu c6 bai tap 6n lai va bo sung thém

phan tir vung.

4. Tai liéu c6 bai tap 6n lai va bo sung thém

phan ngit phép.

5. Tai li¢u c6 bai tap o6n lai va bo sung thém

phan doc hiéu.

6. Tai li¢u c6 bai tap on lai va bo sung thém

phan ky nang dam thoai.

7. Tai li¢u c6 bai tap 6n lai va bo sung thém

phan k¥ ning dam thoai.

8. Tai lidu c6 bai tap ho trg k¥ ning dich
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Abstract

The aim of this paper is to analyze alternative versions in ESP reading
comprehension (English for Geography, HCM University of Education), it is also
known as the expertise- reversal effect in reading comprehension of ESL/ EFL
learners. The expertise reversal effect occurs when instructional procedures that
facilitate learning for novices become relatively less effective as levels of expertise

increase. Experiment was designed to investigate whether the expertise reversal
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effect applied to reading comprehension using ESL/EFL learners. Novice and
expert participants were used. Participants received one of the two instructional
text formats: reduced, and expanded versions. Each version included a reading text
with comprehension questions. Results indicated that the effectiveness of reading
instructions depended on levels of participants’ expertise. For novices, the
expanded version was superior while for experts, the reduced version was superior.
Appropriate reading instructions that facilitate learning with novice readers can
have negative results with expert readers. The use of expanded and reduced
versions may be very useful in improving reading comprehension for ESL/ EFL
students.

Tém tit

Muc dich ciia bai bdo cdo nay la phén tich cdc phién ban khédc nhau trong doc hiéu
danh cho tiéng Anh chuyén nganh (ESP) (tiéng Anh danh cho Pia Ly tai
PHSP.TPHCM), dwoc biét qua hiéu g dao ngwoc trinh @6 danh cho sinh vién
hoc tiéng Anh nhw mét ngoai ngit/ ngén ngir thir hai. Hiéu img ddo ngwoc trinh do
dién ra khi yéu cau doc hiéu lam tang cwong hiéu qua viéc hoc cho sinh vién trinh
dé thap hon (novices) va lai kém hiéu qud hon so véi sinh vién trinh do cao hon
(experts). Thue nghiém dwoc thiét ké dé nghién ciu xem hiéu g ddo ngwoc trinh
do co ap dung dwoc voi viéc doc hiéu cua sinh vién ESL/ ESP hay khong?. Cac sinh
vién trinh do cao va thdp dwoc moi tham gia thuc nghiém. Cac sinh vién dwoc nhan
mét trong hai phién ban doc. Méi phién ban bao gom mét bai khéa véi cdc cdu hoi.
Két qua cho thdy tinh hiéu qud ciia phién ban phu thudc vao trinh dé cia sinh vién
tham gia thwc nghiém. Poi véi sinh vién trinh do thap, phién ban mé réng cé hiéu
qud hon, trong khi doi véi sinh vién trinh dg cao, phién ban rit gon thi lai tot hon.
Cdc phién ban doc thich hop cé thé cho ra két qud “phii dinh” véi sinh vién trinh

dé cao, nhung lai cdi thién viéc doc hiéu doi véi sinh vién trinh dg thap.
Introduction

In learning a foreign language, reading is one of four skills, namely, reading,
writing, speaking, and listening. Slater and Burch (2001) found that language

instructions have encouragement of a functional approach to language learning that
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develop learners’ competence in four skills. Reading comprehension is considered
as a process having information from context and connects different elements into a
new whole (McNeil, 1987). The aim of this process is to obtain one’s existing
knowledge to interpret text for comprehension (McNeil, 1987). Clarke (1979)
showed differences between mother tongue (first language - L1) reading and
foreign language (second language - L2) reading. Their differences are difficult for
L1 learners to comprehend L2 reading and English as a second language (ESL)
reading theory will assist L1 learners facilitate L2 reading comprehension (Carrell,
1983; Clarke & Silberstein, 1977; Goodman, 1967). This theory focused top down
and bottom up approach in L2 reading comprehension of text with common
knowledge as top down approach and with linguistic structures as bottom up
approach (Goodman, 1967). The interactive models that are based on the
connection between top down and bottom up approach make ESL reading more
intelligible, precise and logical (Eskey & Grabe, 1988). Although the interactive
models include both top down and bottom up processing, bottom up processing
plays a crucial role in ESL reading comprehension (Eskey & Grabe, 1988), because
bottom up processing assists learners understand vocabulary and grammar in

comprehending ESL reading texts (Carrell, 1987).

Cognitive load theory is concerned with the process of ESL reading
comprehension that is appropriate for the schema theory (Barlett, 1932; Anderson,
1977; Adam & Collins, 1979; Rumelhart & Ortony, 1977; Rumelhart, 1980). In this
theory, schemas are defined as memory constructs (Barlett, 1932) that are classified
as data structures in relation with memory becoming substantial concepts for
comprehension processes (Rumelhart & Ortony, 1977). Like the interactive models
in the ESL reading theory, there are two modes of processes in the schema theory:
top down and bottom up (Rumelhart, 1977, 1980). In the schema theory, reading
comprehension is defined when a process of constraints of a limited working
memory occurs (Bruning, Schraw, Norby, & Ronning, 2004), because working
memory in reading comprehension is limited and when working memory goes over

limitation, reading comprehension will be more difficult for learners (Goldman,
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Varma, & Cote, 1996). More specifically, Carrell (1988) explained some causes
interfering reading process or schema theory as schema availability, schema
activation, and skill deficiency. Schema availability occurs when learners lack
knowledge to comprehend reading with top down. Schema activation may cause
difficult in reading because they are not activating. The last cause is skill deficiency
that makes learners hard in reading process. It can be showed that working memory
plays a very important role not only in reading comprehension but also in ESL

reading comprehension (Koda, 1992).

Another cause of being difficult in reading comprehension is levels of
learners, as Daneman and Carpenter (1983) and Perfetti (1985) stated that low level
learners who do not have enough automation of schemas in reading comprehension
may generate increased cognitive load. As a result, McCutchen (2000) considered
that automation of schemas helps learners overcome the limitation of working
memory. L2 reading comprehension is more cognitively demanding than L1
reading comprehension (Berquist, 1997), then there are some cognitive load effects
occurring in L2 reading comprehension, especially, in ESL reading comprehension.
Yeung, Jin, and Sweller (1998) examined some cognitive load effects in ESL
reading comprehension as split attention and redundancy effects in passage
comprehension. Yeung et al. (1998) showed that it is not necessary for high level
readers to use the separate list of vocabulary definitions in passage comprehension.
Obviously, an interaction between level of expertise and cognitive effects in
reading comprehension has been examined by Yeung at al. (1998), Kalyuga and
Renkl (2010), Oksa, Kalyuga, Chandler (2010).

Level of expertise plays a very important role in considering what
information is appropriate to readers (Chi & Glaser, 1985). Differences between
experts and novices are explained by using level of expertise (Chi, Feltovich, &
Glaser, 1981; Remain & Chi, 1989). Furthermore, the level of expertise may affect
instructions, and then the interaction between levels of learners’ prior knowledge
and effectiveness of instructions is investigated (Kalyuga & Renkl, 2010). A

cognitive effect is so called as expertise reversal effect when instructions that are
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useful for novice learners may be not beneficial to more expert learners (Kalyuga,
Ayres, Chandler, & Sweller, 2003; Kalyuga, 2005, 2007; Kalyuga & Renkl, 2010;
Oksa et al., 2010). This effect is examined not only in many areas, as in natural
science, e.g. Maths, but also in well structured domain, e.g. literacy text (Kalyuga
& Renkl, 2010). In literary text, McNamara, Kintsch, Songer, Kintsch’s (1996)
used biology texts in high school for the experiments. Their results showed that
adding more information in original instructional text was effective for novice
readers; however, expert readers were beneficial to original instructional text
(McNamara et al., 1996). Using two kinds of text such as coherent text and
explanatory text in two experiments, McNamara et al. (1996) investigated
interactions among global and local text coherence; as a result, “minimal coherent
text” was also useful for experts. While McNamara et al. (1996) used biology text,
Oksa et al. (2010) used Shakespearean text in order to differentiate instructional
effectiveness of Modern English explanatory interpretations of Shakespearean play
extracts. Oksa et al. (2010) found that novices find it difficult to comprehend the
text because the text was used by the sophisticated Elizabethan English language;
moreover extraneous cognitive load was generated by glossaries and footnotes
added to the text.

ESL reading text may be quite different from English scientific text used in
McNamara et al. (1996) or literary text used in Oksa et al. (2010) because based on
the second language acquisition, the process moves from the L1 reading to ESL
(L2) reading. Comprehension of ESL text may be depended on two factors such as

English levels and content of text.
Experiment

A preliminary experiment was designed to investigate whether the expertise
reversal effect as a cognitive effect occurs in ESL/ EFL reading comprehension for
both novices and experts. Experiment 1 tested the hypothesis that reduced and
expanded versions of an original text would affect novices and experts. The

reduced version would be effective for experts and ineffective for novices.
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Experiment 1 was conducted in order to confirm the results from Experiments
conducted by McNamara, Kintsch, Songer, Kintsch’s (1996); however, target
population in the Experiment consisted of Vietnamese students at University and a
target text was an instructional geography text composed for the Vietnamese

students at the department of Geography.

Also, Experiment 1 used the techniques suggested by Paas and Van
Merrienboer (1993), which measured learners’ perceived difficulty in
comprehension and the relative efficiency of reading instructions and using both
performance and effort scores (Yeung, Jin, Sweller, 1997). In this Experiment,
participants were required to respond on a 9-point scale with points varying from 1
“very very easy” to “very very difficult”. Paas and Van Merrienboer (1993) found
that these techniques have been a reasonable means to estimate instructional

efficiency.
Method
Participants

120 Vietnamese students included 60 students studying at the department of
Geography and 60 students studying at the department of Mathematics, HCM
University of Education . Their English of proficiency was quite different, because
the students have studied English for specific purposes (ESP), as English for
Geography in the department of Geography and English for Mathematics in the
department of Mathematics. The participants were divided into two groups: expert
group and novice group. The expert group consisted of 60 students at the
department of Geography, because materials used in this Experiment was a
geographical text that required them to have appropriate English proficiency in
Geography. The novice group also included 60 students at the department of
Mathematics. They were novices because they were not familiar to the materials
used in Experiment 1. Both experts and novices were randomly divided assigned to

four groups (reduced and expanded version groups for both).
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Materials

The Geographical text entitled “What killed the dinosaurs?” extracted from the
book “Earth Science” (Feather R.M., Snyder S.L., 1993) (see Appendix 1). An
original text (124 words) was used as an instructional text. A reduced version
included a text in which some sentences were removed from the original text. For
example, the first and the second sentences were connected by replacing the phrase
“the collision threw” with “throwing”. Last sentence in each paragraph in the

original text was removed. Then, the reduced version included only 60 words.

An expanded version consisted of adding seven sentences in the reduced version to
explain more the dinosaur extinction. The length of the expanded version was 237

words.
Procedure

Experts and novices were randomly allocated to one of the two versions (reduced
and expanded versions). Prior to reading, participants were required to answer
pretext questions, as multiple choice questions. The pretext questions were used to
evaluate the prior background level of participants. The pretext multiple choice
questions consisted of 6 questions. There were two phases: the learning and test
phases. In the learning phase, participants were required to read two versions and
answer the questions in 12 minutes (2 minutes/ per question). A clock was used to

indicate the time remaining.

After the learning phase, participants were given the test questions. They were
required to answer the test questions without the text being present. There were 5
questions, 2 of which were identical to 5 of the questions presented during the
learning phase for two versions. The 2 identical questions were: When did the last
species of dinosaurs become extinct?; How long had species of dinosaurs
dominated the land?. These 2 questions were chosen because they were basic to an

understanding of both versions.
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After the learning phase, participant ranked the difficulty subjective score from 1

(very very easy) to 9 (very very difficult).
The duration of the test phase was 10 minutes (2 minutes per each question).
Scoring

For pretext questions, each choice was scored “1” (correct) or “0” (incorrect). For
both phases, one mark was given for a correct answer and a score of “0” was given
for an incorrect answer. An incorrect answer included wrong choice or lack key
words for a correct answer. The maximum total score was 6 scores in the learning
phase and 5 scores in the test phase. All scores were converted to proportion correct

in this and the subsequent experiments.
Results

The questions scores were analyzed by a 2 (instructional text versions: reduced and
expanded version) x 2 (expert and novice groups). An analysis of variance
(ANOVA), including the between subjects factor of text (reduced, and expanded
versions) and the within subjects factor of learning and test phases, was conducted

on reading comprehension. The 0.05 significance level was used throughout this

paper.

Pretext scores indicated the superiority of the experts than the novices, as
expected, the experts (M= 4.00, SD=.883) had better prior knowledge than those of
novices (M= 1.83, SD= 1.005), thus there was a significant difference between the
experts and novices, F(1, 118)= 154.885, MSE= .895, p<.001.

Table 2 showed the mean percentages and standard deviations of correct
answers in the learning and test phases. There was a significant difference between
the two groups F (1, 116)= 225.5, MSE= 151.01; indicating that the expert group
yielded superior scores. Similarly, there was also a significant effect for the two
phases F (1,116)= 8.4, sig.= .004 and two versions F (1,116)= 31.7, p< .001,

indicating that the learning phase yielded significantly different results than the test
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phase, and the reduced version differed significantly than the expanded version. A
significant interaction occurred between groups and versions F (1,116)= 74.9, p<
.001. Following the significant interaction, simple man effects tests indicated that in
the learning phase, for the expert group, the reduced version led to higher mean
scores than those of the expanded version and the reduced version differed
significantly than the expanded version F(1,116)= 34.061, p< .001; Also for the
novice group in the learning phase, the expanded version did not differ significantly
than the reduced version F(1,116)= 1.551, sig= .215. In the test phase, the simple
main effects tests showed that for the expert group the reduced version had
significantly higher mean scores than those of the expanded version F(1,116)=
93.9, sig=.000, also for the novice group, the expanded version was more
significant than the reduced version, F(1,116)= 4.16, p= .044.

Table 2 indicated the means and standard deviations of the students’ effort
scores. A similar 2 x 2 ANOVA was conducted using the effort scores. The main
effect of groups was significant F (1,116)= 22.5, p< .001. The main effect of the
groups x versions was significant F(1, 116)= 18.7.

