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Y .. ABSTRACT
:.J.' ~ °

The Effects of the Formal Features of Language Learning
Activities on the Selection of Authoring‘'Systems

]

¢ ’ . Roger Kenner ' j
\

‘A model of those formal fcaturnsfp* anguage l-nrning

act1v1tx¢s which affect their realisation as computer-based

[
)

activities, throuqb the use of an authoring system, is
inductively constructed. Thr-- phases of an activity are
considered: The pée ntation of the nctxv:ty, the analysis
p# the learner's rns§:nse, and the l!l-;txnn of Iubsuqucnt

items. The ppisibl. Fiiationlhip between the formal

features of ‘lanquagé;ﬁ?;arning activi&;ns " and gznir

- pedagogical’ !f&bctiyn%‘ss is also @xaminad and no

correlation i founé:. The sophistication of a aivnn
e | . ° ’

authoring system should not, therefore, have any

LS

»

a;prnciabln nugativc- effect on its apility to be used in
the creation of 'quality ' courseware. The criteria
established by the model can bl'us;d'in'thn selection of
;éfnctivg authc;ing :yitnw: for computer—assisted language -
leaarning (CALL) and can serve as a gufd. to those types of
language learning activity which can best be grnlont-d'via .

» ~ . i 3 N .
the ctomputer. ‘ . & T
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in this agea can be seen from th- incr-asing nunber of

t-ach-rl.

. / R

-

Chapter One; 19&5!:9&5&199

3 -

a
-

!

re ® general problem ,

The importance of compu£crs to our lncicty and to
nducition in' particular has b-comn ‘the lubj-ct of
widespread spnculatioq}A;xnc- the adv-nt of poutrful .and
§

inuxp-ﬁifye,microcomputers a few ypars ago. Th! impact oﬁ

what has often been called the "computer revolution" °hap

been keenly felt in the fiwld of ranquaqn teaching. (Wright,

1980, p.43 Davies, 1982, p.4; Billnlpin, 1982). The acute

interest with uhx:h lnngungn tlnchnr: follow duv-lopmnntl

’

2

presentations on comput-rs given nt conv-ntion: of languago

. . 1]
Q o .
:
. . R
i

. The role and - future of the computer in language

‘twaching remains far from cirtaih; - Computer—assisted

.
‘

language ! lc;rﬁing (CALL) }; one ‘of the possible
applications. .CALL can be bri-fl? dn;cribnd‘ns ;tructurod
and interactive language practicn where the pnriormancl of
thc learner is mndmat.d by th- computer. (This dcfinitjon
s more fully developed 1n lnction 2. 1). In section 2.3,

the current state of CALL  and those factarl'prijudicial to



. . Chapter One: Introduction ‘ : -
~ )

its widespread use by language teachers are ;sxamined, and -

the production of an adequate :upsly of quality teaching
"materials for the medium is suggested as one of the ma jor

P problems to be solved. ‘Authoring systems are software

3

packages that allow tunch-ﬂb to create CALL  materials

without having to delve into éﬁmputnrqprogramming or i-pk y

the services of a computer ‘programmer (Th# nature éf

b

authoring systems is more fully explored in section 2.2). .

The use of authoring systems to allow taa:heﬁf to cresate

their own materials is proposed -as a likely :oiution t6 the

problem mentioned ibovu. ,
.

1:2 The specific problem

<,

Before the use of dUthoring systems can begin . to

have a significant impact on the shortage of cdmputlr;baJtd

language teaching materials, lanqﬁagn teachers must be
. . 4 -
.provided with a means of selecting those authoring systems

- appropriate to their particular nuzds (Ashmore, 1983, p.5S).

For such a selection to be possible, authoring lystuhl must

, ' S S j
be evaluated with respect to those features which are

important to the development of effective language l.nrnind fw

activities (Jensen, 1982, p.50). No.such measure exists

'ﬁt present (Kearsley, 1982, p.436). A

Current classifications of authoring systems employ

criteria which, while.-important in themselves to the global

LN

;
: 2
. .
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. Chapter One: Intraputtion, ‘ ’ \

[ T

' selection process, are only peripheral to the requirements
5 * . 4 -
of language )learning materials (Raschias and Lange, 1984).

Indacd. Dowsey (1974, p.402) indféatn: that specific

reference to particular subject matters should be avoided

~

when doing a general survey of authorinq_systlms because of«

¥

the diverse requirements of thé\di f ferent domains. A common

.ground for .comparison is established by concentrating  on

~ &

&

those features which affect the nature of the interaction '

™

. ‘ " . S .
o “betpeen the author and the computer (Dowseyy 1974, p.402).. .

[N P

. Classifications of aughoring' systems ‘have thus been

neutral with respect to language learning (Boyd, 19703

a2

_Bagley, 1974; Dowsey, 1974; Barker & Singh, 1983).

More recent evaluations of authoring systems have

continued this trend. - Grabinger (1985) evaluates three |

1

authoring systlms‘ according to diverse cr}t-kia such as
cost, copy, protection, esase of learning, wease of use,

graphics and sound capabilities, peripheral interfacing

~Ccapability, !ubportv documentation, ‘screen design,

instruétfonil design features, and ﬁanaqnhnnt and testing:

3

° features. Locatis and Carr (1985) list as their criterias

hardware requirements, cost anducootrgct terms, graphics,

sound-r, external int‘rfaccs, managament, documentation, and

the time regquired to author a package. As a practicioner

in this area, the writer feels thit Pattison's (1985)

"
"

, N .- .
. * 3 T N——
Ky
'
.
' * ‘ -
. . .
. . .
. f . .
\ . . ’ s ' - s
. . .



W ," . “ 3 , . |
. /";Chapt-r One: Introduction T . . ‘L
~— i
3 »
criteria: answer-matching, feedback, flexible branching,

record keeping, scresn display, angs timing, might be closer
L]
td what iw required. , ° .
' . Cos
L 4 -t

‘t'\. ’ \ ) © ] ' * ¢
' 0’'Neal and Fairun’thnr,(1994)vs-t out to establish
o W ~ "
the important factors by which to measure authoring systems.
LT 7 P
as to their applicapility to computer-assisted 1language
~

. ) ' " learning. They swlected three dimensions of evaluations

+Power, wesase of use, and productivity. In their scheme,

: N g :

. “Ease of use"” was roughly .qu{valnnt to "How long it takes
. B : R

to, lmarn ‘the system" and "prEdbctivity" to "How long: it

. takes to 4crn9t- an/pour of instruction”. The ‘“power"
v h
4

4

¥ ‘dimlnsion'wan largely ignoraed. Their nn;lynis, therefore,

a

. éannot be considered as specific to the subjlct at all, but
« . .
_rather a general overvi‘av{ of the type described above.

. ¢ '

!

‘R.cnnt}y, authoring systems have bcun'd.v-lop-d with

AP

. . <
the goal of ldirncély reflecting the needs of language

¢ ~

teachers. dp: such example is Dasher (Pusack, 1982). The
8 v P und-r{fiﬁg alsumptioq in Dasher is that‘ .nhnn:-dh‘anlw-r
processing is the key to effective computnk-bas-d language
activities. . .Anothng example is Etgmg’& 1Pnrgmikas and

" Mydlarski, 1@85{. where the underlying assumptions appear

-

~ S\“g to be that the ability éo glnss/Qn:ibulary‘nnd provide a
o : ' ' .

, Fang- of error—-specific feadback mnisaqui';,_significant.

~ .

" ' ‘44' i K
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. .

— -

Y

Discussions' of the Abpli:at&on of 'cobputnrs to
langeaqa lwarning tend to fncdl'primarily on the powers of
‘the computer and £hen work backwards in applying these

powers to actual languagnrluarning a:tivit{ls.. Nowhere in
. .

thil lztura;urn 1: to be found an analysis which tlolatni“

features inh-r-nt to 1angunq- activities in gensral and

™

then‘%iicusses!thquimpnct d¢ th!sg features on the possible

computerisation of the activities. . _
t - e

e ‘ L
L
1.3 - 52:5111; gu:itana !ddC!!lld in tnLl thesis

In this thcsis, I ulll attgmpt to answer the

\ »
following qunstions relevant to the problem of isolating
crxtnfia #or the sclnctiSh 'nf -auﬁhoring syltoms for

N ’l (¥}

computcr—assxlt-d languaqc lcarning activities:
: v

-

¢ ]

1.) Can a model of_ exist;ng langungi llarnxng activiti-l

7

be constructed which will, reveal those inherent fnlturnp of

e
the activities whi:h mupt be cpnsidpr.d when planning thqir .

cumputdriiation? (Such a formiI'GQSturc_modnl is propq:ud

-

in Chapt-r Three of this pappr and & series of f.atur-s and

their rlquiramcnts for rcalisatian using_ an authoring
Fe * t.

system are listed.)

2. Nhat is the ranq- of comput.r*bas-d lnnquaq. llarninq
A - . Itl

.
- < n = . o . . , i
- . ' i
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Chapter One: Introduction -
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.

-
v

activities that can theoretically be created through the

" use of an a&thoring system?  The application of the model
f‘ -

slaborated in Chapter Thrde delimits this range. .
k3 »

Ny . .. N P
3 . . . -

Se ~  What: Qp-cial features inherent to meaningful and

’

" communicative language learning activities affect  their
‘realisation throﬁgh.thl use of an -uthoriﬁg systam? This

britnr’s Hypothcsil is that the mnaniandl/hommﬁnicative

L]

dimension of such activitieds is primarily a function of"
K]

their codtoﬁ@ and therefore wi}l not be reflected in any.

specific way in the férmalfanturn model .

4 The purpose of *_:..s s_uc_lz

The pufpo:a n# thxs -tudy is to astablish "th se
‘varinbln fnnturcs n{ authoring syltuﬁs wh:th are’ important
in dpt.rmining the rangs and type of languagc .lparnxng
. activities that can be realised. Teachers may then 'usﬁi

thkse features as- criteria in selecting a’ partitular .

..authoring system. .
V - ‘ > o

Given a, particular authoring system, the formal

- feature model p-rmit; t.nch.?s to determine what typi: of

-
.

;activitins they. can producc. The .model also make tq.:hur:'

-aware ' of. the practica! ﬂimits'of what ‘can be accomplished

~ 1 f 1+
' pn,«ﬁh. ,cnmput.F vwhen using an authoring system and helpx

+ >

g



Chapter One:

ol N 4

L
3

Introduction .

them to alter particular features of an activity so as to

make its*production easier. -

- -

‘

Finally, the model is offered to as a guide to the
developers of .authoring systems for comﬁut!r-allisted

language learning. It points to those features which
should be made more flexible if the authoring ly;£-m is to
be ipp}icable(to thn‘crqat{on of a wide range of 1language-
lcqrning activities. It also iliuitrat-- thas- features

whi&h hav-_ no direct lffnét on the applicability o#‘ the

authoring system to linguage practice. . '

"}

. 1.3 The limitations of the study

The scope/of the present study has certain important.
limitations. The wide range of possible npplicatipni of

[ - )

the computer to " language learning has been arbitrarily

fns;ricted by the rigid definition of computer—assisted . .

>
L4

language ‘learning. Only the more traditional applicafiohl

of the computer t¥ language learning are considered. ’ fhb .
almost * limitless range of what the computer may- gltmatily-"
. ~ ) - L . Y ‘
make possible has beenh narrowed down to’ consideration of

what authoring systems can accomplish, div-nt current,
5 ' ‘ R . : ’ v .
generally affordable technologies. ~ . .

) \

The question of what particular types of actiyiti.-

. shauld or lhould'ndfhb- presented via the comput-;,\ 6Qr.

r o -

7 ! . ’ D Y
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Chapter One: ' Introduction T

i
!
!

s

indead, the _.ldrqyr qg-iéibn of whdthpr,' particul ar

activities - should or should not be done at all, is. not

]
° -

considerad. Rather, the ncuﬁn of the survey has beesn
lipited to the more neutral consideration of more or less.

traditional language learning activities, without reference

«
N .
. 3
N . .

O‘ '

FinaLiy, n& ~actual ‘authoring’ aystems willz be

<

analyzed. . This paper discusses authéring systubs iﬁ' the

Q

apstract' and, whesre necessary, assumes a theoretical,

general authoring system, thnlcharacgcristics of which are

’

‘wlaborated in section 2.2.

*
) o
5 - . [N . . \

~. -
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Chapter Twe: ~Backareund and Definitiocok

N The purpose of this chapter is to define the terms
computer—assisted language learning (CALL) and "authoring

system" and to discuss the importance of the latter to the

[

future development of CALL. .

¢

. Computer—-Assisted Lnarning~(CAL) im discussed and

CALL is defined as a special subset of CAL which presants

.

unique diffiéuitils which the those designing software for

»

-the support of authors have not sufficiently addressed.

e

. The various  approaches that have been used for the

production of language learning matnrinls; - Or COUrsaware,

. M h
are briefly described. The term "authoring system” is

defined hnd contrasted with other mechanisms for courseware

4

pro@uction, such as authoring languages, The nature of
guthoring systams, as well as some of the features that

serv; to differentiate dfff.r-nt types of authoring systems

'
.

are alsd_ﬁri-fly examnined.

£
|

Finally, the currpnt”statg of CALL as a teaching tool

is diséuil-d and the major remaining impediments to. its

!
Gz
e

9
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Chapter Two: Background and Definitions

widespread reviewsd. These include the dearth - of

acceptable codr-nﬂntc and the lack of teacher B involvement

in the creation of CALL matnrials. Key factors governing
. the quqntity of qutqarl produced, the quality ,a# that
" software, and ihl relationship betwesan the two are
examined. R-nsonsv are ndyanc.d for arguing that use of
authérinq syst;m by t.achcrq provides the best means 104

satisfying the demand for both quality and quantity.
A—= o ) -

2.1 Computer—assisted langusge learning (CALL) - .

To arrive at an understanding of computer-assisted
l anguage lnarnind (CALL), the more global E.rm, éoﬁputcr
assisted luarninq (CAL) is examined first. The qucifié

type of CAL dealt with in this study is defined, the

confusion over terminology existing in the field is

discussed, an& nxamplas of the types of activities that are
most of%en called CAL are given. CALL is then defined as
& subset of CAL and the special factors which set it apart

are consid;r.d.
0\ .
2;1;1 thnutsc:aatilttd learning (CAL)

-'For th- purposes of this study a sp.c;fzc type of
computer-assisted learning (CAL) which might be refered to

as "practice~oriented CAL" is definaed. Practice-oriented

~

CAL may be thought of as learnsrs’ practice involving
. Jd

inferactions with computnf: in a structured environment.

10

— - T

-



Chapter Two: Background ‘and Definitions

>
o
¢ -

This structured environment is pruvid.dz by computer

programs called "coursewars", the content o which'han'bonn

N

established prior to the lwearners’ interaction. ® The course

" of the interaction is mediated, or controlled, by the

% !

o

N
’

coursesware. (Henceforth, references made to actions taken
by the "ébmputcr" should be interpreted to mean Acfibnl
foresplnu in' ;h-‘ :ompufur programs ‘that make up the

courseware.)

S

N . * “
"Practice”, in the context of l;arninq. is defined as

the act of doing something repeatedly in order to acquire a

skill. it can,flso ba interpr‘t.d as instruction received

.

through the repetition of msiercises or lessons. “Rih-arp."

is offered as a synonym (Funk & Wagnall’'s Dictionary,-1976,

1]

p.1059). S -

Tﬁe general application of the tnrm;CAL ?nvolv-s ‘more .
thap simply the “practice" of.aidivnn concept or lki}!.
Learning via- the compuélf';an; after all, certainly tgk.
blac-!in many situations injyhich‘th-rn'i- no engagement in
practkcn activities, per ;e. %hllﬂ‘ applications are
exclyded.from the cu?r.nt, working definition of CAL. The
use of the computer as a tool pf inquiry when .making’ a
data-base search, for example, is not practicc; unignl the
subject is dJdata-base retrieval. Learning will .often,

"

. 11



Chapter Two: Background and Definitions

nevertheless, result from this activity. Similarly, ih.

usp of the computer as a word processor is not strictly

’
¢

«praétic- unless one is practicing typing and redaction

‘Iki}ll. ‘Many mxperts mainta{n, however, that use of the

computer for word-processing can facilita learning hiqh‘r

level composition skills (Hoppir,1§84; och, 1986, p.4)

¢ -

There is gensral agreemsnt that CAL is interactive in
0 ' .

.tﬁ. ‘sense éhat the lcarn-r; participate in an immediate,

) ba:k—png%forth interaction with the compdt-r' during the
{-arnlng_-xpurinnce; This ‘activity can be contrasted with
situations where the user deals with the computer in‘!\morl )
reamote, detached manner, &% when submitting a b;téh pr;;;:;\\\\\L

H

for processing and rltdrning hours later to receive the

‘results. S '
. w 7

L 4

1
T

Iﬁt-rhctivn practice with the tomputer may take place

”
.

within the structured nnviranmnnt provididrby th¢~#ram§work
of a pru—establish-d comput‘r proqraﬁ. Alt.rnntiv.ly;
:lnarnnrl may interact with the computer directly, througg
some high-llvil computer laﬁguage. Boyd (1982, p.307) sees
the need to consider Programmers as lyarnnrs, and  Bagley
(1974, p.3) -vqﬁ considers such non-structured practice
(whn;o §%ud.nts must define the ‘problnm' themselves and
ur;t. a program to solve it) as ‘a sncéﬁd category of CAL.

o
L 4

12
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-}

The more Qensral trend, hnannr, is to adopt‘thu.n‘rrnuqr
interpretation of CAL ‘as  "learners’ interactions with
computers within the structured framework of , CAL

cour seware, "

—~

Al

torms thn} interaction Qithin a structﬁrnd environmant can
tik., from the rlstrictiv;nnss of céurs.Warn built OB, the
* model of programmed inltructiuﬁ, to the variability
;exhib@t-d by modern 'adventure’ games. Thl'cOmmun element
is éhat all yarigtibﬁAfnllows paths pre-determined by the
courseware author. ‘ Higgins (1982, p.28) coﬁtrasts this
with ‘synthetic’ ‘programs where th-lcomputnr is abl.l'to
explore variatian;'not previously for-;-nn by the author.
~ He ‘cites, as possible examples ,of synthetic programs,
Weizenbaum's g;i;g, Winograd's Shrdly, and his owh
E&(mmchguq, none of which could be.considered . as CAL

J
‘according tp the above definition.