According to Paas and Van Merrienboer (1993), an efficiency score was generated
by using the difference between the z score of performance and the z score of
effort. The means and standard deviations of the efficiency scores are also
presented in Table 2. The main effect of groups was significant, F (1,116) = 23.7,
p= .000< .05 due largely to the difference in efficiency for novices and experts,
however the main effect of versions was non-significant, F(1, 116)= 2.82, p= .09

and the groups x versions interaction was significant F(1,116)=6.72, p=.011.
Discussion for Experiment

As expected, the results showed that in both phases, the expert group was
significantly better than the novice group. There was a significant interaction
between the two groups and the two versions. The experts might have better
English proficiency in Geography; they were provided enough English terms in

Geography. Thus, the experts were able to find an answer to the question quickly.
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In contrast, novices may have spent much more time reading and finding answers
to the questions, because their English proficiency was not enough to answer all
questions. As a result, novices were more difficult to answer questions in the

learning phase.

Furthermore, in the learning phase, participants may have answered
significantly better than those in the test phase, because in the test phase
participants were not able to look at the text to find key words to answer the
questions. Their working memory, as mentioned above, was limited, they could not
remember totally the content of each version to answer the questions. Moreover, in
the learning phase, the results revealed that the expanded version of the novices did
not significantly outperformed the novices’ reduced version because the novices
with lower prior background knowledge were not able to get enough schemata to
comprehend both versions, although in the expanded version more information was
added, the novices still found difficult comprehending because of limited time (2
minutes/ per question). In the test phase, the expanded version was quite useful for
the novices while this version was significantly different from the reduced version,
because the novices who read the expanded version in the learning phase may
remember and had enough schemata to answer the questions in the test phase

without the text being present.

Results showed the expertise reversal effect between two versions.
According to McNamara, Kintsch, Songer, and Kintsch’s (1996), the different
versions of text depended on the level of expertise. In Experiment, the expanded
version that helped effectively novices comprehend its content exerted the opposite
effect on experts. Some added sentences in the expanded version were redundant
that generate extraneous cognitive load for the experts. In contrast, novices lacked
suitable schemas that generated extraneous cognitive load while reading the

reduced version.

Mental efforts scores showed a significant interaction (group x version) due

largely to the superiority of level of expertise in each version associated with
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differences in reading comprehension. Instructional efficiency scores indicated a
significant interaction due largely to the superiority of the experts in the reduced

version associated with differences in reading comprehension.
Tablel.

Means and Standard deviations of 2 groups in 2 phases (in percentage) in

Experiment
Std.
Phase Group Version Mean  Deviation N
Learning expert Expanded 51.6 25.6 30
group Reduced 77.7 11 30
Total 64.6 23.5 60
novice expanded 37.7 15.1 30
group Reduced 32.1 13.8 30
Total 34.9 14.6 60
Total expanded 44.6 22 60
Reduced 54.9 26 60
Total 49.8 24.5 120
Testing expert expanded 44 19.2 30
group Reduced 82 12.1 30
Total 63 24.9 60
novice expanded 29.3 13.6 30
group Reduced 21.3 14.7 30
Total 25.3 14.6 60
Total expanded 36.6 18.1 60
Reduced 51.6 334 60
Total 44.1 27.7 120
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Table 2. Effort and relative instructional efficiency in Experiment

Group Version Effort Efficiency
Mean SD Mean SD
Expert  Expanded 5.53 0.937 .0520 1.18703
Reduced 4.83 0.648 .8025 .83503
Total 5.18 0.837 4273 1.08561
Novice  Expanded 5.60 1.102 -.3472 .82794
Reduced 6.27 0.691 -.5074 95412
Total 5.93 0.972 -4273 .88933
Total Expanded 5.57 1.015 -. 1476 1.03442
Reduced 5.55 .982 1476 1.17745
Total 5.56 994 .0000 1.07729
Conclusion

The present study found that reading instructions used by different level learners
could vyield expertise reversal effect. The results of Experiment indicated a
superiority of reduced version for experts and expanded version for novice. Thus
the expanded version was useful for novices to comprehend, however, for the
experts it was more difficult to ignore redundant information and it caused
extraneous cognitive load that reduced comprehension process. Novices could not
comprehend the reduced version because their background knowledge was not
enough to answer all the questions. The significant interaction between the two
groups and the two versions in Experiment indicated that the interaction between
the versions and the students’ expertise occurred by reverse directions. The results
seem to indicate that the expanded version did not enhance reading comprehension
for experts, but the reduced version may enhance comprehension for experts,
because as mentioned above, experts were equipped with more sophisticated

schemas for reading comprehension.
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APPENDIX

Reduced Version: What killed the dinosaurs?

One theory of dinosaur extinction is that a large meteorite collided
with earth throwing dust and debris into Earth's upper atmosphere along

with smoke from large forest fires.

The last species of dinosaurs became extinct about 65 million years
ago. Before their extinction, species of dinosaurs had dominated the land for
130 million years. Mammals have ruled the land for only the last 65 million
years, and humans and their direct ancestors have been around for less than
6 million.

Expanded version: What killed the dinosaurs?

In the search for answers to what killed the dinosaurs, scientists have
looked beyond fossils. There is increasing evidence that the impacts of
meteorites have had important effects on Earth, particularly in the field of
biological evolution. One theory of dinosaur extinction is that a large
meteorite collided with earth throwing dust and debris into Earth's upper
atmosphere along with smoke from large forest fires. The explosion lifted a
large amount of dust into the atmosphere which would have blocked the
sunlight completely from reaching the surface, plunging Earth into a period
of cold and darkness that lasted at least several months. The explosion is also

calculated to have started widespread fires that must have consumed most
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terrestrial forests and grassland. Presumably, those environment disasters

could have been responsible for the mass extinction, including the death of

the dinosaurs.

The last species of dinosaurs became extinct about 65 million years
ago, possibly because of a meteorite collision with earth. Before their
extinction, species of dinosaurs had dominated the land for 130 million years.
They were so successful that other animal groups — mammals included — had
little chance of playing anything more than secondary roles. When the
dinosaurs ruled the world, the mammals grew no bigger than shrew-like
insectivores than hunted at night. Mammals have ruled the land for only the
last 65 million years, and humans and their direct ancestors have been

around for less than 6 million.

Pre-text questions

|

. What does the word “dinosaur” mean?

D

. fearfully great lizard

b. great animal

c. great fish

d. all of them are correct

2. How many dinosaurs were there?

a. About 300 genera

O

. Over 500 genera

(¢}

. Over 700 genera
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d. Over 100 genera

3. Where did dinosaur live?

a. In Asia

(ex

. Everywhere in the world

c. In America

d. In Australia

4. What colour were the dinosaurs?

a. Red

b. White

c. Blue

d. No one knows.

5. What is the oldest dinosaur ever found?.
a. About 230 million year old

b. About 65 million year old

c. About 20 million year old

d. No one knows.

6. When was the first dinosaur found by humans?

a. 250 years ago

(o

. 400 years ago
c. 2,000 years ago
d. 3,000 years ago

Posttext questions for the two versions in the learning phase

1. What is one theory of dinosaur extinction?

Gidng day ngoai ngir khéng chuyén: Déi méi va Phdt trién 99



HOQI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU
Thang 6 - nam 2012

2. What may have caused large forest fires?

3. When did the last species of dinosaurs become extinct?

4. How long had species of dinosaurs dominated the land?

5. How long have mammals ruled the land?

6. How long have humans and their direct ancestors been on Earth?
Posttext questions for the two versions in the test phase

1. Why were there dust and debris in the Earth’s upper atmosphere?
2. Why did the last species of dinosaur become extinct?

3. What kind of animal lived on Earth after dinosaur extinction?

4. When did the last species of dinosaurs become extinct?

5. How long had species of dinosaurs dominated the land?

After reading, please indicate the difficulty of the reading instruction that you

studied by circling the point according to the degree of difficulty to you.

© © N o g A~ w DN E

Very very easy
very easy

easy

fairly easy

neither easy nor difficult
fairly difficult

difficult

very difficult

very very difficult
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Abstract

It’s beyond doubt that English has gained its significance in a lot of fields of life.
It’s a crucial factor to decide the success of social communication, travelling,
study, research and profession. How to study English well to acquire the English
knowledge and improve English skills the best is put on the top of the list of a large
number of people, particularly students at the university. Students nowadays
consider speaking and listening among the four skills of listening, speaking,
reading and writing the most challenging skills. Regarding listening skills, the
students call it their ‘fear” and are always obsessed by how to improve their
listening. This writing aims to recommend some ways of listening to English
specifically for non-majored English students. The writing is merely the personal

thoughts on the problem.
Tém tit

Ai ciing thira nhdn sy thit tiéng Anh ngay cang chimg té tam quan trong trong
nhiéu linh vuc doi song. Tiéng Anh la yéu to quan trong quyét dinh s thanh céng

trong giao té xa héi, nghién citu, du lich va nghé nghiép. Tim ra cdch hoc tiéng Anh

Gidng day ngoai ngit khong chuyén: Déi méi va Phat trién 101



HOQI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU

Thang 6 - nam 2012

luon dwoc moi nguoi tran trong, sinh vién cing vdy. Sinh vién luén xem ky nang
nghe, néi la nhitng ky nang khé nhat. Ho goi kj ndng nghe la néi “so” va lam sao
dé nghe tot luén dm anh bdn than. Bai viét ndy nham gici thiéu mét sé cach thire
giip sinh vién khéng chuyén nganh tiéng Anh cdi thién ky nang nghe. Badi viét chi

la suy nghi cd nhdan déi véi van dé dat ra 6 trén.
Introduction

From my viewpoint, listening often cause students challenges and difficulties. On
encountering a particular passage or text, they have problems understanding and
getting wrong answers for the questions. The following writing aims to give the

non-language students useful pieces of advice on the way to listen to English better.
Discussion

To acquire English fluency, the students must obtain a lot of understandable and
repetitive listening. That is the most effective way. To be a fantastic English
speaker, they must learn English with your ears, not with your eyes. In other words,
you must listen. Their ears are the key to excellent speaking. What kind of listening
1s best? Well, it must be understandable and must be repetitive. “Understandable

and Repetitive” are the most important words I would like to discuss.

Firstly, 1I’d like to talk about “Understandable”. If they don't understand,
they learn nothing. They cannot make considerable improvements. That is the
reason why listening to English TV does not help them. They don't understand
most of it. It is too difficult. It is too fast. Is it obviously right? If they do not
understand, they will not improve. That is considerably right, they should begin
your listening with easy English. Most students listen to English that is much too
difficult than their actual level. They don’t understand thoroughly on encountering
the listening passages or texts, and therefore they learn slowly. Listening to easy
and most appropriate tasks encourages and motivates them to listen more. To take
an example, students of pre-intermediate level should start with elementary and

moves on to tasks of pre-intermediate.
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Understanding is only half the formula. Understanding is not enough. They
must also have a lot of repetition. If they hear a new word only once, they will soon
forget it. If they hear it 5 times, they will still probably forget it! Most people must
hear a new word 30 times to remember it. To know a word and instantly understand
it, they probably need to hear it 50-100 times! Listening time and time again will
equip them with the techniques and strategies facilitating your listening. They
should also consider your listening a habit. On listening day by day, they will know
more new words and structures. A wide stock of vocabulary and good knowledge

of grammar as well as pronunciation will make your listening easier.
Conclusion

In a word, two ways -listening with high frequency and with repetition.- suggested
here somehow assist students in their way of acquiring the target language. For the
teachers of language, it is highly recommended that choosing the appropriate tasks

also helps students with their listening.

(ST)
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Abstract

Visual images, which are becoming more necessary as most information is
presented with illustrations, can be understood, created, and used as a means of
expression and communication. The fact that students not only have the ability to
derive literal meaning from texts but also to develop an understanding of how the
texts are produced is very important. Understanding the elements, meanings, and
natures of visual images may lead visually literate persons to be able to use the
images for teaching English purposes. Integrating the visual images in the steps of
teaching learning process may create better learning atmosphere that can enhance

the students’ higher achievement.
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The main goal of this paper is to show how visual images in the textbook
entitled American English File MultiPACK used for ESP students at the HCMC
University of Education can be used in English classes in a few ways and to answer
the questions how and why this works and in what way exactly they help the learner
enhance speaking, listening, reading and writing when he or she studies. This study
also attempts to discover teachers’ attitudes toward, understanding of, and use of
visual images in teaching English to ESP students through two terms of the
academic year 2011-2012. Based on the information from this study, English
language teachers have received advantages as well as disadvantages in using
visual images in their own used textbook and that their informal training consists

mainly of discussions with colleagues and independent study.

Keywords: visual images, English language teaching, advantages, disadvantages,

steps of teaching learning process

Introduction

The 21St century, with advances in knowledge and technology, has brought the
ability to fuse the verbal and the visual into the homes of people throughout the
world (McLuhan, 1964). However, English teachers must face difficulties in
promoting their students to master English well. Visual images are ones of the vital
factors that may help teachers cope with the problems in their teaching and may
help them design teaching learning process more attractive with which students
would be more engaged in learning. This paper explores through literature review
how visual images may enhance teachers to design better English language
teaching and learning processes in the class.

What are Visual Images?

Many experts have had different definitions of visual images (Avgerinou &
Ericson, 1997; Messaris & Moriarty, 2005) which may take place in two sequences
(Messaris & Moriarty, 2005). The first one is to understand a sign, an image, or a
graphic representation through basic perceptual standards of what we see to acquire

the meaning from the perceptual vision while the second one may refer to the
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ability to view critically the images in terms of how the image creator manipulates
them.

To understand the meaning of visual image, one should view it critically that
it may involve understanding how visual images are created and distributed
historically, culturally, and aesthetically and also understanding how the audience
are supposed to catch the meaning of the image (Burch, 2005). On images, the
visual symbols comprise the surface structure while the underlying idea under the
Images constitutes the deep structures. These structures mirror the representational
system in which a language constructs meaning (Hall, 1997).

Visual images have the similar sources to those of verbal to create meaning,
iIf we compare the visual to verbal grammar. The meanings of verbal language that
commonly consists of ideational, interpersonal, and textual meaning (Halliday,
1994) exist in the visual images as well. Unsworth (2001) states that visual images
possess ideational meaning and inform what happened, who the participants are,
what the roles of the participant are, and in what kind of circumstances the event
takes place in an image.

In terms of interactive meanings, visual images construct the interconnection
features between speaker and listener, writer and reader, and viewer and what is
viewed. The composition meaning also exists in visual images in terms of the

distribution of information values among the elements of the images.