P\ .
. ‘ A : '
The final componant of the CAL definition is

-

mediation, or evaluation of students’ progrils through the

material, on the basis of some set of ‘pr.-nstablilﬁgd

criteria. The caﬁr;ewarn can act as a surrogate moderator

on the basis uf'its.bgift—in *knowl edge’ of correct answers

Qr -éaths. Mediation hight involve matching the student’s
| . 13 ¥

=

' Higgini (1982, ﬁ. 28) illustrates the wide range of

(R



Chapter Two: Background and Definitions ‘' N

response against a stored ‘correct’ response and responding

naccardlngly,'asuin a simple drill and pfactico exchange. It

could also, as in a sophisticated ldantur- game, involve

making learners accountable for their actions, some oOf

N

which are more appropriate than others to the situation at

-

hand. - The Eliza program, ' where there are no "correct" or

% ’

"incorrg;tf, responses, ﬁquld Fcpr;!nntgan example of non-

-

medi ated interaction and thus . be excluded from

consideration as an oxampl.:of CAL.

It is difficult to find any definition of CAL which
is acceptable across—the-board, hence thg qualificntiﬁn of
the current definition as ”ﬁrgctic.eoripntcd"'CAL. Several

historical’ factors make it difficult. fo achisve a

definition which would r.c.ivn‘uniQ.rsal acceptance.

‘Initially' there sxisted a canfqlion between CAL and
Programmad Instruction (PI) because CQL\was simply seen as
Aan outgrowth of print-based él materials (Drstnin, - 1970,
p.214). Scanlan (1971; p.85) distinguished the two tirms—by
pginiing out that PI did not allow for studcnt-controilnb
f.grning ar "dnp;ogrammod instruction". Klnnigq and
K.hning clearly differentiate PI and CAL by’ showing th;t
any ltt-mpt to match the flexibility of the comput.r by the

1

use of traditional print mat-rzal: would be tlchnically

14
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infeasible, requiring "huge ‘scrambled boakp' with pages
;nddpaqes of mostly unnnz;ssary -xplnnntioﬁs; together withj
an extremely complicated. syStem of ':ral;—rlfnrbncbl."
(Kennihg and Kenning, 1983;.p.2) o C ' .‘

The 'difficulty~ ;n‘defiﬁanﬁ CAL is increasad by the

v . { .
large number af acronyms and abbreviations that have come"

into use. . The grnat-st rlcqnt confus1on has bnnn b-twnun

caL - and Computer Assxsted Instruction (CAI). CAL. has

,historicdllx;» "been .J=een as the more - ancri: term,

en:dmpassing all mani festations of computur;nidid'liirninq

-

(Bagley, 1974, P 4).  CAl has been seen as a subsnt of cAL,

1nc1udxng unly those applxcatxons of the' :omput-r which

d'most rgsemblnd traditional programqu instruttidh (Hooper, .

1975, pl 13). ' . =

Rqarntly, however, l.v-ral"ﬁriturl hiv- been more

»

conservative in th-xr applxcat:on of the term CAL. In an

‘article on the subJ-ct of CAI/CAL aAcCFronyms, ’Bold.l (1984,

[

ﬁp.353% views CAL as only slxghtly widcr in scop. than
CAI, while in his book on the subject, Davies (1982, p. 3)

seas th. two terms as more or lnls,synohympul.

1 .

At the 1983 annual conv-ntion of TESOL.- (Tnachpr: of
Englxsh to Speakers of Dther Languagns) in Torontu it -was
found that a major source of diff.rnnc- in th. npplicatian

15



| 13

Chapter Two: Bacquouﬁd and Definitions
66 the two terms was geographical. British writers tended
to use CAL while American writers’ used CAI.  While a

perceived difference in philosophy bstween the two terms

was recognized, "instruttion” being seen as "teacher-

ccntr-d" and "lnarnxng"‘as "studnnt—cnntr-d"a a general

cons-nlul dnvalop.d that CAL should be standardized as the

acronym to use in the fxeld of language learnxng. (Sanders

/

and Kenner, 1983-b). v -

n “ “. [} - ‘ . v

3

Besides CAL and CAI, there is an abundance of other

' acronyms and abbreviations,’ some of which fall within the

scope of the definition of CAL given above and some of

fid

which do not. Usizally roﬁthy synonymous with CAL/CAI are

cumputnr—bis.d sducation (CBE) (Bagley, 1974, p.4} Avner,

1978, p.24), computer-based jinstruction (CBI) and computer- ’

based lnarn{ng‘(CBLY (Davies, 1982,71p.§), and computer-
% . . i
assiyted teaching (CAT) (Kenning & ‘Kcnning, 1983, p. x).

Ekamplns of non-CAL abbrlvzatxons. arJ computer-—

]

generated materials (CBM),. cnmput.r-manaq.d instruction

(CMI), and computer-based test:ng (CBT).: CGM can be seen

«

as a teacher’ : aid, and nat as CAL, blClUll it is the

>

- teacher who interacts with the computer, not the ltud.ntml

v .
The student works with the materials that are produced.

CMI;" by itself, -need not include in}uractivn practiﬁc:bn

-~ 1'6
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‘achieve a goal, and -
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Chapter Two: Background and Definitions
the computer. It can be seen, as well, as a teacher’'s aid,
used f&r keaping track of a student’'s progress. thlg“dois‘

not instruct but rather guides instruction." (Goldes, 1984,

p.355). CBT does not meet the requirement that CAL involve

wn
k]

‘"practice". ¢

-3
b

. , 1 *
Lists of typical CAL activities generally include th:

following basic classes:

di}ll and Practice programs, which drill learners .

o

‘on their knowliedge of a particular subﬁeft, '

!

. sim :ﬁtion and modelling programs, where the
J - o

-

student engage¢ 1n a true-—to-life situat:oé, - -

-
+

gaming, where there is a competxthe interaction

"
[

L

between participants (one of whom hxgﬁt beé the computer3.to

?

problem solving, which requires the synthesis of
' . . “

higher' order ruiesq and concepts. (Bagley, 1974, p. 5;

@ ?

. Crawford, 1981, pp. 23-37; Cohen, 1983, pp. 10-11).

-

'Drill"aﬂthractice 15 often f&rther groknn down into

bfi{l and Practice and Tutorial CAL, the distinction being

'fhat Dél:}//:;d Practice involves only practice while

Tutorial‘CAL involves the presentation of the contept, its -

‘practice, , and subsequent evaluation of the -students’

understanding. (Fitzgibbon & Grate, 1970, p. 916; Etawford,

- 17
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L

19681, p. 30; Paul, 1982, pp. 6-7; Cohen, 1983, p. 11@
7 B

)

2:1.2 CALL as a2 special subset of CAL -
' \
Before proceeding with the examination of what makes

CALL a unique subset of CAL, it is useful to simplify the

s

~, , .
questaion by excluding from the discussion the many

applications 9? the cgmputer to languagé §tué;\;higbddo.not
'fxf within the defln;txdn of CAL of:ered ;bove. Davies
. ' »
(1982, pp. 1-3) lists a series of language-related uses of
Q'thé . computer which are not CAL; such Y‘as - machine
. L4

. . , PO
Jﬁkransdat:on, automatic dictionaries, literary & lxngu{stic'

25

proces‘xng of texts, word processing, and speech synthesis

; and analysas. To thas list, Higgins (1982, p. 25). adds’

style‘edttbr software ,such as,The Writer's Workbench.

——— - S - - - — - = o - o

/ '

v

CAL has been applied to the learning of language sance
the earl:est days of its 1ntroduct1un 1nto the domain of

teachiny. As early- examples, Suppes and Mackey (1978 p. 9)"

cite & first-year Russian program at Stanford in 1967;

- o

Scanfan cites (1971, p. B4)  the use of the FLATO CAL

5

system for Latin since. 1968; and Suppes and Mackey

<(197B, pP. 10) cite the use of the TicclT system for English

*

at Brigham Young University _in 1972, .
l »

Applzcatxoni 6# CAL to language 1learning.  have

. consxstcntly presented course desjgners and ‘prngrammérs

1

i8

£

3

ey
oty

o
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with " "severe' technical problems in relation to itratpgiile
for coping with the complexity of natural laﬁguag- within
the. confines of a computing contnﬁt“'(Ld-t,“ 1983, p. B4).

Orstein (1970, p. 215) notes that the wease with “which

<z

mqtdriil can be adapted to CAL is in direct prépor;inn to
thnhconérntanSl and specificity of‘thc_mnt-ria}; ~Haw-v.r,
linguists‘ and nducatqrifhavn so far been unable to proQid-

a concrete, specific and workable description of how
: ' A
language works, let alone how people learn it.

Many of the programmxng appronchns popular in CAL are

dxffxcult to apply tn CALL. For cxampln,\“ﬁnncrativn CAL"

i

where the courseware, balid on an established nlgorithm,
generates new, unfque “problems for esach student, is a

pqpular»todl in scientific discip}ih-s. - It is often used

"to clarify vg particularly difficult concept by means of
models and sfmulatibqi; the performance of ’&alcuragibﬁp.
the. ‘plotting "of graphs, '-tc."w (Davies, 1982, p. 10).

Applicatiqﬁ of thxs tu:hnxqun to CALL, how-vir, im miai‘

3

difficult, except in carefully constructad zboﬁt-yts, .

' because gin-rltiqp of original language by thi combufqr
assumes ihe computer’s ability tdfanilyzb the dqa(n-f’i
originaf, possibly'hal—fbrqu, open—-snded r'spbnsps:
[ . - ' . o . b
'“-fhe . parsing‘ of open—endad natural ° language is

¥y
-

19 _ .
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A

-

considered ,briefl.y ih wection 3‘.10.5 but  lies largely’
quflid. -ihl r;&opu of this thesis as its realization is
theyond the cdpnbiiiti.s of the current-°generation of
;poéial-purpoqn : computcé };néuaq;s and Iysinmg under-
di:cy;sibn. Hart (1981, p. 9, for‘;kampll,‘hol;;ves'that"
the abpiication _of tgc very - papular  TUTOR autharing
iléggﬁd‘ to éALL.ii*bfndbEe& by tﬁ;’ianguagc‘l poor sériné

(word) manipulation "and limited ‘recursive capabilities

which make the creation of pdr:ing'andﬂ languagé—genweration

routines diffi:ﬁlt‘_-. Confrany iﬁ the situatipn in other

forms of CAL where developmental quk on generative CAL‘hag

-

proceeded . much more 'rapidly, . the production of ~CALL\‘

. ‘ ‘ . : .. . f
'.courseware will continue to require. the provision, in.

advance, of data for each-discrete interaction.

]
hRY

"Anpther complication ‘in CALL prpbrammipg is. the

N 4

,frequent necessity to provide for situations that often

— . AN

,yiifd ‘multiple correct nnqﬁ-rs, i yfrying degrees of

héciptnbilify of an ahiw-r, and the placement’ of nmpha:is

) Q . ' . . ’ ° ®
[} . f \ . ¢ ' ) .
The uni&dnnnss'o§ CALL involves more than .the tiﬁple,:'

-

-nhanécmcnt of computer programming t-chniqdnsm - It exténdi

to the very nature of athi learning ﬁxperinnco, -which
. N ’.i . N . ¢ s . . ¢
.differs radically from that of many of the disciplines to

20 . ." ':.'1
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'ghrough the ongoing syn;hesis of new language. lyst-ml'balid

abprbach,”which still provides the basis of much CAL, where

» A ’ v 0

Chapter Tﬁn: chkground and D-finitiohs

which CAL has treditionally been applied s0 successfully. /

Paramskhs - (1983, p.. bf ixplains thn€°lanqungn luarnfng

cannot be measured in tefras of the quantity of information

v

‘acquired, in terms of black and white or right nﬁd wrong. 

The - fact thit students can sucessfully master a set of .

lnxéfcises ‘does not, in any way, indicate that they have

improved their ability to use the 1angugd|. Crawford (1981,°
p. 10) proposes that CAL materials must lwad ‘students

beyond .the simpln“'”knnw}edqe" of'.material towards its

integration and: the synthesis of naw systems oOf

unqerét?ﬁding. ' Nowhere does thiS‘seémhmuH@;importaﬁt than
fh,‘CALL, where studeﬁts can éhly acquire 1apgung. ‘mkills

»

on the integration of new; nné often  tonflicting, -

The traditional programmed instruction

%

information.

-

students cumﬁiatively‘idd to their repertoire of “mastnf;d"

skills, will riot lead inexorably towarda the dqlirnq'

.resuli. the mastéfy of all. aspects of language use, in the

same way as i

)

t might in, say, biochemistry or physics.

.
’ « "
. " L]

The brqbl.m posed by dvaluation of lwarnmrs’
performance offars a good .example of the CALL 'design
difficult;-é which stem from the very nature  of -the

iangudﬁe luarnihg cxp-riinc-. In many} dis&iplin.l;

x

.21 ., ' ' .
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1}

improvements in pcr?orman:. can ba  measured through -a

‘iiﬁplu comparison of pre- and.post-test results and can be

.

“1linked almost directly to students’ competence in the

field. Btudnnts can pro:nnd stnp-by-lt-p, mastering one
unit . bnfore movinq on to the next, and, at the nd, "the
computgr can assure thnm that they havn "learned" the

cd t of thn nctlvity. Language is a mu:h more halistic
! hY

2

coloured by a hDIt of factors nnd whare ma:t-ry of ‘& binglcl

°
t

'dir-cé\y to :mprdv-d 11ngu1sti: competehce.

13
a4 i

v

focuq.i on the, unxqun programming problﬁms posnd by CALL

‘and .on the programmxng implications - nf th! pnftxcular

i
L

paturc'o{“langu-gl‘lcarning.

22 -

”unit" ,in * language cours- can in no way be link-d'

The analysis to be~d¢vé1bpnd in 'thiifﬁtﬁisis

’nnt-rpris-," uhlru prrformincé in any ~nn-, ncfivity is



Chaptgr Two ' éaceround andlbnffnitions ,
n | )
"2:2 Authoring systems '
"Agbhoring" is'dlfinnd°.nd_th§ hiltoricali approaches
éo authring CALL courseware are briefly -;aminnq. The
*'Ristorical evolution of the term "a&thnring lmy-tim" is
discussed and a worging dcfinitfanléf'nuthoring‘syst-m is ’
estapiigﬁed; Finally, the g;turc éf-aﬁthoring lnjlums and
some of/ the major factors that - differentiate one from
anothe? ;re considered. - ‘
‘\
- 222.1 “Puthoring': A workipg definition

Authoring, in the context of CALL, is d!finnﬁ here as
the process of producing courseware. It involvns'not only
the design and writing‘of the nducqtional content, but also
ft; subsequent rea{ization in a form deliverable by the
_CDﬁpute}. The need to produce both a lcslon/ and the

\'computer .program that embodies it means that, id-ally;
poten@ial writers of lessoﬁs have to have an abifity, not
only to communicate their subject matter well, but also to
work well in a computer'programming environment (Dowsey,
1974, p. 401). ¥£ has long been recognized that some type
ofl supéort is rn&uir.d to bridge the gap between the
existing invel of computer programming nxpnétisc exhibi ted
by most pntnnt;al "autho?;" (usually teachers with ideas
for learning activities) . and the high lnvnl‘ of wsuch
nxpertisg required to produce.the desired final product in

the form of computer programs”(NcCambridgn, 1982). ;

e ) /
23 '



Chapter Two éackgrbund'and Definitions -

>
'

This problem was addressed iarly in the development of
CAL, . through the crnaiion of a family of "special-purpose"
computlr—progrnhming languages designed to simplify the
autharing process gnd referred to as "authoring languages".
They first made their appnar;gce around 1960. I1BM
intfodué-d T.1.P. (;ranslat%; for Interactive Progrnmé),
th; forerunner of the Coursewriter system, and the
University of lllinois was working on C.A.T.0. (Compiler
for Automatic Teaching Operations), the foreruhqir of the
TUTOR authoring language used in today’'s PLATO teaching

system (Kearsley, 1982, p. 430).

2:2:2  Ppproaches for authoring .t:-au_-v

The many options available for the production of
computer programs range from the "low-level" or “"machine"
;nd of the spectrum to the "high-luQ-l" or "human" end. As
prospective author, move towards the high;;evel end of this
continuum, the increased complexity and sopﬁistication of
the software they are using, the “ipgtrumnht" with which
’thoy actually interact with the computer, allows them toAc
describe in ever mure.abstract, human terms what. they want
the computer to dﬁ (Boyd, 1970). This increased
sophistication is purchased at the cost of pre-defining

limiting ever more the aVQilablo _options. The av

explored in the production of CALL courseware range,

A B
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s

LR

A v

from the use of low-level "machine" language, through '‘the
use of‘ "ggneral—purpose high-level" languages such as’
'‘BASIC, thruuqﬁt the high-lavel iuthorinq languages noted
above, to the most sophisticated iﬁltrum.ntl for producing

CALL courseware vhich are called "authoring systems".

'

Programming in low-level computer languages, "machine"

computer professionals. Here alone is the programmer

ctually controlling the qomput.r‘directly. pfbviding in

he instructions a code for wmach discrete computer

.

knowledge of the structure of the computer. There are,
A4

however, no pre-established formats that prevent them from

taking full advantage of its capabilities, Little use has

been made of this ppproa:h"ip.CALL beyond th:\prﬂﬂuction of
over—-the—-counter devices such as "Speak '?' Spell” or

pocket translators (Jensen, 1982, p. 50).. _ '

€:2:2:.2° Qriginal programming using-general-Purpose. m_qn-
level programming languages

Qriginal programming of educational material using

4

general -purpose, high-level, programming languages ' (GPL)

allows programmers ‘to describe the operations to be
s .
. performed in terms which bagin to reflect human rather than
I
25

2

operation. "Low~level" programmers must have an intimate

1
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Chapter Two Ba:kbround and Definitions
:ombut-r'rlaliﬁi;-; 6np can, for .xamplu,l can ilsu. th-
~instruction to “priﬁk" something, . raﬁh;r than the
instruction to ‘"move tantcnt! of register C' into' memory
loention HBB00O" . The cbject of a GPL remains, ,r'u:umvnr'_i’zwa
the dfsérlt., stlp-by-lgnp control of'the cqmputir.. The
syntax and organization of a GPL mirror%nthl'utructura’ of

et

the computer, and not the needs of any. particular

appliﬁation or group of computer users, such as educators -

A{Shuyler, 1979, p. 2?{. |
GPL programmxng repraesents by far the most widnspr.ad
lppronch used for CALL. A 1976 survey shnwad that 8ix of
‘thn ten most commonly UI;d praqramming lgpguagls for CAI
were GPLs, the most popular being BASIC, APL, and FORTRAN
(k;prsl.y, 1926). Olsen (1980, p. 345), citing anoth;r
iuév-y, notes that BASIC is the lnading language ¥6r CALL,
being usnd S1. tim.s as compared to 21 for TUTOR and 10 for
Coursewriter, <§h- latter being "authnring“ languages

. (Olsen, 1980).