Integrating Visual Images in Teaching English

Innovative programs of teaching English at the Foreign Language Section, with the
replacement of New Headway with an American English File Multipack (Oxenden
et at, 2008a,b) during the school year 2011 — 2012, are necessary. Throughout the
two terms of using the pack for teaching and learning, we need to have a
comprehensive assessment of all aspects. In this article, the authors give some
comments on the images presented in the textbook and to summarize a discussion

with co-workers about whether they had efficiently exploited the images

Visual Images in Teaching Listening
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Krashen (1982) proposed that in teaching listening skills, a teacher should provide
materials that enable students to understand them properly to build thorough
knowledge in their minds. Using such images in the book effectively can support
students to understand the listening lessons sufficiently. A listening study with
three experimental groups indicated that a group with a visual aid of a concept map
possessed superior comprehension (Nunan, 1999). In short, to facilitate better
learning outcome, teachers should design listening materials by integrating visual
components in their teaching processes to serve better students’ understanding.

Visual Images in Teaching Speaking

The purpose of speaking conversationally can be analysed in terms of routines, the
common methods of expressing information (Bygate, 1987). In this case, routines
can be classified into information routines and interactional routines. Information
routines comprise of expository activities and evaluative activities. Meanwhile, the
interactional routines can be subcategorized into service activities and social
activities. Speakers need to have conversational management and negotiating
meaning skills to run such routines (Bygate, 1987).

English teachers can develop students’ skills through conducting the
information and interaction routines as mentioned above to build speaking ability.
Visual images are very much helpful to support the students to practice the
language as indicated by many books including American English File Multipack
that contain exercises for speaking practice accommodate the visual images.

Visual Images for Teaching Reading Skills

Therefore, teaching reading skills by incorporating visual component will be
helpful for students because visual components might be used as tools for students
to learn to understand ideas and to learn in new ways (Zoss, 2009). Walsh (2011)
found the multimodal texts which incorporate many modes of delivering meanings
including spoken or written language, still or moving images were useful for
readers to understand the texts comprehensively.

Visual Images for Teaching Writing Skills
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Both Baratta and Jones (2008) and Zoss (2009) have argued that using illustrations
in writing lessons can be beneficial to students. After six week pilot programme to
conduct a study to include visual images in teaching academic writing, Baratta &
Jones (2008) found that students found useful to have visual teaching methods and
at the end of the program, the study indicated that average students’ performance
increased. Such a condition is supported by Zoss (2009) who stated that
incorporating visual art in teaching is a promising endeavour.

Visual Images in “American English File — Multipack 2A, 2B”: Advantages

and Disadvantages

Most of the books used for teaching and learning a foreign language show colorful
images and lively use to illustrate the lesson content which appeal learners and
stimulate their imagination, curiosity about the contents of the lesson. Visual
Images can make students interested during class with teacher instructions and self
study. American English File Multipack is also equipped with many vivid pictures
in accordance with the lesson content. The images are of different categories:
photos, drawings, animation, cartoons etc., to offer teachers and students many
advantages. Through the visual language, the authors of the book introduce to
teachers and learners the culture, science, customs, natural beauty, and human
social life not only in one place but in many places on earth as well. It may include
Images of a photograph 'At the Moulin Rouge' painted by Toulouse-Lautrec in1892
(Figure 1), simulating the life of the upper nobility in the 19th century. The painting
shows vibrant colors, arouses curiosity, and illustrates a romantic story, bringing
students into activities such as reading comprehension, listening, answering
questions, and leading them to the grammar lessons.

Above all, images used as a means to help teach the lesson, to stimulate
students’ imagination, creativity when learning and absorbing the beauty of a
language, and to help students overcome the barrier of differences between one
language and another. Learners have the means to find the similarities and
differences between the two languages that are sometimes difficult to explain
verbally. Understanding the value of the artworks will encourage teachers to exploit

them thoroughly in teaching.
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At the Moulin Rouge (1892/5) Henri Marie Raymond de Toulouse-Lautrec

Figure 1. At the Moulin Rouge. (Oxenden et al, 2008a, p.9)

The advantages of the images in the syllabus give teachers and learners

many things. However, the syllabus is not only prepared for Vietnamese students’
study but also released worldwide. The images carry the characteristics of Western
culture. Students in our school have many difficulties perceiving and understanding
the way of life. To the vast majority of students from remote rural areas, teachers
must choose the images close to them so that it is easy for them to imagine and
speculate. Visual images that are not attractive enough will easily make students
bored in class.

When writing a textbook authors use illustrations for a specific purpose.
Understanding authors’ goal will help teachers easily develop critical thinking of
learners. To understand the content of the lesson, teachers should have minimum
knowledge about art, music, culture, science, history, geography etc., in connection
with efficient use of these images. Lack of this knowledge will make it difficult for
teachers to use visual illustrations to answer students’ questions involved. For
instance, the photographs from the drawings 'Portrait of Dora Moor' painted by
Pablo Picasso (Oxenden et al, 2008a, p.8), 'At the Moulin Rouge' by Toulouse-
Lautrec (Figure 1). The photo on page 43 (Figure 2) illustrates its use for critical

reading ‘Problems with your teenage children?’.
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Figure 2. Illustration of the reading ‘Problems with your teenage children?’

(Oxenden, 200843, p.43)
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Figure 3. Illustration for the text ‘We’re living faster’ (Oxenden et al, 2008a, p.44)

The pictures on page 44 (Figure 3) illustrates the reading and vocabulary -
‘We're living faster, but are we living better?’ It is not probably easy for teachers to
understand the right message that the author posted in combination with teaching
reading. Understanding images will be more difficult when students use a
photocopied version of the book because of their financial problems. Are students
interested in images only in black and white?

In fact, sometimes “pictures have their limitations too”. For example in
teaching vocabulary, pictures are not suitable or sufficient for demonstrating the
meaning of all words. It is hard to illustrate the meaning of some words, especially

the abstract ones such as ‘opinion’ or ‘impact’ (McCarthy, 1992; Thornbury, 2004).
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Additional images outside the material are sometimes used in the lessons
taught. A question arises here is that if the images illustrated in the textbook are
enough for teaching and learning. The answer is no. The teachers and learners are
required to supplement images. As stated above, the authors wrote the textbook for
learners worldwide. Cultural diversity is reflected through visual illustrations.
When instructing, teachers need to have additional images in their class. The
pictures should be close to students’ culture, to their ways of thinking.

Conclusion

Visual images may be integrated in English language teaching in the stages of pre-
teaching, whilst teaching or post-teaching. However, understanding the meanings
and the characteristic of visuals image is important for teachers to integrate visual
components in some steps of teaching learning processes to teach English language
skills. To ensure the success of integration of visual teaching, teachers have to
consider some principles and some considerations on space of teaching, the role of
the students, display learning facilities, assessment, and social communities.

From our experience, learners always become more interested in the lessons
when illustrations are used. It can be quite time-consuming to find the right images
for a specific type of activity for a beginning teacher who lacks his or her own
collection. However, when the collection of pictures is once made, teachers can
reuse them for a long time.

Another matter is the question of how to use visual images effectively. It is
important to find a balance and not to use visuals only but to combine them with
other techniques and different types of stimuli to avoid students’ distraction.
Moreover, images used for demonstration of the meaning should be connected with
the spoken and written form of the word/chunk being taught.
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Abstract

American English Files 2 is the new course book used for teaching general English
to Non- English Major Students. This is the remarkable change in the learning and
teaching general English at Division of Foreign Languages, Ho Chi Minh City
University of Education. The purpose of this paper is to raise the idea of using
three different board games together with the course book in order to help students
practice various grammar structures. The aim of this method is to get students
involved in the task with initiative and self-motivated spirit in a large class. The
paper also points out some of the pros and cons of using this teaching method as
well as suggests some possible solutions.

Key words: English teaching, boardgames, American English Files
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Tém tit

Gido trinh giang day méi American English Files 2 cho tiéng Anh tong qudt doi véi
sinh vién khéng chuyén ngit la mét déi méi dang ké trong day va hoc tiéng Anh &
76 Ngoai ngit -Truong Pai hoc Sw Pham Thanh phé Hé Chi Minh. Muc dich cia
bai nay nham giGi thiéu ba dang tré choi nhé cé thé dimg kém véi gido trinh trén
dé givip sinh vién thire hanh sir dung cdc cau triic ngit phdp mot cach chii dong va
tich cuc hon trong mot l6p hoc dong sinh vién . Bai viét cting dwa ra mot 6 loi ich
va han ché va cdc bién phdp khdc phuc trong giang day khi sit dung cdc tro choi

nay.
Introduction
Background Information

According to the Oxford University Press, American English Files 2 (2008) is a
pre- intermediate four-skill American English course book with a communicative
methodology, engaging texts, and a strong pronunciation syllabus - designed to
enhance students speaking. Therefore, the use of this course book in teaching and
learning for non- English major students is highly remarked. In order to provide
teachers more choices and ideas when helping students practicing the grammar

structure out-side of the books, some board games are suggested.
Application

This method was applied to students in three classes | taught in the first semester.
Two third of them are Science-major students in Mathematics and Biology, others
students of Preschool Education. Their average levels of English are reasonably
accepted for pre-intermediate level. The four skill lessons went on quite well.
However, there were still some slow and passive students who seemed shy and
unable to keep up with the activities in the book. When playing board games,

nearly one hundred percent of students motivatedly joined in the games. Even the
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passive and slow students could keep up with the pace and participate in the

activities. There was much fun and enjoyment around the class.

After class students seemed to remember the grammar structures longer,
both for writing and communicating shown in the writing homework and the
speaking test result at before and after playing the games. Due to the limitation of

time and the crowded classes this results seems quite effective enough.

Using board games to practice grammar structures are a marvelous method
to help students learn while they are playing. An appropriate game with the right
class management, clear instruction and good timing could bring back surprisingly

developments in speaking and grammar using skills.

Main Content

Football Board Game Used to Practice the Present Tense

Before playing this game, practice about the uses and form of the simple present
and the present continuous in the American English File 2 course book should have
been done. The game suggested by Kisito (n.d) is appropriate with the students’
level and the grammar point in the course book. In addition to that this game is also
simple and fun so that it could easily encourage students to play and correcting
themselves. This game can also be used flexibly as pair works or group works.

The design of the football board game is eye-catching which could motivate
students to play. Clear instructions should be given and good classroom
management skill of the teacher will be needed. All the game resources given in
Appendix A, Appendix B and Appendix Cshould also be carefully prepared. Here
are the suggested instructions for the game.

1. Use the cue words in the orange rectangles and combine with a verb in the white
triangles to make full sentences. Students should change the verbs according to
the tense and number. If the cue word has a question sign then they are

expected to make questions instead.
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2. For every correct sentence the students can advance one space ahead from each
side of the goal.

3. The other team or player must listen carefully to spot the mistakes. If there is
not any mistake in the sentence, the player can keep his/her space.

4. If there is a mistake the team or player gets a yellow card and move back one
step. If there is no mistake, they keep their captured space. The other team
takes its turn to combine cue words and keys words to make sentences. Every
successful sentence means they retain the space and prepare to advance.

5. Both teams (players) keep advancing until they meet on one space. When they
meet, they do rocks, paper and scissors. The team that loses the rocks, paper
and scissors gets a red card and goes back to start. The winning side continues
until they meet again. Every time they, meet they do rocks, paper, and scissors
to see who gets a red card. The team that gets to the other teams goal, wins.

6. When the players get to the centre, there is a FREE space so they can create any
sentence they like.

The game should last about five minutes. Feedbacks with the pronunciations
and the grammar structure should be given mostly when students are doing the
practicing in the course book. Teacher will play a role of an observer if students
play in pairs and provide feedbacks after the game has finished. If students play in
two large groups, teachers will play a role as a referee but will only give feedbacks

to the comment of one group on another group’s answers.
Guess 4 Board Game

Students should be familiar with the uses and form of infinitive of purpose in the
course book before starting the game. This activity (Oxford University Press, n.d)
can be rated as controlled practice. Therefore, the task is appropriate for the mixed
ability students. Consequently, it can help slow and passive students to participate
in a game. Through the simple rules of tic-tac-toe students can easily play the
games and practice grammar structures in a fun way at the same time. The
sentences that students make throughout the game just need to be dramatically

correct but can sometimes be funnily illogical as the combinations of the across and
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down clues could sometimes create such hilarious sentences. The demonstration of
this board game can be seen in Appendix D. Students can play in pairs then change
partners to replay.

Five to ten minutes would be ideal time for the game. Teacher would have to
move around and observed carefully then give feedbacks after the game has
finished.

Conditional Board Game

Uses and form of the first and second conditional should be introduced to students
and practice in the course book should be done in advance. Many good reasons are
pointed out to choose this conditional board game. Firstly, the game designed in
Appendix E introduced by the famous teacher training English School in Bangkok
(International House Bangkok Organisation, n.d) is not very complicated for pre-
intermediate students. Besides, the cases given in texts are practical and interesting.

The games obviously could motivate students to speak up their own experiences

grammatically as well as giving the desire to spot out their friends’ mistakes in a

fun way. The board game which covers the entire first and second conditional

clause’ forms is clearly and carefully prepared. The following steps are suggested
to conduct the game effectively:

1. Divide students into groups of 3 or 4.

2. Give each player a counter and each group a dice.

3. Students place their counters on START and throw the dice to decide who starts.

4. Student A throws the dice and moves forward that number of squares.

5. Student B asks student A the question on that square. If student A answers with
the correct conditional form, and the rest of the group agree that the answer is
correct, student A's counter remains where it is. If the answer is incorrect, the
counter returns to its original square.

6. Students take it in turns, repeating step 5 and moving around the board until one
student reaches FINISH. This student is the winner!

Ten minutes should be the appropriate timing for the games. Feedbacks

should be given after the game has finished.
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Discussion

Learning through playing or experiencing is always the best way to learn a
language. Students can acquire knowledge faster and remember longer when they
have fun or enjoy themselves. Through board games students will learn by

checking and correcting others’ mistake as well.