/O‘
L BeRa2ed Shortguts te the griginal  programming of
.. GouCsEWare ‘
AN In order -‘to reduce tﬁ! time required fnf progfamming

. and to‘ improve the quality of the resultant computer’
brogréﬁ:,, variéhs "shortcuts"” to.the compl.tgly.driginal
piogr;mming ?5 cours-w;r. have besen aant-d by ptbiramm;}s;

. \26 . :
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3

[ ' ~ ! '
"Strﬁctur.d'prqéramming" is a method of programming in
which . programmers . devel op .ind-p.ndnnt, modular: - sub-

_procedures to accomplish various fundamental .operations -

common to all ‘of a set of programs. Holmes (1983, p. 29)
! . ’ ’ . ’ ¥ ¢
: describes the use of this method to streamline:programming ‘-

operations during the development of the CLEF swseries of

Frehch leéﬁons. A ;nrins'of proqrammiﬁg‘rnutin-l specific -

.to language teaching requirements, such as Qnilysip. of

input, spelling wrror checks, feedback ltratcgﬁls, and ‘help

‘

~ . k ! . - ‘ .
pﬁrcedures‘were modul arized '‘and ltan%ardizcd =0 as to make -®

)

those aspects ' of producing the computer progra;s for the

legsons a degree magier and less tim;~cqnsumjng.
"ﬁrdgr;mming Aids" or "Authaoring uiiliti-s" are sets

of msuch procedures, specially designad for QALL, which are-
av*ilaﬁle in the marketplace. . Th‘; are usually programmed..—.

uinllbw~lcv¢1 cémputnr languages so as to be very efficient -

.~and‘raﬁid during execution, and thay pft.n I;hibit'l lavel

of ‘pophisticntiqn beyond 'tgat o% many would-be CALL

Coa

programmers. Jensen (1é€2g p. 52) points out that
§ . s '

‘Utilities reduce the drudgery. of some kjndl of programming

'b§ turning over the tedious, -rror—proni aspects of coding

to the computer'. He cites the example of Agple EILAT
2 ‘ ;

d
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*

utilities for graphics, soung effects, and fdrlign

)

character sets. EpBASIC (Enhanced BASIC) is another

-

nxampli; biinq a set of machine language routin.s‘iﬁzt the
BABIC program can call upon for sophisticated and nthi?uis.
time confuming operations such as the mechanical ;Aalyiis
bof' a ltudnnt" answaer and the noting, 'via proofriadqr's

symbols, of the discrepancies from t%e correct - answer

(Chapelle & Jamieson, 1983). ot

'

, ”Tnmplatn“ programming is a time-saving tnchn:que thnt
involvcs the‘-paration uf the "logu:" 04 the program <(the
.type of presentation and the lobxcgl structur.s, chh ,-
answer—h;ndliné routines) ?rom the "dita" (the courn;—

specific content) (Bgyd, Keller & Kenner, 1982, p.110).

Authors can create new lessons by fitting new data into old

programi, s0 long as the new content can be ac:ommodafed to

the logic of the orig¥nal program {(Dowsey, 1974, p. 403).
Teachers can thus insert their own pedagogical materials

into pre-determined lesson formats such as'mdltipln-choicn,‘

fill-in-the-blank, transformation, cloze tests, etc.
(Hol mes, 1982, p. 12). A template brogram isy, " in effgct,
an ".ditabl. CALL lllson‘ The programmer lfmply replaces

the data and content statum-nts of one ' lesson with new

content, yielding atdiff-rnnt but algorithmi&ally identical

[y

clone. To be nff.éfiv-, the uriaiﬁaL tnmplit. program must

-~

v’
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have been designed so as tojW044Ir some dagres of
flexibility and so as to facilitate the. mditing 'proc-s‘

(Jensen, 1982, p. S1). N ' .

<

¢t = -
L

"Driver" programs are ltillgrurq sophisticated. Thase
programs are neutral, and do not” have to be edited in order .
to produce a new lesson. All lesson-specific ;ontoﬁt im

stored onv an external . data-bain and is presented to th-'¢

1Y

student in a pre—astabl:shad format (Shuyler, 1979, p. 33).

Th:s apprdach is not new. As lopg ago as 1970," Fitzgibboﬁs
and Grate (1970,. P- 92?) dascriﬁcd.uﬁat Was in essence A
:clozérggnerator, a progFam to delete ;ver§ nth word frém a
text .thcrﬁally in dqia then allow the std@.nt,fo 43}1 it
in. Many.driv.be;;-d CALL lythml provide nﬁ aptio;\which

allows for the créatioﬁ'n? the external ' data bases

teachers and othcr;nonﬂprogradmdfs;

-3

"Aqqurinq }ahguagnn“ (AL) can b; described as‘ _
"special -purpose" progf}mming' lahguaqcs b-;aunn they are
désign-d specifically for one ap;licationk°\ the coding of
CAL ,programs (Ashmore, 1983, .p. 45. Authoring I;TQUIQDI
a;n " sometimes -;allud “vhhy-hiqh lavel" laRguaq.s plC;UI.
s-v.rll GPL instructions may be r.quirgd to accomplish what
can be covered by ggpanln AL instruction (Bhuylnr, 1979,
P« 30). "Thny roprl-unt an att.mpt by their designars to

29
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. predict = thap t&p-s of commands and capabilities educators

“« ) [N

will need" (Wyatt, 1983a, ' p. 36). Easentially, the ready-

made, CAL-specific routines described ‘above under

X -

"authoring aids" have-been incorporated into the : language

and. can' be invoked with a .single program' instruction.

) [ N i . . . .
Programmers are thus offered features which they would have

to degign from scratch if they were using a GPL ‘(Wyatt,
1983-b,: p. 7). The cob&ghiance and samplicaty. of ALs,

.howevgr, is aéhieved’at great cost in versatility (Jensen,
i?BZ, p- 51; Higgins & Johng, 1984, p. 102; Wyatt, 1983—b,' .

e 7). ‘
L RS C ' - .o .
Wyatt (1983-a, p. 37) offers the following example of
. * . I B ’ . @
the cunvdﬁfen:e vs. versatility problem: Apple PILDT °

contains a pawerfui‘ feature which allows for the easy

creation of;?becial‘charactérs, such as ac&ented letfers.
The drAwba:; is tﬁa{ each new letter must ;e allocated its
own key oﬁ'thq\keyboarq, 'ando£he result is ; confusing
:r@s;—re4¢reﬁca of 1ndividuallkeys.' Designing’ the rﬁhtine
from scratch in i_GPL,‘~while morg.difficulf, would allow
for the possipiiity of combzn{ng keystrokes so that a
si%ﬁle rule like "press letier-key followed by accent-key®" ,

could be taught to the student. : 4

o

-~

14

t

Merrill (1982, p. 70) offers the framework for

30 ’ N
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L)
Y

. summarizing the key features of ALs. ‘1) They reduce the

;dmliﬁ ot possib;. commands’ and structures. (In other.
wo?ds, they 'mekn the language do less.) 2) They provid.v
commands .nnd structures which meet fhg‘spncifi:“ nesds oOf
instructional lpp}i;atinns.'lThit is, th’y second—guess the
nnéds of hdﬁ:ator:.). Finally, 3) ig:y provid-’commqndl or
rou?inni which perform high lnvnldlt;ski. (Thus, w=ach
command does morn;)

2.2.3  The definition of "authoring system’
An "cutﬁéring system” (AS), ih the context of CALL, is
a campﬁ?nr noftware package th#bugh which teachers can
cr.atg language-learning activities without having th' do
any ac£u11 comﬁgt.# programming (Pogun,.' 1980,' p. 58)
ﬁqrri{}, 193?, P ;;i K.arfiny, 1962;’p..429; Nyatt,,1983a,
p. 373 Higgins & Johns, 1984, p: 102) . ihip removal of the
need to do any actuil\programming of the computer ‘11

q?ntral to the definition and. is the primary factor which

. distinguishes ASs from other related software (Higgins &

Johns, 1984, p. 10).

.

1}

There remains, nevertheless, a great  deal - of

confusion in CALL .literature over the nature of QB: (Wyatt,

19833g§ p. 37). There is confusion qver the family of

5

software to ‘which ASs should be ascribed. For observers
?

ASs are an axtension, someyhat more sophisticated but of

‘ the .same species, as hutﬁbriné, ianguagses (Villpnnuv-,

o - = S
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1984) , while, for others, thnyﬁlaru an extension of

o

template- a&nd driver- programs ‘&b.nl!n, - 1982, #3 S51)

‘Paramskas ’ (1983, p. 5) states that the only consideration

d 3

setting templates apart from true authoring systg@s is that
- N e v M

\ .
the generation of new lessons from existing templates still

requires the intervention of .programmers. Indeed, Holmes

(1§B3rb, P 22) points out that some of the simpl.si ASs are

8o )
little 'more than template programs in which the. entry of

n-wplz:son mat.rill has besn mad; interactive. A rigid

application "of the ng-need-to-program criterion can serve
t > o

t&‘:lnarly separate the two ‘types of software.
» ? 5

.The distinction between ASs and other avenues of

courseware pfodp:tion is often further blurred by the

o

pfacticc of many AS designers to resort t¢p  exterior,.

o 3
ind’pdnguntly— designed procedures prepgrammed in GPL for

the bhandling of sophisticated, ‘spocializ-d ippIications

(Pogue, 1980, p. 65} Holmes, 1983). The ability to

4§

refersnce  external, GPL procedures rnnd.ﬁ; much mBruh

diéficult the’determination of the range of procedures that
a parii:ular AS is'iqpércntly capable of. The AS}bicomns
capable n# anything that is progr;mmablu,ﬂ ° The no-nemsd-to-
program criterion‘of the above defintion of AS ramovn; fhu'
need to consider what ;\gti be possiblolusinq external - GPL’

¥

procedures. . N, ¢
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« . .
' -
. K
.

. .- -

A lingering cnnf;sion over terminology stems ‘frnm
;haqges #3 the application o# the term "Authoring sysyph"j
uver.the years. - When %ifst-qsed, it’reégééed'fc an eﬁtxra CL
educational procesalwhfch stérted gi;h an ané;fsid of thaL
needs. of the target populati@n; proceedéd lthradgh the
degignl and“ prégramﬁing stages; and ended',éitﬁ the

evaluation ‘of the material agaxnsf’étcted goals. By the

-

early 1970's, the term was being used mainly to refer only

to the process of trads}ating lesson—content into computer-

program. 1974 flnaily saw it used as a label for the
N -

computer software that facilitated the procesé. . (Poguea, |,
] .

P 1980, pp. 57-58;  Zinn, 1974, pp. 381-384) By that time,’

éhefe Qere at least 64 different examples- of this type of
Lgoftware in use ?Braﬁn, 1973, p. 1. . ° . h
,2:2.4  The nature of ;gsbéchg §!§%§ﬂ§ | ' B
. . / ‘ ?f The prime criteria of ASs are,fh;t they sho:;d ﬁé easy to * e

»

~ » -

leérn, éimple to use, and should demand of thé user nd more
: , ' ; * ¢ .
than a fundamental level of computer literacy (Pogue, 1980,
. B . . [

+ v 3
. -

p. 63 Wyatt, 1983-a, p..37). FPobue (1980, p." 58) lists, 1in

addition to this, feur other desirable characteristics of an

. authoring system: *

- N a. wide va}ietvhof instructional strategies should

o be available to authors. Authors should be able to
* o create new strategies and modify existing ones;

3

1.2.' .&n AS’'should be easy to use with all instructional

x3 , i
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. wtrategies, whether simple or complex, and by all
authors, whether novices or highly experienced}

’ 3. an AS should allow for the use of the full range
‘of possibilities offered by the computer, $rom
' wmophisticated answer-analysis and complex branching to
the use of audio-visual mediaj

4

¢ 4, “:author; should be able to test and modify. their
material easily. '

Y

€

A typical AS could be described as follows.  Teachers
work in an intnractiv.&modl tﬁrzrpat. LL material, Thox

.#it before the computer and respond the software’'s

i -

prompts as these appear on the screen. Teachers indicate

. [}

'the'nqmbir of\dtnms in the nﬁlrci;c, their sequencing, the
.xplan,ti&ts to be offnr-d,” thn’numgur of- tries the pupil
"is “to'be allowed, etc. Théy then provide the material,
stimulus, corrnct.answ-rs, pr-dictabl? wrong aNsWers, and
so forth, for,.each of the items. When finished, the AS
‘software makes up the cxircisn in accordance with the
material and ‘instructions that were originaily entnraa.
(Bark-#?&Singh; 1982, pp. 167-1963 Edwnr&s & Tillm;n, 1982,
p- 193 Jensen, 1982, p. 51; k-arslny, 1982, p. 431 Knﬁninq

‘% Kenning, 1983, p. 11.)
: .

~

" 212.% Esctors differentifting authoring systens

-

Authoring systems differ from one another in thrae

¥

Ways1 the manner in which.the user interacts with the

L software during the entry of course material, the mannu?

-~
-

@ . 34
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' ) in which the software formats the material for later *
‘ , delivery by the computer, and, most importantly, the degree
~ - . to which the user can alter the pr.kcstabiish-d pndngbgicnl

: “strpctures inherent in the software. : o

Data entry can be "on-line" (entered directly by the
te;cher sédfeq before a cohputn?) or ”off—iinn" {written on
paper by theutiacher and nntcred.into the computer by a
computer professional). During the‘Qata—nﬁ%ﬁy bhalp,l”tho
AS software can préccad in an ‘"interrogative modn",’
prompting the teacher to provide each pimte of iniéﬁntion.
or it can allow the user to simply tyge,in the required
data, without offering prompts. . L

| - | \
- . . r

Today, most authoring systems are interactive computer
programs, but this has not always been the case. Many
early ASs used elaborate codipq. sheets which required
dauthors to prepare their material "o#f—lin-" in a <format o

 which facilitated data'entry. The data which rcprns‘ﬁt.d

lesson material was tﬁnn entered by computer op-rnto}s.
‘EEkkDowsey, 1974, pp. 404,410). It was only as aéc.ss\ to \

computer terminals beéamnﬁ more widespread that . the

convenience of "on-line!, interactive entry of course

material began to be appreciated (Zinn, 1974, p. 368).



Chapter Two . Background and Definitions "

Zinn (1974, p. 391) finds ' that, Nhi}l the

.interrogative mode sesemns well suited to the b.qinﬁ;ng user,

it ‘often frustrates the more lxpufi-ncnd author. What is

easy for the beginner may be constraining and time-

consuming -to the professional. He submits that, ideally,

an A8 should prnQﬁd! for 'both interrogative entry of

.material by beginners, as well as off-line preparation by

more\ experignced users. Paloian (1974, p. 442), as well,
opts{for two levels of'intnrpc@ion, interrogation for the
inexperienced author and straight entry of data for  the

exparienced author. . °

- Q
v s

L]

The manner 1n which lesson data is entered is part of
the larger question of "user-friendliness". Pogue (1980,
p. 62) believes that the lavél of assistance .should be

P

dléurmin-d by the author. When intc;acﬁinq with

.biﬁinnlrs, the AS should duide authors tﬁrnugh’the entire

- -

entry process, prompting them for 1n€ormlbion, checking

for structure or format mistakes, and allowing them to ask. .

the system for additional "help"” if they do not understand

the next step.

d ¢

B ' fan:2d Ihe formatting of lesson material

Once authors have provided the course content, ASs can

e .
- realize the #¢inal product by one of two mechanisms, - as

36



L&)

1

Chapter Two Background and Definitions

"drivers" or as "code qdﬁ.rﬁtors"."With the "drivaer"
system, a part of the AS software system elicits tﬁn data

from the author and places it onto a data file. Another -

part of thé software, the driver itself, “redds" the fiic

and presents the " material to. the - students. . Code

"

qennritor@ on the other  hand, actually "write" new,

separaté<3cnmﬁuter programs based on the content data

elicited. DOnce written, the lessons are independent of the

~

AS that created them. (Pogue, 1980, p. 635). v

P

&

' ,

The ;iiterature does not clearly indicate a preference
for either 'qpproach,l' insofar as the pedagogical
effectiveness of the prodyét is concerned, Rathu?, the
mechanism chosen affécts factors guch as iransportability_
'bf 'coufin;ar.' aﬁrDBS‘ different types of édmputnr, and
memory :storaqé requirements, which only ‘appingn- upon

-t

pedagogical effectiveness in extreme cases.

2.2.5.3 Design options offered to the author

Most ' important to the purpose of this thesis is
lthe range of options an AS o#fnrs to nqtbors during dniig \
of the cours? material. Aqiin, there are two fundamental
3pproa:héq, the “paradigm“ approach 'fnd the “taolbbx"

;pproach (Hart, 1981, p. 7).

An AS which uses the piradigm approach calis upon the

37 L
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author to fit lesson content into pre-established

instructional formats, such as matching or multiple choice.

.

This approach is resembles the interactive templates

~

described warlier. Jensen (1982, p. 51) finds that the

convenisnce and wesase of use offered by this approath is
hieved at.grnat cost to {lnxibilfty. becauss of the fact
that the underlying format and,‘ltrat-gy remain fixed.

Mernill (1982, p. 77), ho@avnr, considers that the lack of

© -

flegibility of any one template can be offsst if the AS

P @

provides a wide range ot paradigms for different types of

]

learning.
-9

Kearsley (1982, p. 434) bnficves that AS should allow’
authors to specify "instructi%nal logic and stratnﬁ*f ns.
well as content. The "toolbox" approach‘ofﬁars this more
flexible possibility. In this system, the author begins by
" describing to the AS the séructure of the leslan and the
p.daéogicar strategy to be used. -Such description is made
through the use of high-level "verbs'". Thase ;nrb; call
into play a range of praviau;}y programmed basic strategies
cal{-§ "macros”,' which "the author can yfurtﬁeé ‘mod{fy
h th:ouqh the lppcificatién of "arguments”. Once the logic
'_of the lesson has been established, the QS.:clicits the
actual c&ntént. basnd oﬁ the chuir;m.nts of the chosen
‘stratégy (Paloian, ' 1974; Dowsny; 1974, p. 40%; Dean, 1978,'

»
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pp. 21-23).