Choosing the right games is also an art. The chosen board games should
meet the some criteria: appropriate with the grammar structures, quite clear
instructions and able to raise students’ interest. Board games are such a good idea
to get students involved in the tasks. Students, especially some slow and passive

ones, would feel more relaxed and encouraged to join in the games.
Difficulties
Many difficulties would be encountered such as:

e Timing is the biggest concern for teachers when trying this in class. Each of the
games should take about 10 minutes in total to follow all of the steps. The

games should not be too short or last too long.

e The number of students in class is also an enormous problem. The average
number of students in non-linguistics majored class in University of Education
Is from 40 to 60. As a result there would be a challenge with the classroom
management, giving instructions and feedbacks. The solution for this part
should be carefully preparation, clear instructions and letting students correct

and their friends and themselves.
Conclusion and Suggestion

Further research about the attitude of students and teachers about this field should
be done. This paper is mean to come up with an idea about using board games to
practice grammar structures in non-linguistics environment to get all students

involved together with the American English File 2 course book.
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Appendix A
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What time do
you...?

She usually...

My teacher...

Present simple or present continuous?

He always...
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Appendix B

Football Game equipment
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Appendix C

Cards
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Appendix D
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1. ...the park...
2. ...the zoo...
3. ...the
department
store...
4. .. .the
supermarket...
5....the games
Center...
6. ...Tokyo...
7. ...home...
8. ...school...
9....acafé...
10. ...Kochi...
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Appendix E
S 1 2 3 4
tart ... IF YOU
What will MET THE ... IF YOU o IF IT Miss P
you do / AMERICAN GO OUT RAINS |
VIR II-11L-8 | PRESIDENT || TONIGHT? TONIGHT? turn!
you do... 2
2 g 7 € S
... if you saw ... IF YOU ... IF YOU ... if you
Tom Cruise || Go back 2 CAN’T ARE SICK could speak
walk by the spaces SLEEP TOMORROW periiect
classroom? TONIGHT? 7 English?
10 " 12 13 14
... IFYOU .. if you s IF YOU
... IF THIS
FOUND broke your BUILDING SAW YOUR Move
$100 ON frie nd’s TEACHER IN|| forward 2
; CAUGHT
THE favourite 5 A POLICE spaces
STREET? DV D? EIRE: CAR? P
149 18 i 1€ 15
... IF YOU _ ... if you C;.E.':'FAY](_)C:,T ... IF YOU
HIT A CAT Miss a needed a lot bes HAVE A
WITH YOUR turn! of mopey , | |[HoMEWORK HEADACHE
CAR? very quickly? 2 TONIGHT?
20 21 22 23 24
; ... IF YOU
... IF YOU . if y?ur L OST THE Move
SPOKE best friend KEVSTD ... IF YOUR (OI’W rd 3
PERFECT || forgot your ETE TV BROKE? a
RUSSIAN? i ? spaces!
birthday W P4
28 2] 26 28
% ... IF YOUR ... if you had
Fl nis h Go back 2 FRIDGE WOH:I”YI'CI)-IL:: an important
spaces! WAS EMPTY || | .2 [[exam intwo

Gidng day ngoai ngit khong chuyén: Déi méi va Phat trién

125



HOQI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU
Thang 6 - nam 2012

USING VISUAL AIDS IN TEACHING
VOCABULARY

Nguyen Hien Doan Trang, MA

Biodata

Nguyen Hien Doan Trang graduated from English Department, Ho Chi Minh
University of Education in 2007 and taught at Division of Foreign Languages at the
same university until 2010. In 2011, she undertook Master in Applied Linguistics at
The University of Queensland, Australia on a Vietnamese government scholarship.
She is again teaching at the University of Education and is interested in teaching
methodology and nonverbal channels in teaching. In February, 2012, she presented
in the 8th Annual CamTESOL Conference on English Language Teaching in
Cambodia and received a CamTESOL Regional Innovation Award sponsored by

Australian Education International (AEI).

Abstract

Through the decades, the trend of using visual medium or visual aids in teaching
has gained enormous popularity in educational context. In the 21* century, with the
emergence of the so-called visual literacy (Burmark, 2002), visual aids have once
again proved their influential position in teaching environment. Among numerous
teaching fields that can receive substantial benefits from this powerful medium is
the area of teaching vocabulary.

With respect to the substantial impacts of visual aids, this paper will
carefully examine some potential values of this medium in the field of teaching
vocabulary together with the discussion on the suggested solutions for some
problems that may arise during the employment of visual aids in teaching

vocabulary.

Tém tit
Trong sudt nhitng thdp nién vira qua, viéc sir dung phwong tién nhin (visual aids)

trong giang day ngay cang tré nén phé bién. Nhat la vao thé ki hai mwoi mot cing
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Vvéi sw xudt hién cia khdai niém visual literacy, tam dwoc goi la ki nang nhin, thi
viéc sir dung cdc phuwong tién nay trong giang day lai cang dwoc chu trong hon.
Cdc phwong tién nhin ¢ tdc dung dang ké doi véi hiéu qua giang day ¢ rat nhiéu
linh viee, va gidang day tir vung la mot trong nhitng sé do.

Pé khang dinh mét lan nita vé sirc anh hwéng to Iém cia cdc phwong tién
nhin trong giang day, bai viét nay xin néu 1én mot sé tic dung ciia phwong tién
nhin trong viéc day tir vung ciing nhuw dé xudt mét sé gidi phdp cho cdc vin d@é c6

thé nay sinh trong viéc img dung cdc phwong tién nay trong viéc giang day tir.

Introduction

“A picture is worth a thousand words”. This saying has somewhat revealed the
significant importance of using visual medium in delivering communicative
messages. Since the crucial role of visualization was recognized and emphasized, it
has drawn much special attention of many educators who want to take advantage of
this powerful medium to effectively stimulate the teaching and learning process.
Although there are still some arguments casting doubts on the considerable
importance of visual medium or visual aids in teaching (Doumont, 2002), we
cannot deny the fact that humans access information much faster with the use of
visual coding and especially the learning process can speed up to 400% thanks to
the use of visual aids in teaching (Gomez, 2002). Therefore, this powerful tool is
being employed more and more extensively in teaching environment, and of
course, the area of teaching vocabulary is not an exception.

With respect to the substantial impacts of visual aids, this paper will
carefully examine some potential values of this medium in the field of teaching
vocabulary together with the discussion on the suggested solutions for some
problems that may arise during the employment of visual aids in teaching
vocabulary.

Visual Aids
Since their widely popularity in the 1940s and 1950s (Dwyer, 1978), there have
been many different ways of classifying visual aids. While Powell (1978) divides

this kind of visual medium into two main types basing on their major functions,
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other educators and writers classify visual aids into smaller types with a variety of
specific forms such as real objects, flashcards or wall-charts, etc. (Lee & Coppen,
1964; Dale, 1969; Thornbury, 2002). Because of the main focus on the use of
visual aids in teaching vocabulary and the fact that not all classrooms are well-
equipped with modern equipment like projectors, screens or TVS; most teachers
make use of these common forms of visual aids in their vocabulary teaching such

as pictures, photographs, charts, wall-charts, diagrams, drawings and real objects.

Benefits of Using Visual Aids in Teaching Vocabulary

It is not for inexplicable reasons that Allen (1983) spends the whole two chapters of
his book putting a stress on the great value of visual aids in teaching vocabulary.
Lots of research and theories have also suggested the substantial role of visual
medium in this field.

The first and the most recognizable benefit is the exciting and lively
atmosphere that visual aids offer for the learning environment together with the
attention it can draw from the students. As Tauber, Mester and Buckwald (1997)
state in their article, the most important starting point of successful teaching is the
teacher’s ability of arousing the students’ attention. Because once the students’
attention is attracted, they will pay more attention to the lesson’s content and the
teacher’s verbal messages. Imagine how interested your students will feel if you
suddenly turn off the light, lighting the candle and then putting out the flame when
you teach the phrasal verb “to blow out something”. Or instead of giving such a
wordy explanation for the chemical term “solution”, a performance of a chemistry
experiment of which product is a solution will generate more interest in the
students. They not only feel curious about teacher’s action but also pay careful
attention to his saying, which is quite useful for the understanding and memorizing
word’s meaning.

From the practical teaching experience, once the students feel interested in
the vocabulary presentation, they are more likely to co-operate with the teacher and
more eager to participate in the learning process or as Powell (1978) says, visual

aids can help encourage co-operation among students. Hence, this will make the
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learning and teaching process much more communicative. Compared with
traditional teaching method in which the teacher gives translation of the vocabulary
items or their L1 equivalents, the method of using visual aids to illustrate the word
meaning can avoid not only the boredom but also the learners’ passive role that are
caused by the conventional methodology. Thanks to elicitation technique used
together with visual aids when presenting vocabulary items, teachers can maximize
the students’ opportunity of speaking English (Thornbury, 2002). Teachers can
show the students a picture and ask them some descriptive questions to elicit the
meaning of the word which is conveyed from the picture. By doing this, the
students not only have to relate to their present knowledge to find out meaning of
the new words but also have a good chance to demonstrate and use their English,
which is a very important feature of communicative teaching. Besides, visual aids
can also be considered a medium to introduce sociocultural aspect of this target
language to the students. A photograph from a magazine, a bus ticket or a movie
poster are good examples to introduce the students to the culture of some English
speaking countries, which is very helpful for their sociocultural competence in
particular and communicative competence in general.

The third and the most significant benefit of using visual aids in teaching
word items is the advantage of making the process of vocabulary acquisition take
place faster and easier. It is obvious that we learn as we see. And the more senses
we use in our learning process, the more successful our learning will be (Allen,
1983). Especially in the area of vocabulary learning, it is much better and easier if
we can see or touch the things which the words refer to because by this way, we
can establish a link between these words and their references. Due to this important
link, we can remember these vocabulary items longer. This point has won the
approval of many researchers and writers in this field, all of whom strongly agree
about the efficiency of learning by observing as well as its facilitation of
vocabulary acquisition (Powell, 1978). Moreover, by employing visual aids to elicit
the word meaning, teachers have asked the students to be more active and work
harder to find out the meaning of these items; hence these words will be cognitively

engaged and shaped in their minds.
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Another benefit of visual aids in teaching vocabulary which is examined
here is the value of reinforcement and clarification of verbal messages (Dwyer,
1978). Sometimes, a given explanation or a definition of a word still makes the
students feel confused and ambiguous; but if the teacher knows how to combine
these verbal messages with the use of visual aids, he/she can make the word’s
meaning much more comprehensive for the students. | remember once in our group
discussion, one of our members raised the issue of teaching words with multiple
meanings which she found quite difficult for her to make these meanings clear for
her students. After discussing, our group all agreed with the idea of using visual
aids together with the verbal explanation as a suggestion for this problem. This
point is also presented in an article of Rule and Berrera (2003) who have proved the
effectiveness of using pictures and real objects to help the students distinguish
between different meanings of the words. Not only playing the role of a supplement
to verbal explanation, but sometimes visual aids can even show its more
considerable importance in demonstrating the word meaning compared with verbal
coding as well. Because sometimes it is a greater convenience for teachers to use
visual aids to present meaning of the word than using verbal coding or performing
that action (Lee & Coppen, 1964). For example, when the teacher wants to teach
some action verbs like “climbing”, “shouting” or “screaming”; it is not a good idea
for them to perform such actions in class or it may cause them much time giving
explanation of these verbs for the students. In this situation, using pictures or
drawings as an illustration is obviously a much better solution.

Last but not least, although choosing a suitable type of visual aids is quite
time-consuming to most teachers, the effect of this is not modest at all. Besides the
substantial impacts of visual aids on the students’ learning, the employment of
visualization in teaching vocabulary, especially teaching difficult words, has shown
the teacher’s conscious awareness of the difficulty that the students may encounter
during their vocabulary learning (Powell, 1978). In addition to this sympathy for
the students, the teacher’s dedication to his creative and communicative teaching
method can result in the students’ positive attitude towards both the teacher and the

learning process as well.
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Suggested solutions for some problems

Being aware of all these substantial benefits of visual aids does not mean that
teachers will know how to use them effectively in their vocabulary teaching.
Because there can be lots of problems arising during the employment of this visual
medium.

Firstly, the idea of using visual aids in teaching does not work on all kinds of
learners. While the young learners show their great interest in this new teaching
method, most adults think it is just a waste of time (Savignon, 1997). Thus, the
teachers need to take this issue into consideration and should be flexible when
using visual aids to teach classes in which learners belong to different age ranges.
Besides, students’ level is another factor which can affect the effectiveness of using
visual aids in teaching vocabulary. It is quite effective and easy to use pictures or
drawings to present the vocabulary items to beginning-level students; however, to
intermediate or advanced learners, most of the words cannot be demonstrated
through visual aids (Allen, 1983). In this situation, teachers should combine
different ways of presenting vocabulary such as giving simplified definition,
synonyms, antonym or providing situations with the use of visual aids. This can
also make the vocabulary presentation more diversified than simply using visual
aids all the time.

Secondly, the issue of choosing a suitable type of visual aids to present the
words is also a matter of many teachers’ concern. Although the sources of visual
aids for the teachers to consult are quite rich, not all of them are suitable to convey
the teachers’ messages effectively or appropriate for their teaching intention. In
addition, not all students receive the messages in the same way. Sometimes they
have very different opinions about a particular drawing or photograph. Therefore,
teachers are required to have good language teaching experience (Lee & Coppen,
1964) and the ability of making accurate judgments about the value of certain types
of visual aids. Besides, the amount of information coded in the visual aids is also
very important to the students’ vocabulary acquisition. A fully detailed picture with
too much information can make the students confused while a too simple one with

just a small amount of information can also make them feel less interested. The
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quality of the visual aids is also another issue. A clear and beautiful picture, of
course, attracts the students’ attention more than a small and blurred one. Thus, it is
not easy for the teachers to make a good choice of an appropriate type of visual aids
which is not only high-quality but also effective for their teaching.

Finally is the issue of displaying visual aids and careful timing. If the teacher
shows a wall-chart or draws some matchstick figures on the board, it is quite easy
for the whole class to look at these visual aids. But if a picture, a photograph or a
diagram is used; we cannot completely sure that everyone can see it clearly. Hence,
the teacher should pay attention to the way he displays these forms of visual aids
before class (Dale, 1969) and make sure that every student can have a chance to
look at them. Besides, timing is another factor which can have a certain influence
on the effectiveness of the use of visual aids (Dale, 1969; Powell, 1978). The
teacher needs to be sensitive to choose suitable time when the students are still
holding their entire attention to the objects or teacher’s performance to teach
vocabulary items. This is more effective than making them wait too long for an
explanation.