R ] -
N .
N : . k3

As already  incicated _(Pogue, 1980, p.58), it is
desirablg that -an AS be wmasy to us--hy bnginn-ri whilna

providing for the realization oﬁjth. full range of coqputnf‘

‘possibilities. These two vectors often move in opposing
directions.’ Using an AS can sometimes be wven more complex

than using programﬁinq languaqcs; Indeed, as the user is

forced to provide "verbs" in order,to design the lesson,

v

.'there .is a danger of blurring the distinction ‘between
brogrémming laﬁghage ,and authoring lystum‘ . In other
cases, the AS is so unsnphisticatld that it fOT:.!?IPFhDFI
t& ANSWEr an nndilss séfies of questions, without b.iﬁq
,able tb produce anything worthwhile '(Villinunv¢ 1984,

’ f

P. 3. . T ) .

Jensen (1982, p. S50) and Dean (1978, p. 23) echo the’

warning that sophisticated authoring systems, although very
' versatile, may become too cumbersome to use and the d.qr.i
of flexibility may be more than some users can .handle.

Dean optstfor a system more closely following the pdfﬁdigm

approach 'iq which "pedégogical structure, instructional

logic, and .the nature of the machine-student intnrfah.s\

. : ) ‘ .
(are) defined separately from the course content (and are)

provided by professionals” (Dean, 1978, p723r.‘

%
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Mereill (19825 p. 77) - opts for an AS which allows
authors to begin with a'simpln subset 6f instrd&tionl and
capabilitinﬁ. | As authors b¢c6m¢ more adept, they ':aﬁu-

" learn additional commands which will give them additional
capabilities and allow them to develop more sophisticated

coursavware.

._ Kearsley (1982, pp. 432-434) proposes, as an optimum
_nituitton, four levels of interaction with the AS loftwaF..
The lowest level woui; involve authors in ; pnridigm—

. authoring environment, where they uqu{d be required only to
provide content fo; prc;ostablilhed, fixed templates. In
the next level, authors would be able to alter the
‘pParameters ﬁf the established template in relation to 1)
how , ipiormatipn is to be displayed on the screen, 2) how
answers  are ’go be analyfﬂga and 3) how instructional

segments are to be linkiiﬁﬁgiatherﬁ(branchinqz. The third

- v

level ‘would allow autﬁors td create new templ ates tbrnugh
.th- use of high-level verbs. A.finii level would allow
* authors to conFrol the nature of the AS interaction itself,
by opiinqﬁ for example, to turn off the iﬁtdrrugativc iﬁput

‘ forpg;.
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s

outlined in, section 2.2 are thén re-examined with rnqard )

N s 3
. . V@

a !

‘

2.3 The Importance of authoring systems
r’ - .

o .

jhe current state of CALL is examined and the serious

problem  ‘posed by the continued lack of a sufficient

Q

quantity ‘P‘q quality material ‘is explored. The terms

"quality", "quantity", and "“flexibility" are defined and

the various approach;s. to praducing"CALL courseware

to these three factors. Finally, authoring systems are

shown to provide a mechanism for gvercoming the . -hoftagnz

-

while pffering the potential for quality materials.

= ———— - . oy e e S i S G e e W

CALL has developed slowly since the esarliest research
in 'the mia-sixties. The. literature is unanimous in
outlining the three major factors whi&h have acted against

the wxdgspread ‘use oﬂLCALL, or CAL, or any use of high

)

tncﬁnology in education: the high cost and contrary Hntdr.

of the equipment, negative teacher attitudes, pﬁd the

.

'

shortage of teaching material.

-

fhe early spoch of CALL research has been called by

Paramskas (1984, p. 14) the p.riod of "monster machinés"

CALL ‘ -xperimﬁptation ~was limited . to those few large
.1pl€itution- which could absorb the high cost~of computer
acé.qs. The equipment of the day, Eonntlting,_'for the
moQt part, of noisy F-l-typ-’tbrmidall connected to remote,

41
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\

ii.min&iy 'mystekious, and rather undepenQable- main—-frame

computers, was considered to be "unfriendly"” (Faramskas,

1984, p. 14). Language teachers were found to " have 'a

generally negative attitude towards the use of computers ih
language teaching (Fit{g:bbon & Grate, 1970, p. 921).

Those teachers who decaide to investigate the possibilitxeé

"of CALL, and-- whose parent institutions could afford to

offer the computang ;isources, were faced with e drastic

N

shor tage of useful and usable\~ma£§r1als (Orstean, 1976:-

p- 216). .
N Y
. A
The complicated proc&dure of passwords and account

numbers of the earlier main-frame epoch has given way to

‘the much more damocratxc and.non-threaten{hg procedure of

\
simply switching on the inexpensxve microcomputer and

seeing it instantly respond, "READY" (Higgins & Johns,

-

1984, p. 10). o C

With the adverse factors of cost and the unfﬁiendly

nature of the equipment elimnated, the currenf euphoria

N

among educators would seem to indicate that teachers have

-

.d.v¢lop§d a posative attitude, which should lead to a rapid

increase in the use of CALL. Such a conclus:ion may be
premature and “illusory, howaver , as the course and
direction of CALL, indeed, its very future in language

-
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[

teaching, remains far from settled. The desire to move

-

from the experimentation phase of CALL into the
_implementation phase, ,.now that many of the other, factors
which inhibited the QSQ of computers have basen rlsolvid.

faces a major remaining obstacle.

4

L]

Experts’ are almost unanimous in warning  that,

widespread implementation cannot proc.nd until the serious
shortage of quality teaching materials, or céurl-uar-; for

the medium is resblved. ’ The .supply of sound, substantial

« CALL cours;w;re is not much greater than existed before the

4

"computer~revolution" and this lack of matcrinf,rnprnl.ntl
‘the major. barrier tn“widisprnad use and ac:iptincc of

comgutars in language 'teaching. (Crawford, 1981, p. 3

Davies, 1982, p. vii; Barker & Singh, 1983, p. 174;°Holmcs.3

1983, p. 21; Stevens, 1983-a, p 293).

-
o

‘5

Centres wishing to implement CALL have essentially

onl} two options: to make use of existing commercial

1
4

materials or to create new material. The first option ii‘

~

i nadequate, howéyer. Commnréaal squrces offer oniy a very
limitna number ol computer programs for language learning
'(Kennind and Kcnﬁing, 1983, p. 10}.l What is available is
often of mediocre quality and even what "good"” 'mat-rifl
thire is fr;qﬁnﬁtly requires ‘daptation (Wright, 1980,

43 -
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p- 11). The 1list of available matnriallis even further

reduced by the inability of most programs to run on any
computer except the one onzuhich they were designed - and
'proqr;mmcd Qn, a siéuation likened to the "Tow;r éf Bapcl"
(Wyatt, 1983-b, p. 7).. Wyatt thus c‘éncludns, "witﬂ\
microcomputer-based CAI, it is' very likely that an-
insgitutipn will have to spend " at least some time
dcyuldping its own courseware": (Nyaté, 1983-b, p; 7)

. ’

)

-The local creation of courssware by teachers is also

sean as a necessary factor in maintaining a positive

< N .

attitudc;,towards‘ CAaLL .ﬁaﬁd lqnqulgf/,,xlachlrs. MIDY.
1 anguage t-aéhnrs‘ hivn felt left out by 'tﬁy computer
revolution, a situatinn‘that ;ill°bc pﬂt right only when
teachers are givan the tools with :which to exploit

computers .on their own (Hibqinl & Johns, 1984, p. 10).

v
L - -
.

.

t

5

R Often cited’ among CALL,pr-rts as ' a "worst-casa"

0

scenario -is nhat.can be referred to as the “"Language Las
‘Analogy" (Davies, ,1982,‘{%. viigp Alatis, 1983, pp. 11-12;
Kenning (& Kenning, ,'1?93, p. 13~ Holmes, 1933-&; Sanders’ &
Knngnr, 1983-a; p. 333 Higgins;& Johns, 1984,'ppm 11-12).
it is feared that, as with the langunqi‘lqﬁ of the 11950“'
and 1960°'s, the current wave of optimism nbputi the
possibilities of CALL will result in wducators -ttnmptjﬁéf

a4
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.
»

o

to ' make heavy use of computers in the language tmaching

curriculum. ’ Results will be disappointing, not because of

aﬁy basic shortcoming in CALL as a medium, but b-:iu-- Qf

thn lack - of quality courseware to use with the ‘computers
5 \

and because of teachers’ inabjlity to participate actively

: ’ [ "l .
in the creation of "home-grown" material. Weible (1983,
p. &4) points out that inngungc labs began €0 experisnce a

rebirth in pupulnrity' once cassette :qcord.rl became
EY

familiar everyday'.cbnveniaﬁces and teachers could make

[N

their own recordings. nless a similar development occurs
in CALL, ' disillusionment may set in and CALL will be
discredited as a faorce in language teaching.

-

$

2.3.2 FEactors affecting the nu!ntux and nuautx of coll
QQEC&Q!QCQ "
»  There is a measire of agreah-ht that the resolation of

the coureware shortagi~prob1-m involves tuo factors, the’ .

quantity of éourseware'aﬁd the quality of that courseware.