Conclusion
In brief, the use of visual aids in teaching, especially in the field of foreign
language teaching, has become a growing trend which has won high favor of many
teachers nowadays due to its considerable benefits of holding the students’
attention, encouraging the co-operation and communicative learning process
together with the advantage of making the vocabulary acquisition take place faster
and clarifying verbal explanation. However, to achieve the great efficiency which
visual aids offer vocabulary teaching, teachers need to take into consideration the
characteristics of their students, the issue of choosing suitable type of visual aids
and the aspect of timing and displaying when presenting the word items. It is not

only the matter of what you use but how and when you use it also count as well.
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Abstract

This paper is neither a study nor an academic report, rather it is a personal writing
based on the author’s reflection and Professor McKay's lecture in the USA aiming
to sketch the circumstance in English textbooks across the world and its
implications for Vietnamese ELT as well as Ho Chi Minh City University of
Education in terms of task and test design. The paper begins with “linguascape”,
some illustrations from linguistic and pedagogical dimensions and ends with

recommendations for teaching practice.

Tom tit

Bai viét nay khong phdi mét bai nghién ciru ciing khéng phai mét bao céo hoc
thudt, ma ding ra |& mét bai viét dya trén nhitng suy nghf cia tac gia va bai gidng
ciia Gido su McKay ciia Hoa Ky véi muc dich nham phdc hoa céc tinh huéng trong
sach gido khoa tiéng Anh no6i chung va nhitng goi y vé bai tdp va thiét ké bai kiém
tra trong gidng day tiéng Anh ¢ Viét Nam ciing nhu tai Truong Pai hoc Sw pham

TP. Hé Chi Minh néi riéng,. Bai viét bat dau véi "linguascape”, mét sé minh hoa tir

Gidng day ngoai ngit khong chuyén: Déi méi va Phat trién 134



HOQI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU
Thang 6 - nam 2012
g6c dé ngén ngir VA su pham Va két thiic véi cdc kién nghi trong thwce hanh giang

day.

The so-called “linguascape” refers to the picture of English language today in the
world, which has become more vivid with the emergence of different varieties.
Under the influence of globalization, people shuttle from one place to another and
bilingualism or multilingualism is becoming more popular with English language
remaining its “champion” position not in terms of L1 speakers but L2. When
language and culture is interdependent and the movement of “global citizens” from
one locality to another, English language itself can not resist the vulnerability of
being influenced and modified diverging from its mother English which is British
English/ American English. Today we have such varieties as Indian English,
Chinese English, Singaporean English, African American English vernacular and
so forth, which add to the innovation and expansion of English. As a result, the

linguascape is not at all easy to sketch.

Related to English language teaching, the influence of this “linguascape”
will be discussed from linguistic and pedagogical dimensions showcased by several
examples from different textbooks worldwide. Linguistic dimension comprises
semantic, pragmatic and discourse levels. From semantic level in English language
teaching, we have quite popular lexical phrases like Big Three, Big Stick
Diplomacy, Yellow Journalism, Pandora’s Box or Uncle Tom and those who have
a proper explanation to these terms are very much appreciated and highly
evaluated. The questions are what these phrases mean, how often we will use them
in our daily communication, whether or not we should know them and why we
have to do that. These are local terms of American society and when we interact
with even a native American, it is very likely that they will ask about our own
society rather than if we know who the second President of their country is, for

example. To demonstrate pragmatic level, this example is cited as follows.

If a person compliments on your watch, you will:
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A. Say “Oh this cheap thing?”

B. Give it to him.

C. Say, “Thanks” and smile.

D. Say, “Would you like to have it?”

Most English teachers encourage their students to choose C as a correct answer
since it is the norm of people in the inner circle, those who speak English as the
first language while in our own culture and other cultures the other options can be
perfectly suitable and very much depend on our interlocutors. At discourse level,
structure of letter writing, for instance, is commonly taught in ELT class and a
structure of an American letter is normally the case while the so-called genre which
can vary across disciplines, locations and time should be of focal concern. What
will happen if on a daily basis, students learn about American way of writing
whereas in the future they will work in a Japanese or Nigerian company where the
style and norms are much divergent. From pedagogical dimensions, two factors
will be examined: materials and methods. Examples from Moroccan and Iranian

textbooks will be given.

Example 1. In English in Life (1990) of Morocco as cited in Matsuda (2012),
there is a reading about an American engineer, Steve Lynch and his family of three

children:

After work Steve comes back home. He likes to be with his family in the evening.
Usually he or Nancy (his daughter) cooks dinner for the family. Then they wash the
plates. Barbara (his wife) just likes to eat. She doesn’t like to work in the kitchen.
She thinks it takes a lot of time and it isn’t interesting. Steve never criticizes her.

Do you think he’s right? (p.41)

In this text, the wife still plays the traditional role of a housewife staying at
home while the husband acts a breadwinner by working outside. Steve, however,
takes domestic duties like washing dishes, which is advocated in Western society.
The task asks students to discuss gender role as to whether or not Barbara should be

criticized for her not fulfilling the traditional female role.
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Example 2: In English textbook of Iran (1998), there is a text about garage
sale and a task asks students to decide which of the items they like to buy as second

hand.

A garage sale is a sale of item you no longer need. People have these sales in the
yards, homes or garages. The task is to “look at the list below and decide with your
partner which item you want to buy new and which item you wouldn’t mid buying
second hand: cassette recorder, shoes, pans, children’s toys, rocking chair, sheet,

underwear, microwave, mattress, picture frame, jewelry, rug, a clock radio”.

Of these items there might be some puzzlement among students since there
are some items in their culture that people will not buy as second hand like
underwear or mattress and will not sell like a picture of human being in their family
or jewelry. Related to Vietnam, we do not have garage sale and the sale of the items
like jewelry signals the downgrade of economic status of a family rather than the

need for clearance.

These two examples are from English textbooks which take the norms of American
or British culture to open for discussion on whether or not the practices are
appropriate while learners are from different cultural backgrounds. These examples
also have implications for Vietnamese ELT context in general and HCMC

University of Education in specific.

In Vietnam and at our university, American and British based textbooks are
widely used and there are some texts and tasks which can be tricky to both teachers
and students because of the differences in the writers’ and the readers’ linguistic

and cultural backgrounds. Hence, some suggestions can be made as such:

First, American/ British English should not be overemphasized in class, but
instead students’ awareness of variations in the world today should be raised. The
question of what English is being used in class among teachers with the answer

being either American or British is no longer valid since our aim is intelligibility
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and cross-cultural communication. Students, therefore, should be exposed to

different cultures and discuss the differences not judgment.

Second, teachers can make some changes to the tasks in textbooks to suit the
local context. Like in the example of garage sale, questions like in Vietnam or in
Iran, “how do we get rid of things we no longer need?” can be asked to help

students draw on their own cultures.

Third, in task and test design, especially in communication questions,
carefulness and sensitivity should be highlighted so that the expected answer does
not come from the inner-circle norms as fixed phrases but rather motivates students

to reflect on their own culture and be conscious of other possibilities out there.

Referring to the job of an English teacher, metaphor of “daughter in law of
hundreds of families” by Phan Le Ha (2008) is used since we have to please so
many people, language policy makers, principals, parents, students etc and meet so
many needs. As for me, | associate myself, an English teacher to a cloud in the sky,
floating aimlessly, not knowing where I am heading to since English is “a linguistic
orphan in search of its parents” (Jenkins, 2003). Nonetheless, in answer to the
“glocal” call which is like being pushed by the strongest wind, we have to adjust
ourselves and our teaching practice to fit ourselves in the context and bring the best

to the students.
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Abstract

The aim of this paper is to analyze the concept and implementation of discourse in
teaching reading comprehension. Reading comprehension is one of the most
important skills to every learner of English, particularly the first non-majored
students at Ho Chi Minh City University of Education. So far, many researchers
and teachers have studied the most appropriate and effective ways and strategies to
teach this skill. The analysis and application of discourse in teaching reading are
also taken into considerable account. The study focuses on activities in pre-, while-

and post-reading stages to enhance students’ reading.
Tém tit
Muc dich ciia bai viét nay la phan tich néi dung va vmg dung ciia “dién ngon”

trong gidng day doc hiéu. Poc hiéu la 1 trong nhitng kj ndng quan trong doi véi

bdt ky mdt nguoi hoc tiéng Anh ndo, ciing nhw sinh vién nam 1 truwong Pai hoc Sie
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Pham thanh phé Ho Chi Minh. Nhiéu nha nghién ciru va gido vién tir lau d nghién
civu nhiéu cdch thire va chién lwoc tiép cin kj nang doc hiéu. Viéc phan tich va iing
dung “dién ngoén” ciing dwgc xem xét rdt nhiéu. Bai nghién civu nay tdp trung xem
xét va dé nghi cdc hoat ddng cu thé trong 3 giai doan day doc hiéu dé nding cao kj

nang doc cho sinh vién.
Key words (ti khéa): discourse: dién ngén
The Concept of Discourse

Recently there have been two different kinds of language as potential objects for
study: one abstracted to teach a language or literacy, or to study how the rules of
language work, or another which has been used to communicate something and is
felt to be coherent (may or may not happen to correspond to a correct sentence or a
series of correct sentences). Cook (1989: 6) pointed out that this later kind of
language- language in use, for communication- is called discourse and the search
for what gives discourse coherence is discourse analysis. Richards, J & Platt, J &
Platt, H defined discourse as “a general term for examples of language use, i.e.

)

language which has been produced as the result of an act of communication”.
Text Analysis and Discourse Analysis

There have been many concepts around the terms text and discourse. Discourse is
the language in action, while a text is the written record of that interaction. For
instance, Nunan (1993) defines text as a reference to a written or taped record of a
piece of communication, whereas discourse refers to the piece of communication in
the context. To some linguists, the terms, however, seem to be used almost

interchangeably.

For example, Halliday and Hassan (1976; I) use "text" to actually refer to
"discourse" for they say a text is unit of the language in use and it may be spoken or
written, prose or verse, dialogue or monologue. Crystal (1971: 72) defines text as
"a piece of naturally occurring spoken, written or signed, discourse identified for
purposes of analysis. It is often a language unit with a definable communicative,

function, such as a conversation, or a poster".
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What elements make the text well-written? Coherence and Cohesion are two

crucial features of a well-written text.

Halliday, M. A. K., & Rugaiya Hasan. (1976) state that coherence is the
quality that makes a text conform to a consistent world view based on one’s
experience and culture or convention, and it should be viewed as a feature related
to all three participants in the interactive process: the writer, the written text, and
the reader. The notion of coherence thus incorporates ways and means by which
ideas and propositions in a text are presented conceptually. For schema theorists,
the coherence of a text is central, and cohesion is a linguistic consequence of
coherence. This is compatible with top-down or concept-driven theorists of reading.
In order to understand the text, readers need to match the schemata of context and
form presented by the writer in the text with their own schemata and their own
view of the world and of the subject area or content presented in the text. There are
two types of coherence- local and global coherence. There needs to be interaction
between global coherence and local coherence. Language teachers can help
students look for and recognize some of the features related to these concepts by
asking the questions: where did the text appear and what do we know about
him/her? When was the article or text published and what were the issues of
concern at that time? Strategies that combine top-down processing with scanning
the text for key sentences can help the reader construct the overall coherence of the
text. Coherence is a feature of the reader’s evaluation of the text which “is
subjective and thus judgments concerning it may vary from reader to reader”
(Hoey, 1991:12). Cohesion is an overt feature of the text, providing surface
evidence for the text’s unity and connectedness. Cohesion is realized linguistically
by device and ties that are elements or units of language used to form a larger text.
It is “a property of the text” which is objective, capable in principle of automatic
recognition. The main function of discourse features that relate to signaling the

text’s cohesion and coherence is to make the text processing possible.

According to this view, text analysis is the study of the formal linguistic

devices that distinguish a text from random sentences. Nevertheless, discourse
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analysis is the study of how sentences in spoken and written language form larger

meaningful units such as paragraphs, conversations, interviews and so on.

Discourse analysis is concerned with the description of language above the
sentence and an interest in the contexts and cultural influences which affect
language in use as stated by Cook (1997: 1X) "Discourse analysis examines how
stretches of language, considered in their full textual, social and psychological
context, become meaningful and unified for their users. It is rapidly expanding
field, providing insight into the problems and processes of language use and

language learning".
Reading and Discourse Analysis

Traditionally, language teaching has concentrated on pronunciation, grammar and
vocabulary, and while these remain the basic of foreign language, discourse
analysis can draw attention to the skills needed to put this knowledge into action
and to achieve successful communication. In a literate society, skill in reading is
imperative since so much of what one needs to know is communicated via written
texts. In a second foreign language, reading carries even greater potential
importance than in the first language since it is often the only readily available
exposure to the target language. A learner of another language will be able to retain
some of the knowledge gained in a course of study by continuing to read in that
language for many years after graduating from the course. For anyone learning the
language of a remote country, reading opens up a world of literature and culture
representing that country in a manner that would not otherwise be possible. First of

all, the interactive nature of the reading process is dealt with.

Discourse structure has been analyzed as a product and a process. In
discourse, especially in the reading process, “schemata” is a quite important term to
analyze. These are “mental representations of typical situations” and can be seen
as “the organized background knowledge which leads us to expect or predict
aspects in our interpretation of discourse” (Brown, G & Yule, G, 1989:247). The
idea is that the mind, stimulated by key words or phrases in the text, or by the

context, activates knowledge schemata, and uses it to make sense of the discourse.
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There are a number of pieces of evidence that the mind does in fact employ
knowledge schemata in the interpretation of discourse. People reading the text
questioned about a text or asked to recall it frequently fill in details which they
were not actually given, but which a schema has provided for them. Making sense
of discourse is a process of using both our linguistic knowledge and our content
knowledge, these schemata or “mental film scripts” are extremely important. The
reader must use their linguistic and content knowledge to reconstruct the original
meanings of the creator of the story. Schema theory suggested that our knowledge
and expectations about the world will strongly affect our ability to understand new
information by providing a framework within which that new information might fit.
Carell and Eisterhold (1988:84) pointed out: “Bottom-up processing is evoked by
the incoming data; the features of the data enter the system through the best fitting,
bottom-up schemata. Schemata hierarchically organized, from most general at the

top to most specific at the bottom.”.

There is no doubt that the participants involved in reading and
comprehending a text are the writer, the text, and the reader because a person
reading a text has to perform a number of simultaneous tasks: decode the message
by recognizing the written signs, interpret the message by assigning the meaning to
the string of words, and finally understand what the author’s intention was.
Historically, two separate approaches to reading developed in the literature and

research: bottom-up approaches and top-down approaches.

A top-down approach- a holistic approach- to language regards all levels
of language as a whole, working together, while a bottom-up approach- an
atomistic approach- divides communication into discrete levels, which can be dealt
with separately. Thus, bottom-up approaches view reading as “a series of stages
that proceed in a fixed order from sensory input to comprehension” (Hudson,
1998:46) and top-down approaches view the interpretation process as a continuum
of changing hypotheses about the incoming information. More recently, approaches
that take an interactive view of reading require an integration and combination of

both top-down and bottom-up approaches to describe the reading process.
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Top-down processing is often referred to as the knowledge-driven or
concept-driven approach to a text and it consolidates all the elements, such as the
readers’ or the learners’ knowledge and prior reading experience. Simultaneously
with top-down processing, readers utilize a bottom-up approach, also known as
data-driven processing, which is text bound and which relies heavily on linguistic
information (both semantic and syntactic in nature) available in the text. It is the
complementary utilization of the two types of processing that make text
interpretation possible. Good and effective readers constantly integrate top-down
and bottom-up processing techniques. According to Bernhardt, E.B. (1991,
language knowledge, discourse knowledge, socio-cultural knowledge and general
knowledge are the factors deciding a reading course. He also state that these two
approaches are conscious ways of processing a particular text. The teacher’s role is
to decide what effective reading activities will be for their specific students’ level

and learning style.

It is important to encourage the reader to develop meta-cognitive
awareness of the interpretation process and of individual processing strategies.
Such meta-cognitive awareness connects top-down with bottom-up processing. The
most significant finding of the study carried out by Schoomen, Hulstijn, and
Bossers (1998) in terms of foreign language teaching is that strong meta-cognitive
knowledge, reading goals, and text characteristics can not compensate for
language-specific knowledge if the latter remains below a certain threshold level. It
emphasizes, therefore, the need for the effective reader to have both languages for
bottom-up processing and prior language for top-down processing with the meta-
cognitive knowledge acting as mediator. In the reading process, top-down approach
Is used in Pre-reading while bottom-up approach can be most useful in While-
reading. The interactive process- bottom-up and top-down approaches can prove at

most effect for Post-reading activities.

Teachers should be aware of the difficulties students face in reading. Carell
(1988) discusses two types of difficulties that learners may encounter when

reading: too much reliance on text-based features via bottom-up processing

Gidng day ngoai ngit khong chuyén: Déi méi va Phat trién 144



HOQI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU

Thang 6 - nam 2012

resulting in text bounded ness, or alternatively, too much reliance on knowledge-
based processing, thereby allowing inappropriate schemata and irrelevant extra
textual knowledge to interfere with proper text interpretation. Grammar features in
the text also cause difficulties to students, especially nominalization and adjectival
clauses with deleted subjects. Discourse features such as the use of tense and aspect
markers, reference also create a twofold difficulty. Dublin and Olshtain (1992)
further emphasize the need for teachers to consider the extent to which a given text
provides useful contextual clues. Lexical accessibility plays a quite important role

in the effectiveness of the reading process.

A discourse-based approach to reading with its emphasis on the reader’s
awareness and full participation in the reading process leads toward a number of
major goals to be attained and implemented in a reading course. Learners should be
given ample time and opportunity to engage in independent reading. Silent reading
In guided situations, shared reading in groups, and individual reading inside and
outside the classroom should all be planned carefully as integral part of the reading
course. It is only when reading independently, according to self-defined needs and
goals, that the learner can develop truly effective reading strategies. Another
Important goal of a discourse-oriented course is to expose the learners to a variety
of texts, genres, content areas, and styles of writing. While engaging in the process
of such different texts and in doing the accompanying activities, the learner can
develop both the language component and the processing skills. Reading activities
can focus on the purpose of reading; the development of reading strategies and
gaining information and knowledge. Such activities, when aimed at young learners,
need to be interesting and have an element of fun and enjoyment. The tasks
designed should help students discern the coherent/ logical organization of the text
as well as the grammatical/ cohesive connections. Such an activity can be done in
small groups to facilitate interaction with a follow-up discussion session to resolve
any questions or problems. There are a lot of possible activities to aid students in

discourse comprehension (Guy, 1989: 80)

+ identifying the meaning of pronouns

Gidng day ngoai ngit khong chuyén: Déi méi va Phat trién 145



HOQI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU
Thang 6 - nam 2012
¢+ predicting the contents

% answering factual questions

¢+ practicing grammatical structures

% identifying the sender and intended receiver
++ scanning for information

% discussing issues raised

+¢ defining words

% giving a title

+¢+ taking notes on a given topic

Discourse in Action in the series Reading and Thinking in English, Moore et al

(1980: X) use the following sequence of activities with reading comprehension:
v Prediction of contents based on the title, before reading the passage

v Extensive reading: skimming (to identify important ideas) and scanning

(to pick out points of detail)

v" Intensive reading: questions helping students understand sections more

closely

v" Information retrieval: students are guided to use information for

summaries, diagrams, and tables.

v' Evaluation: students express their opinions, compare the passage with

others.

v" Follow-up: a challenging activity to make use of and extend the

information.

According to Aebersold (1997), both L2/ Fl reading comprehension
research tells us that readers benefit in three main ways from having an
introduction to the topic of an information text before they begin to read. First, an
introduction helps students to recall any information that they may already know

about the topic (content schemata), either from personal experience or other
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reading. If the students keep this knowledge in mind as they read, they increase
their opportunities to make sense of the information they find in the text. An
introduction may also bring to mind cultural factors that help them understand the
new material, enhancing comprehension. Second, getting students to start to think
about the topic should increase their interest in the topic and thereby motivate them
to read. Third, if the introduction activity is conducted to the L2/ FL, it will also
review or introduce the relevant vocabulary of that topic. It is, thus, useful to take a

look at a following critical reading procedure:
1 Pre-reading activities:
¢ Students provide their own questions, statements, or hypotheses
¢ Cross-cultural pre-reading tasks
V1 While-reading activities:
¢ Offering students alternative reading of a text
¢ Identifying parallel discourses
¢ Analyzing linguistic choices
1 Post-reading activities:
+ Draw on different discourse and imply different model reader
How to teach a text according to the concept of the discourse

The following is a text and some activities based on the concept of discourse in

teaching reading.

Text actually used: The extract from the novel “Fever Pitch” by Nick
Hornby.

Reasons for choosing this text and students’ level to teach:

The text is presented as a reference material in teaching reading comprehension to
first year non-majored students at Ho Chi Minh City Univeristy of Education. At

the time when this paper is being written, Euro 2012 is coming with certainly hot
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matches. That is the reason why | choose this text to teach these students at the

university. So the following extract is chosen.
Background and summary of the story:

It is the book of the film that launched a thousand careers and touched the heart of a
nation - the book that gave intelligent football fans the chance to bury their
oxymoron pasts. Fever Pitch (1992) is Nick Hornby’s memoir of growing up an
ardent football fan. As a child, he started watching football wih his father. Football,
and Arsenal in particular so came to dominate his life that he measured his adult
relationships and events against Arsenal’s fortunes. Critics have said that the book
IS more about obsession than football and praised for its wry humour and shrew

insight into human behaviour.

FEVER PITCH FEVER
“Funny, wise and true” PI'TCH
Al oo wley
Roddy Doyle

NICK HORNBY

My arrival in Cambridge provoked the best

seasons in United’s short history. In my first year they

won the Fourth Division by a mile; in my second, they

found life a bit tougher in the Third, and had to wait
until the final week of the season before clinching promotion. They had two games
In a week at the Abbey*: one on the Tuesday night against Wrexham, the best team
in the division, which they won 1-0, and one on the Saturday against Exeter, which

they needed to win to be sure of going up.

With twenty minutes to go, Exeter went into the lead, and my girlfriend
(who together with her girlfriend and her girlfriend’s boyfriend had wanted to
experience at first hand the dizzy glory of promotion) promptly did what | had
always presumed women were apt to do at moments of crisis: she fainted. Her
girlfriend took her off to see the St John’s Ambulancemen; I, meanwhile, did

nothing, followed minutes later by a winner. It was only after the players had
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popped the last champagne cork at the jubilant crowd that | started to feel bad about

my earlier indifference.

| had recently read The Female Eunuch *, a book which made a deep and
lasting impression on me. And yet how was | supposed to get excited about the
oppression of females if they couldn’t be trusted to stay upright during the final
minutes of a desperately close promotion campaign? And what was to be done
about a male who was more concerned about being a goal down to Exeter City of
the Third Division than he was about somebody he loved very much? It all looked

hopeless.

Thirteen years later |1 am still ashamed of my unwillingness, my inability, to
help, and the reason I feel ashamed is partly to do with the awareness that [ haven’t
changed a bit. I don’t want to look after anybody when I’'m at a match. I’'m not
capable of looking after anybody at a match. | am writing some nine hours before
Arsenal * play Benfica* in the European Cup, the most important match at
Highbury * for years, and my partner will be with me: what happens is she keels
over? Would | have the decency, the maturity, the common sense, to make sure that
she was properly looked after?. Or would | shove her limp body to one side, carry
on screaming at the linesman, and hope that she is still breathing at the end of
ninety minutes, always presuming, of course, that extra time and penalties are not

required?

I know that these worries are prompted by the little boy in me, who is
allowed to run riot when it comes to football: this little boy feels that women are
always going to faint at football matches, that they are weak, that their presence at
games will inevitably result in distraction and disaster, even though my present
partner has been to Highbury probably forty or fifty times and has shown no signs
of fainting whatsoever. (In fact it is I who have come closest to fainting on
occasions, when the tension of the last five minutes of a cup-tie constricts my chest
and forces all the blood out of my head, if that is biologically possible; and
sometimes, when Arsenal score, | see stars, literally- well, little sponges of light,

literally- which can not be a sign of great physical robustness). But then, that is
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what football has done to me. It has turned me into someone who would not help if

my girlfriend went into labour at an impossible moment ( | have often wondered

about what would happen if | was due to become a father on an Arsenal Cup Final);

and for the duration of the games | am an eleven-year-old. When | described

football as a retardant, | meant it.
Notes:
*The Abbey: Cambridge United’s football ground

*The Female Eunuch: well-known feminist book

*Arsenal: English football team
*Benfica: Portuguese football team
*Highbury: Arsenal’s football ground.
Reading activities based on the concept of discourse
Pre-reading activities
1. Before you read the text, read this funny poem.

Are there any word about football you know?

©OOOOOO© Bedroom Football
An old man and his wife have gone to bed.

After laying in bed for a few minutes, the old man cut a fart and says, "seven

points."
His wife rolls over and asks, "What in the world was that?"
The old man says, "Touchdown. I'm ahead 7 to nothing."

A few minutes later, the wife lets one go and says, "Touchdown, tie score."

After about ten minutes, the old man farts again and says, "Touchdown, I'm ahead

14to 7.
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Now starting to get into this, the wife quickly farts again and says, "Touchdown, tie

score."
The old man strains really hard, but to no avail -- he can't fart.

So not to be outdone by his wife, he gives it everything he has and strains real hard

to get out just one more fart.
Straining, the old man tries so hard, he poops in the bed.
The wife asks, "Now what in the world was that?"

The old man replies, "Half-time, switch sides."

2. Check that you know the meanings of these sports

expressions:

@ division season

promotion extra time
equalize cup-tie
linesman lead

How can you know them? Illustrate them if you can.

3. Look at the cover of the book and read the extract quickly to answer the

questions:
v" In what way is the picture on the cover relevant to the content of this chapter?
v Which of the five paragraphs deal with the past, and which with the present?
While-reading activities:

1. Read the text more carefully, and use the context to work out the meaning of

==] these expressions:

1. popped — what is the direct object of this verb?
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2. unwillingness- there is a phrase in the next sentence which has a similar

meaning?

3. inability- which expression in the next sentence has a similar meaning?

4. my partner - his previous partner is mentioned in paragraph 4

5. she keels over- which other she is mentioned in the text, and what did she do?

6. physical robustness- this contrasts with an adjective at the start of this
paragraph.

7. went into labour- what does he say about Cup Final day?

8. retardant- how old do you think the author is? What age does he say he

“becomes” during football matches?

2. You are going to read an extract from a novel about the author’s love of

football.

Discover the author’s love for football.

You might consider these following questions:

1. The writer did not care about the incident involving his girlfriend until (
Cambridge has scored their first /celebrated their success./ Exeter had scored

a goal)
2. What does the writer say about himself in the third paragraph?
(His love his girlfriend./ interest/ problem/ angriness)
3. Before the Benfica match, the writer is afraid that he might
(miss something, feel upset...)
4. The idea that women should not attend football matches comes from...?.

5. What does the writer imply in the sentence beginning In fact... in the last

paragraph?

6. Overall, how does the writer feel about his passion for football?
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Post-reading activities

1. Can you recall the story now?

2. Group Discussion:

Do you feel passionate about any sports team, or individual

player?

If not, do you understand why some people do?
Which sports do people feel very strongly about in your country?
Is it good or bad to be passionate about sport?

8 Fun Corner:

A man receives a free ticket to the Super Bowl
from his company. Unfortunately, when he arrives at
B the stadium he realizes the seat is in the last row in the
corner of the stadium....... he is closer to the Goodyear
Blimp than the field!

About halfway through the first quarter he notices an
empty seat 10 rows off the field right on the 50 yard line. He decides to take a
chance and makes his way through the stadium around the security guards to the
empty seat. As he sits down, he asks the gentleman sitting next to

him, "Excuse me, is anyone sitting here?"

The man replies "No". Now, very excited to be in such a great seat or the game, he
again inquires of the man next to him, "This is incredible! Who in their right mind
would have a seat like this at the Super Bowl and not use it?". The man replies,
"Well, actually, the seat belongs to me, | was supposed to come with my wife, but
she recently passed away. This is the first Super Bowl we haven't been together
since we got married in 1967."

"Well, that's terribly sad. But still, couldn't you find someone to take the seat? A
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relative or close friend?"

"No," the man replied, "they're all at the funeral.”

In the real classroom, these activities can gain some desired results, providing that
students are at intermediate or higher.

Conclusion

To summarize, the authors have just designed reading activities for Pre-, While-,
and Post-Reading exercises. These are the suggested activities based on the concept
of discourse. The further research may be the metacognitiveness in reading

teaching to non-language learners at HCM University of Education.
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SO SANH POI CHIEU TRAT TU DANH NGU CUA
TIENG ANH VA TIENG VIET.

Nguyén Thiy Oanh, MA
Biodata
Nguyén Thay Oanh has been working as a lecturer of English at Ho Chi Minh University
of Education for more than twenty years. She received an MA in Comparative Linguistics
from The University of Social Sciences and Humanities - Ho Chi Minh City. Her research
interest includes TESOL and Comparative Linguistics.
Abstract
The aim of the paper is to compare the order in the noun phrases in Viethamese and
English. The order of Vietnamese noun phrases and the counterparts of English will be
fully analysed with critical thoughts on the similarities and differences.
Tém tit
Muc dich cia bai viét nday nham khdo sdt trt tw tir trong tiéng Anh va trong tiéng Viét.
Trdt ti tir trong danh ngir tiéng Anh va tiéng Viét dwoc phdn tich ky ledng, cé su so sanh
doi chiéu.
Phan mé dau
Muc dich nghién ctru
Tu lau tiéng Anh da dugc du nhdp vao Viét Nam va dugc gidi hoc gia dic biét quan tam.
Hién nay, trong qua trinh héi nhap WTO, vi¢c giang day va hoc tiéng Anh lai cang trd nén
hét strc can thiét dé dua dat nude Viét Nam hoi nhap nén kinh té thé gioi. Hon nira, tiéng
Viét va tiéng Anh khong nhiing 14 hai ngon ngit khac xa nhau, xét vé ngudn gbc, ma con la
hai ngon ngit khac xa nhau vé ngoai hinh.
Do vay, mdt su nghién ctru c6 tinh chét so sanh nhu vira noi, vé hai ngdn nglr nay néu tién
hanh mét cach nghiém tic va khoa hoc con cé gia tri 1y thuyét dang ké, no s& gdp phan soi
sang nhitng nét riéng ciing nhu nhiing dic diém loai hinh ctia méi ngdn ngit, didu ma lau
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nay chua duoc cac nha ngén ngit hoc quan tAm nhiéu. Viéc khao sat trat tu tir trong tiéng
Anh va trong tiéng Viét ma bai viét dat ra chinh 1a nhim vao muc dich dé.

Phwong phap nghién ciru

Yéu cau dit ra cho bai viét ndy 1a so sanh trt ty tir ciia danh ngit trong tiéng Anh va tiéng
Viét. Qua su so sanh nay, bai tiéu luan cua chung t6i c¢6 ging trong hai ngén ngit ndy. O
day phuong phap co ban dugc st dung trong bai ludn 1a phuong phap miéu t4, tir do so
sanh loai hinh, tirc 1a dem trat tu tur trong céu trac cla tiéng Anh dem so sanh trat tu tur
trong ciu tric cua tiéng Viét dé phat hién ra nhiing diém twong dong va khac biét giira hai
ngdn ngir vé trat ty tir. Ngoai ra, dé 1am rd hon vé van dé nay, chung t6i st dung phuong
phap dbi chiéu giita hai loai hinh ngén ngit.

B6 cuc bai viét

Trong bai tiéu luan nay, chung toi s& so sanh dbi chiéu vé trat tu trong danh ngit cia tiéng
Anh va tiéng Viét theo bé cuc sau:

-Miéu ta, phan tich trat tu tir trong tiéng Anh va tiéng Viét.

-So sanh, d6i chiéu hai loai danh tir ndy va rit ra diém giéng nhau va khac nhau cua chung.
Két luan nam & phén cudi cua bai tiéu luan, tom lugc vé nhitng gi da néu trong phén noi

dung, dwa ra nhan xét va nhitng tng dung thuc tién.

Noi dung
Gidi thiéu chung
Chinh Wilhem Von Humbolt d nhdn dinh ring: “Ngon ngi 13 linh hon cua dan téc, ngdn
ngit phan anh cach tu duy ctia mdi dan toc dung no”. Tuy theo loai hinh vin hoa va loai
hinh van hoéa va loai hinh ngén ngit ma ngoén ngir cua nhiing dan toc d6 c6 nhirng nét dac
thu riéng.
Sau day, ta hiy cing xem xét tiéng Viét va tiéng Anh duoc xép vao loai ngdn ngir

ndo, do chiu anh hudng boi loai hinh vin héa ndo, ciing nhu nhitng dic thu trong mdi loai
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hinh nay da chi phdi dén trat tu tir néi chung va trat ty dinh ngit trong danh tir néi riéng ma

ta s€ xét dén nd1 dung chinh cua viét nay.

Miéu ta, phan tich

Khai niém danh ngir:

Sau khi xem xét ki, chung t61 dong y véi quan diém cua sach tir dién tiéng Viét nhu sau:

Danh tir 1a mét to hop tir ¢6 két cau chinh phy trong d6 danh tir 1am thanh t6 trung tim

(thanh t6 chinh).
VD:

Trong tiéng Viét: MAy cai nhd may san xut vii khi hat nhan.

Trong tiéng Anh: The White

Ciu tao chung ciia danh ngir:

House, a black long hair, her small round pink face.

Thanh té phuy trudc + trung tAm ngit +thanh t6

-3 -2 -1 0 +1 +2 +3 |+4 |45
A b C d e f g h h i J Il |m |n 0
Tur S5 | Tx | Danh | Danh | Trang | Quéc | Kich | Hinh | Thoi | Cha [ M | S6 | Chi | So
tong | tir chi | tur tir thai/ | tich | thudc | dang | gian |t au | tht | dinh | hiru
lwong xuét | chinh phu vat chié lug |sd | tu
liéu u dai ng |c
1. Mo | cai | &o moi | de |m
t dai p |au
Xa
n
h
la
ca
y
2. Mo | cai | hop thiéc ci | co
t loi
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ich

guo

ng

mat

nho

tron

cu

ta

Vai

cai

bap

cai

16n

trai

tao

ch

ua

au

Xa

6.TAt

ca

nhir

ng

chi

giay

da

ran

nhéd

do

con

tem

birc

tudn

gach

cao
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9. Mb day da dai m
t thit au
lung na
u
10. [ Mo |cai |don Van rét
t ghd g cli
11. | Sau |cai |éo Viét da cu
dai Nam u a
tié cb
n ta
12. | Mb hé | thiét |in (cta hié
t thon | bi )pha n
g p dai
13. Mo | con | ca chié to ng
t n on
14, Mo sinh tr
t vién te,
ca
0
va
kh
oe
ma
nh
15. boi to tron m cu
mat au a
xa Ma
n rr
h

Gidng day ngoai ngit khéng chuyén: Péi méi va Phat trién

160



HOQI THAO KHOA HQC THUONG NIEN- TO NGOAI NGU
Thang 6 - nam 2012

Bdng 1: Trét ty tir trong danh ngit tiéng Viét
Thanh t6 phu truéc: bao gom:
Tir chi tong lwong. (vi tri-3): tit ca, hét thay. toan bo nhitng tir ndy co thé
dung lién trude nhitng 16p tir con sau:
- Sé tir (¢ vi trf -2) nhu: mét, hai, ba.....
- Danh tir tap thé (khong can co tir & vi tri - 2), nhu: dan, 1, b, nam ...
- Danh tir tong hop (khong can co tir & vi tri - 2), nhu: quan 4o, binh linh, xe c0,
may moc...
VD: tit cd moi viéc, tit ca 5 ngudi, tat ca binh linh.
S6 tir. (vi tri -2), 1a nhiing 16p tir con sau:
- S6 tir nhu: mot, hai, ba...sd tir khong dung lién trude danh tir tong hop.
VD: khong noi: bén xe ¢, mudi quin 40; ma phai noi: muoi bd quan 4o, nam dan
trau bo.
- T chi s phong dinh nhu: vai, ddm, muoi, méy. ..
- Tir ham y phan phdi nhu: mdi, moi, ting. ..
- Quan tur nhu: nhitng, cac, cot.
Céc tir phong dinh, tir nhitng c6 thé dung lién trudc danh tir tong hop khi co tir
loai xen gitra.
VD: didm cai quan 4o.
Tir chi xuét. (vi tri - 1) hay con goi la loai tur, cu thé 1a tir cai..., co tac dung chi
Xuét su vat néu & thanh t6 chinh, tirc 1 tach sy vat ra dé nhdn manh. Tt cac chi xuét co
thé xuat hién trude danh tir chi chat thé nhu: cai thép nay, cai vai ndy...
Trung tim ngir:
Van dé trung tdm cta ngir danh tir con dang duoc thao luan. C6 nhidu giai phap khac nhau
dbi vé6i trudong hop ngit danh tir ¢6 hai danh tir ding 1ién nhau: mot danh tir chi don vi va
mot danh tir chi ndi dung cu thé cta don vi.

VD: nhiing guyén sach éy, nam qud cam ngot kia,...
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Tuy nhién trong bai tiéu luin nay chung t6i chi phan tich trung tdm cta ngit danh tir 1a
danh tir dimg trudc, khong ban dén nhiing trudng hop thudc kiéu khac nhu to hop hai danh
tir c6 quan hé dang 14p (VD: Chao 6i! Sp thd hoi cudi cung, Bac con nghi dén mién Nam,
dén hanh phiic va niém vui ciia dong bao mién Biic, ai nghe ma khong cam thay thuong
mén Bac dén quin dau tirng doan rudt). Quan niém ndy mot mit phu hop véi cach nhin cua
nguol ban nglr khi nhan thirc hién thuc khach quan, mat khac phu hop voi trat tu thong
thudng trong quan hé chinh phu cia tiéng Viét.
Trung tim ngir 13 mét danh tir, phia trweée va sau n6 cé thé 1a mdt thanh té phu.
VD:

Tat ca chinh sach cua Pang va nha Nudc

TTPT TTN TTPS
P6i khi danh ngit ciing ¢ thé chi 1a mot danh tir trung tam ma khong c6 thanh t6 phu.

VD: Toi doc sach

Thanh t6 phu sau ciia danh ngir

Vi tri + 1: (cot e) 1a nhitng danh tir phu (cum tir ¢ dinh ¥ nghia ctia vat biéu thi
bang danh tir & vi tri trung tam). VD: phong tap chi, sich bdo trong va ngoai nudc, hé
thdng thiét bi. Pinh ngir & vi tri +1 nay thuong ton tai khi danh tir trung tim biéu thi nhiing
su vat c¢6 stc chira dung, nhitng hé théng hay quy mé 16n (can ban dinh lai), hay nhiing
don vi do luong.

VD: trai cam, ao nudc, mon vatly ...

Vi tri +2: (g0m céc cot tir f - 1) 12 nhitng thuc tir néu ddc trung cua vat biéu thi
bang danh tir ¢ vi tri trung tAm. Sb lwong thuc tir c6 mit déng thoi dé néu nhitng dic trung
khac nhau tai vi tri nay vé mat nguyén tac la khong han ché, nhung thyc té chi thuong tir 1
dén 3 thuc . Chung ta c6 chi c6 thé 1a 1 tr, tO hop tir, cum chu - vi, ngit ¢d dinh. ..

VD: cin phong rat dep, sach mdi va hay, cudc doi ba chim bay ndi ...Néu c6 nhiéu thanh

t xuat hién dong thoi thi trat tu cta ching noi chung 1a:
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-Thanh té phy néu dic trung thudng xuyén hon s& ding trude, VD: 4o len/ méi.
-Thanh t6 phu 1a danh tir hay vi tir dimg trude, dén s tir, va cudi cung 13 vi tri. VD: duong
tranh/ s6 4/ & giira.
-Thanh t6 c6 dung luong nhé thudng ding trudce thanh t6 c6 dung luong 16n hay cac thanh
t co chira két tir. VD: van dé cip bach/ sb 1/vé san xuit hang tiéu dung. Tuy nhién, trat tur
tir ndy co thé bi thay doi do cac yéu té vé ngit diéu, tam 1. ..

Vi tri +3: (cot m)chuyén ding cho cic cum tir chi tht tu: dau tién, sau cing, tht
nhat, thtr 2, 3, 4...

VD: sau cai 40 dai Viét Nam cua co ta

Vi tri +4: (cot n) chuyén dung cho cac tir chi dinh: 4y, no, kia, nay, day, d6...Pugc
ding nhu 13 bién gidi cudi cing cta danh ngi (trir trudng hop ¢ thanh té chira két tir thude
vitri 1).
VD: Xét: viée dy/cta anh va viéc/cua anh/ dy. Bai tho/ hay (danh ngit) va bai tho nay/ hay
(cau).

Vi tri +5: (cdt 0) gidi ngilr, nhu cua.
VD: tit ca nhitng hai thung gao day ap 4y cua ba.

Danh ngir c¢6 thé 1a cum chu - vi:

-3 -2 -1 0 +1 +2 +3 +4 +5 +6

A b C d e -1 m n 0 p

Tu Sotir | T chi | Danh Danh Dinh S6 tha | Chi Sé hiru | Cum

téng Xuét tr tor phu | nglr chi | tu dinh chu - vi

luong chinh tinh mo ta
chat

1 Mot cai ao dai Moéi cia cO | O trong
dep ta td quan
mau ao
xanh la
cay
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2 Nguoi | giao su gia dang
giang
bai

3 Cau con trai Trong
chiéc
a0 so
mi
tréng
dang
noi
chuyén
voi

thay

gido

Bdng 2. Danh ngir 1a cum chu - vi.

Nhu vay trong cic VD & bang 2 trén, ta thiy rang cac tir ¢ vi tri tir - 3 dén+ 5
dong vai tro 1a chu ngtr cia danh ngir, con cum chi - vi mo6 ta & vi tri +6 lai dong vai tro la
vi ngit cua danh ngit.

So d6 céu tao chi tiét ciia danh ngir tiéng Anh.
Trong tiéng Anh vi mot sd 1y do, danh ngit c6 thé dugc xem nhu 1a mot don vi ngit phap
doc lap. Piéu d6 c6 thé duoc thiy trong ct phap cua cac trudng hop sé hitu cach. VD nhu

[13 b

trong cau: “The king of Sparta’s wife”, voi tir s¢ hitu cach 1a “ ’s 7, khong dugc dat sau tur
“The king”, ngudi that sy ¢6 vo trong tinh hudng ndy, ma thay vao dé 1a tir Sparta. Nhur
vay tir s¢ hitu cach bo nghia cho ca mot cum tir The king of Sparta.

Céu tric cia cac danh ngir

Céc danh ngir c6 thé dai v6 han dinh, nén chung dugc sap xép nhu sau:
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CHUC Tw han | Cdc bé ngir trude T Cic bé ngir sau
NANG dinh chinh(trung
tim ngir)
(a) lions
(b) the young
(c) the information age
(d) each of the children
(e) some badly needed time with the family
() this conclusion to the story
(9) all my children
(h) several new mystery books which we recently
enjoyed
(i) such a marvelous data bank filled with
infomation
) a better person than |
FORMS Pronoun Participle Noun Prepositional
Phase
Article Noun Adjective Relative Clause
Quantifier | Adjective Phrase Pronoun Nonfinite Clause
Complementation

Bing 3. Céc vi du vé danh ngir trong tiéng Anh
Chirc nang cua danh ngir:
Trong tiéng Viét:
Lam chi ngir:

VD: Lan dau tién trong lich str, mét vi Chii tich nwéc mang d6i dép cia nguoi

cung kho .
Lam vi ngir:
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VD: Mi mwoi sau tuoi.

Lan dau tién trong lich str, mot vi Chu tich nudc mang do6i dép cua nguoi

cung kho.
Thanh phén phu cia ciu:

VD: Lan diu tién trong lich sir, mot vi Chu tich nudc mang doi dép cua

nhitng ngudi cung kho.
True tiép tao ciu: Trong nhirng bdi canh giao tiép cu thé, ngit danh tir co thé
tao thanh cau (cau dac biét).
VD: Nhiing canh dong thom mét
Nhitng nga duong bat ngat
Nhirng dong song dé nang phu sa...
(Nguyén Dinh Thi)
Trong tiéng Anh:
Lam chu ngir: VD: The book on the shelf is mine.
Lam vi ngir: VD: | give my girl friend a bunch of flower.
Lam bd ngir (sau dong tir to be, become): VD: This is my old school.
Lam bo ngir ciia giéi tir: VD: | am tired of working all day long.
Lam cdu: VD: What a beautiful girl! (“What” ¢ day dong vai tro nhu mét tinh
tur.
Phan so sanh
Giong nhau:
Vé chirc ning:
% Cum danh tir trong tiéng Anh va tiéng Viét déu c6 chirc nang nhu nhau: lam chu ngi,

lam vi nglt va lam cau.

Vé cau tao:
% Trong tiéng Anh va tiéng Viét déu c6 ba phan gidng nhau: thanh phan phu trudc, thanh
phan phy chinh va thanh phan phy sau.
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D)

Céc thanh t6 phu trude trong tiéng Viét va tiéng Anh thuong c6 trat tu ¢ dinh nhiing
doi lac cac vi tri co thé duogc thay doi trong mat $6 truong hop nhét dinh do c4c nhan
t6 vé trat tu tir nhu yéu tb tam 1y, yéu t6 hai hoa vé& mit ngit 4m,...VD: mot b6 hoa tuoi

to — mot sO bd hoa to tuoi, tat ca ndm ngudi — nam nguoi tat ca.

Déu co tir chi s6 lvgng ndm trude trung tam ngtr. VD: cai 4o dai mdi cua ¢o ta trong tu

quan 40; a book in the shelf

Truong hop dic biét, danh ngit trong ca hai ngon ngit déu co thé 1a mot tir. VD: books

are good, t6i doc sach...

Pung phia sau trung tim ngit 13 dong tir. VD: ngudi gido su gia dang giang bai 1a bd

cua to1, the man teaching in this class in my father.
Pai tir bat dinh ding trude danh tur. VD: some books, mdt vai cudn sach.

Khac nhau:
Déi chiéu tiéng Anh va tiéng Viét

TIENG VIET

TIENG ANH

-Chi dinh tir dng trudc thanh t6

trung tam (this book, these

people...)
-Sé thir ty dat truée danh tir trung
tam ngir (the first time, the second
time ...)

-Dai tir s¢ hitu dat trude trung tam
ngtr (my pet, her student...).

-C6 hiru

student’s books...).

cach (Marry’s bag,

-Danh tr phu dung trudce, danh tu

-Chi dinh tir ding sau thanh td trung
tam.(cai nay, cai do, cai kia...)

-Sé tht tu dat sau danh tir trung tam
ngit (hang thir nhat, hoc sinh th
hai...)

-Dai tir s¢ hitu dat sau trung tdim nglr
(con meo cua toi, vo cia ban...)
-Khong c6 hiru cach

-Danh tor phu dong sau, danh tu
chinh dung trude (bdo cao khoa hoc,

sach gidi tinh...)
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chinh ding sau (an air flow meter,
science report,...)

-Tinh tr dung trudc danh tu (blue
shirt, old bag,...)

-Hinh thtrc qua khtr phan tir néu dat
trudc danh tir thi duoc coi 1a tinh tir
(b interesting books, educated
people ...) néu dit sau dugc xem 13
mot cum dong tur.

-Tinh tir c¢6 thé lam trung tim ngi
(the old, the dead...)

-Khong c6 tir chi xuat (loai ti).
VD: dog, cat...

-Ménh 1énh lién hé c6 thé thay thé

-Tinh tr ding sau danh tir (con tem
mau xanh, cai nha cii...)

-Khong ¢6 hinh thirc qua khir phan tur

-Tinh tir khong thé lam trung tim

ngtr

-C6 céc tir chi xuat (con, cai...). VD:
con cho, cai ao.

-Ménh 1énh lién hé khong thé thay
thé bang cum gidi tir. O day danh tir
dong vai tro 1a mot cum cha - vi.

VD: nguodi dan 6ng doi céi nodn.

bang cum gi6i tir. VD: “The man
who is wearing the hat” dugc thay

bang “The man with the hat”

Két luan

Tom luwoge

Trong phan phan tich néu trén, chung t6i da dé cap dén mot s6 van dé vé danh ngit trong
tiéng Anh va Viét bao gdm: danh ngit 13 mot cum chinh phu trong d6 danh tir lam thanh t6
chinh, c6 cdu tao gdbm ba phan.Tuy nhién, doi khi danh ngir chi 13 mot cum danh tir. Trong
quéa trinh so sanh, chiing t6i nhan thiy danh ngir tiéng Anh va danh ngit tiéng Viét co
nhitg diém giéng va khac nhau. V& diém gidng nhau: ca hai déu c6 cau trac co ban gdm
c¢6 thanh phan phu trudc, thanh phan trung tdm va thanh phan phu sau. Trong hai thanh

phan phy d6 c6 mot sé vi tri trong dwong nhau & hai ngon ngit. Mit khac, ching ciing c6
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nhiing diém khac nhau ndi bat vé vi tri cta tinh tir chéng han nhu: A beautiful girl, mét co
gai dep va vé trung tim ngit trong tiéng Anh ciing c6 thé 1a tinh tir nhu da néu trong phan
ndi dung cua bai tiéu luan.

Nhan xét

Qua sy phan tich cac trat ty tir trong danh ngit tiéng Anh va tiéng Viét, ta rut ra duoc
nhan x¢&t sau:

-Ca hai ngon ngir tiéng Anh va tiéng Viét déu cing loai hinh S_V_O, cung gidng nhau vé
trat ty tir & phan chi dinh tir (determiner), mao tir (article) va gidi ngit (prepositional phase)
sau danh tir. Nhu: tit ca N, N caa N vé..., N ma,...

-Diém khac biét 16n nhat vé trat tu cac dinh tb trong mot danh ngir tiéng Anh va tiéng Viét
1a: trong tiéng Anh céc tinh tir dimg trudc danh tir, con trong tiéng Viét thi nguoc lai. Tiéng
Viét cho phép nguoi sir dung (nguoi nodi / viét ) mot nguyén tic chung 1a suy nghi dén céi
gi trudc; cai gi quan trong, cai gi can thiét thi noi / viét trude. Day cling 1a mot trat ty
nhién theo tu duy ctia con ngudi. Trong tiéng Anh thi trat ty dinh t6 trong danh ngit khong
dugc tu do, khong dugc linh dong. Trat tu cac dinh td trong tiéng Anh bi chi phdi boi
khudn mau tuong ddi chit chg, chinh vi vy ma nhiéu cai nguoi ta suy nghi ra sau thi lai ra
trudc va nguoc lai.

-Tuy nhién, ngoai cac vi tri c6 trat tu ¢d dinh trong moi truong hop, thi ca hai ngén ngl
van ¢6 cac vi tri ma ¢ thé bi thay doi trong mot sb trudng hop nhét dinh do cac nhén td vé
trat tu tir nhu: yéu t6 tim 1y, yéu té ngit nghia mubn nhin manh (quan trong néi truée, phu
no6i sau), yéu t6 hai hoa vé mit ngir am, yéu t6 vé khéi lwong dinh ngit, yéu t6 vé phan loai
thuec tai. ..

Ung dung thue tién

Bai tiéu luan nay gitip chiing ta hiéu r& hon vé trat tu tir trong danh ngir tiéng Anh va tiéng
Viét, rat co ich trong vi¢c hoc ngoai ngir va hon hét 1a c6 thé tranh duoc nhiéu 16i sai trong
qué trinh sir dung tiéng Anh va tiéng Viét do anh hudng cua tiéng me dé, dong thoi ciing

gitip co ngudi nudc ngodi cam thiy dé dang hon trong qua trinh hoc tiéng Viét.
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Abstract
In traditional grammar, people focus much more on accuracy than fluency. So students
only speak out if they are sure that what they are going to say is correct. As a result, they
can do their exercises well but they cannot communicate well especially in real life
situations. In this paper | am going to discuss Systemtic Functional Grammar and its
application in teaching.
Tém tit
Trong ngit phdp truyén thong nguwoi ta chii trong nhiéu vé dé chinh xdc hon la si thanh
thao vi thé sinh vién chi néi ra khi ho chdc rcing diéu ho néi la dung. Do do, ho co thé lam
bai tdp tot nhung ho khéng thé giao tiép gioi déic biét la trong nhitng tinh huéng thie té
trong cudc song. Trong bai viét nay téi sé thao ludn vé Ngit Phap Chike Nang va vmg dung

cua no trong giang day

Introduction
As a teacher and learner of English, | find that Systemic Functional Grammar an important
subject because it benefits me a great deal. It provides me with a new way of teaching
besides the old one | have known, Traditional Grammar. Batstone (1994: 17) suggests that

effective communication in a language would be seriously impaired without an ability to
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put grammar to use in a variety of situations. In this paper, | am going to discuss the

influence of this new method in changing my attitude to grammar and grammar teaching.
Systemic Functional Grammar in Teaching Grammar

When | was a student, it was common knowledge that grammar was taught separately in

some classes a week. After graduating from university, | found a job at a language school. |

thought it was right to continue teaching grammar in a fixed schedule.

After that | was introduced a new kind of grammar: Systemic Functional Grammar.
What | have found about the difference between Traditional Grammar and Systemic
Functional Grammar is that the former focuses on grammar in isolation, whereas the latter
looks at grammar in context. Carter and Nunan (2001:36) state that Systemic Functional
Grammar does not look at grammar as a set of rules, but considers grammar as a tool for
communication. This is the most important point about grammar in the new concept
discussed above.

In addition, Joyce & Burns (2001:11) hold the view that functional grammar focuses
on how grammar enables us to construct whole texts. In other words, we will look at the
whole text in a certain context to see how clauses are linked together to construct meaning
in that context (Gerot and Wignell, 1994: 6). According to Halliday (cited in Joyce and
Burns 2001: 30), each text has three kinds of meanings: experimental meanings,
interpersonal meanings and textual meanings, which constitute the context of situation. In
other words, language can be used to express our experience about the world, to show our
attitudes and to develop and sustain social relationship to others, and to wrap the message
we want to convey in a cohesive way.

Moreover, it should be noted that the context of situation is always influenced by the
context of culture and that language varies from culture to culture. Therefore, when looking
at the meaning of a text, we should consider how language is used in the culture. Different

cultures have different forms of address and levels of politeness (Butt et al, 2001: 3).
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Moreover, these authors state that culture influences our way of thinking, acting and
simultaneously shapes the meaning of our discourse.

It is the notions pointed out above that changed my attitude towards grammar
teaching.

In terms of teaching, due to my former attitude to grammar as discussed above, |
used to present grammar as a set of rules and in isolation. That was | wrote the new
grammatical structure on the board. Then | explained the way how to form the structure
and how to use it. After that | asked my students to practice the structure through a series of
set exercises. In case my students made mistakes, | would correct them all myself. I did not
guide them to recognize their mistakes. Now | know that if they had done that themselves,
they would have avoided making mistakes again. In traditional grammar, people focus
much more on accuracy than fluency. | am not the exception. So students only speak out if
they are sure that what they are going to say is correct. As a result, they can do their
exercises well but they cannot communicate well especially in real life situations.

Thornbury (1999: 71) states that the real language use rarely comprises sentences in
isolation, but groups of sentences of utterances that form coherent texts in concrete
contexts; therefore, taking individual grammar structures out of context threatens their
intelligibility. Under the light of what Thornbury presents, | recognize that it is really a
good idea to teach grammar at the discourse level. Therefore, | will try to make use of
authentic texts which consist of grammatical structures we are going to learn. More
importantly, 1 will also apply the genre-based methodology to instruct them to learn the
new structures (Butt et al, 2001: 246). | will ask them to find out the target structure in the
text and then guide them to speak out how the structure is formed and used in the text.
Moreover, topical theme, textual themes and interpersonal themes are explained to help
students. This helps students know how clauses in the text in a certain genre are linked
together to make it coherent. Therefore, students will understand the target grammatical

structure and the structure of the text clearly (he target). Later, the students may be able to
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create their own texts in that genre. So they will be able to use language to express their
experience about the world and to show their feeling and attitude towards others in a
coherent text (Burns&Joyce, 2001:30). Thus, in my opinion irrespective of the importance
of grammar, we cannot teach grammar separately from other skills. An example of this is
teaching grammar through reading (authentic text). In this activity, students recognize the
genre and its grammatical features themselves such as conjunctions, reference, cohesive
devices, etc... After that, with the teacher’s support, students consider how grammatical
features are used in that genre to convey the meanings of the text.

However, in the Vietnamese context, learners, especially older ones, are deeply
influenced by Grammar Translation Method. That means they prefer to be taught grammar
deductively. In these cases, | cannot shift to functional systemic right away. | will keep on
using traditional terminology.

Another point is that Systemtic Functional Grammar changes my ways in giving
feedback to students when they make mistakes. | used to follow Traditional Grammar so
my main focus was accuracy. That is why | often stopped my students right away when
they made mistakes.

Conclusion
Grasping Systemic Functional Grammar is very important for language teachers. Teachers
should choose authentic texts or materials to teach students. This will arouse interest of
learners. In other words, they will have a feeling of learning something which is useful and
related to their everyday life. In addition, teachers should be flexible in selecting the right

methods to meet the students’ need in every context.
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