0

These terms, rquaﬁtity“” and "quality", are used very

. loosely in the laterature and need to be more closely

-

examined, and their rula in the pros-nt disculsidn more
7’

. k)

rigorously defined. - . -

The quantity of production of CALL courseware is a
function of the éést, in terms of time and resources, of
designing and-. programming CALL maturiui (Barker & S8Singh,

A
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1983, p. 174). Figures of anywhere from S50 to %00 hours of

LY bl

d.v.lépmcnt-timn per hour of finished product using a GP
< . .

approsch ace cited. (Braun, 1973, p, 2; Kearsley, 19682, _

p.” 430; Ashmore, 1983, p. 6).+ 1t would seem that .any

‘method of~ speeding up the development process would be

- ™~

Pl

laudable, providing quality can be maintained.

[ 4 e
T
P! L]

Sp;-dfng-ub the production of material, however, often

A
affects quality adversely. Billespie (1983, p. 6) sees

this rnl}tionship as a direct one, argaing that the more
fim.aand and money available for”BPoducgion, the better is’

the quality of the product. Orstein (1970, p. 215) counters

. this view by citing the millions of dollars that government
. !
gnd private foundations poured into»@assive CAI projects in

P

the‘lit- gixties, not always yielting a poiftive,effectldn

quality.

[ ‘ 4 M

« ' ) +
The }elationship betweéen quantity and qualitmeust be
mnrg complnxjthan Billespie ind?cateﬁ abova. The qunstiop
.0f speading-up 6r facilitating the develnpmeni process céﬁ
relate to 'Qithnr speading-up theadesign process nr‘ lh.
coding process nr‘tbth... ﬁfch ux;idibnt will in.vitabiy
’lf§lct the final‘qunlii; of £h- product. | .

o

]

-

It was pointed out sarlier that CALL courseware ‘.is

o
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-
0

r-ally a combination of two separate factors: . the logic of
the program, which can be called the “vnhaclu" and the

content of ‘the lesson. The two are o#tin confulcd Dean

11978, p. 20) points out that. daspxt. the fact that over

. S;
0% of a CAl author’'s time and wffort -is expended in

activities which are - uprelated to computer coding

pro;gdures, the question "How do 1 write a €Al lesson ?" is
. ‘ et - « )
often interpréted to mean "How do I code a lesson into the

A}

computer ?" : h ‘

[
o

-D1scussxons of qualzty must take ihto: account bnth the

-

ngual;ty af the pedagogxcal contnnt and the qualxty and

!

sophistication of the vehicle: (Holmes, 1982, p.12). The

interrelationship of these factors:is addressed bel ow.

.
-

A 4

Two important questions arise in any discussion of thms

qualxty"of pedagngxcnl contents 1) Who should design the

[

mgterzal, regular teachers or those specxally tra1n.d .in
~ ? . &
CALL techniques? and 2) To whgt degres can CALL can be

adaptéd'td current language tpachinq‘philosophi-s.~l

B

@

‘One school of thought holds that effective materials
L) - ' D b

- +

cannot’ be created by tcachers alone, .that people traip.d,'

.in CALL technxques must be inveolved in thn-dqsggﬁf prbch&'

o

" (Edwards & Tillman, 1982, p. 20; Stevens, 1983-a, p. 294).

[y . . o0

a7
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~

The skills required to generate effective coursewars are
said to be different from those required of an effective

-

‘teacher (Joiner,. . 1982, p. 13) and failure to provide the
. L3

A

necessary sxpertise results in the sort of unsound CALL.

-
v

material widely foundftoday (Dimas, 1978, p. 27). N
. . \

)

I3

Teachers® difficulties sﬁem from their inability to
A
fully appreciate the possibilitf&s of the new medium.
\ 4 o .
Computers represent a level of complexity far qrnntif than

-

that .found in devices such as tape recorders; for which

t--&hnrs c;n‘ often prepare a good lesgon in single .day

(Mhé;i,\ 1981, p. 26). ',Many teachers, aséauthorp, still

adhere to .the approaches of these other, more familiar
. ° [ ] . ,

" media, pfoducing' lessons that tend to look like ~lessons

prepared for presentation in textbooks or on .blackboards
(St-?-ns, i983-b, p. 28). Teachers fail to fully aﬁbrpciate

or exploit the power of the computer: they are unable-io
. . . . 2
N \» ‘
see beyond a linear sequencing of material and tend to want
. t
students to complete all of the material provided (Hart,

s

1981, p. 14). Stevens (1983-b, p. 28) finds ‘the situation
similar to the phenomenon exhibited in early educational
films, where teachers were shown standing. in front of

blackboards. .

Adhorgnts of the opposing viewpoint Hfsputa the notion

48
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that professionally produced commlrci;l materials are -
neﬁlas;rily any better than/ teacher-produced materials,
even ' going so far as to claim that fhc latter are -often .
superior in quality (Crawford, 1981, P 16). According
to Qpis th?sis, only experienced language ?.achnrs c;n be
reliad upon not to ;ake pndagogﬂéai errors as well as
erroribin‘actuar langﬁaqe usage (Allen, 1972, p. #49). - It
ig therefore probably easier to teach language teachers

about CALL than it is to teach CALL ‘"experts" about

language teaching . (Wilson, 1982). .
J’ .

- The training of teachers to understand and take
advantage‘dof the full range of possibilities- offered by

CALL does not relate directly to the presaent diqhulsion.

b

Nor does the ability of an authoring system * to ,guide

teachers through thé authoring process and to provide

assistance as to the various CALL options available at,uaéh
point. Both of these factors are fmportantw however. The
former s cinarly one of the mostvimpcrtant variables in,
any di;cqssion of the pruparatipq‘of ﬁuality cCoursewara,
while the latter may be an important cri}cridh, in the
“welection of an authoring system for teachers not already
familiar with CALL.

-~

Kenﬁing aﬁd Kenning (1983, p. 5) do not consider that

49 \ *
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there is any incompatibilty betwsen CALL, in ‘General, and

tﬁ. pr.s.ht sephasis on seaningful, communicative practice

which  férms the basis of current ideas of quality

cbursn&aro. .14 the ability of tesachers,’ in general, ¢to

g

$i11 the role :afl Qualified, knowledg#able authors is

N

liluﬁcd, then the remaining variable is the d-qF-- to which

the quality and saphisticaiion of the softgar. vehicle usaed

toc create CALL lesson material, the authoring mechanisa,

affects and c:lou?? the nature and quality of that

-~
Y

matmrial.

“
:

The term most often ussd in describing the quality
s - !

and sophiiticaticn of a authoring mechani sms is
' ¢

"flexibility®, which can. be defined as “the number of
choicas available o the instructor aﬂ& the lnarnqr“ (Paul ,

1982, p. 11).
- - .

-

’ ( -‘ _.
Again, thers are alternate schogls of thought as to

= [y , 4 . . ) .
the eifect of Flexibility. Merrill (1982, p. 77) and
.‘ t } -

Kearsley (1982, p. 43%) believe that the flexibility of the

© vehicle determines the quality of the material it presents,
while Holoes (beZ. p. 49) and Wyatt (1983-b, p. 10) hold
that flexibility need only have a minor effect on quality.

The latter hold that valid, effective coursewars can be
i »

o

Produced using very simple, unsophisticated nechani sms;

3

: . =0
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./ ,\

‘that it is not necessary to exploit the full range of

features available on the computer.

. < ) ’
ﬁotﬁ Krgumeﬁts have some degree of merit, but thl;I_‘
;re subtle, confounding factors which must be taken into.
aécount. Authors with a deal of imaginationoand skill will
be able .to create excellent activiti-i with I-v-n " the
‘simplebi,‘ least flexible vehicle whilw other, less gifted
authors may allow a poorly designed vehicle to impose: or
fncourage' poor‘ébsson design (qbiner, 1982, p. 52). A
hi?hly flexible authoring mechanism allows for higher
: qhality material, without beiﬁq able to guarantee it
(Joiner, 1982, ﬁ. 523 lPQul, 1982, hp. 11). . The highly

sophisticated system may providé options which many authors

may not know how.to take advahtage of ’(Joiner, }982,
P S92).

! 4

2:3.3 The guality and guantity c}i coursewarg productien
28 2 function pf the appreach Lo authocing :

Of - the three major approaches to the programming of
"CALL courseaware, 1) using general purpose prod;nmmﬁth~
languages (GPLs), 2) using authcr?ng'languagnn (Q&s), and

3) ‘using nuthoring‘systcmu (ASs), only the latter shows:
promise in providing a mechanism for the producktion of a
sufficient quantity of cburinwarn of sufficiently high ;

quality to be acécpt-d in the <field. The two formaer

) : 51 \.
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°
[

approaches, which have been in use since the beginning,’

have failad on one or both countss:, -

2:3.3.1 Production using general purpose LenngengstQEkgL

While original programming in a GPL is the most time-
consuming - approach to the coding of iducationgl content,
the'flexibility offered by this approach makes it the most

popular,6 (Stevens, 1983-a, p. 2945 Wyatt, 1983-a; p. 38)

/

and,' as has been shown, it accéunts for most of the CALL

material produced to date. ]

&

Productions gsiﬁq this approach fall into any one of

I

‘

four main categories: ' 1) Courseware. tonceived by lihosc
trained in pfogramming; but without a language teaching

bnckgrnund;/ 2) Courseware conceived and programmed by

¢

language tnach?rl newly trained in }hn rudim-ntsr of

A3
. ¥ -

computer - programming techniquesj 3) Courseware ;oﬁcaiyad
Sy fanguag- teaching professionals and programmed by
nxpnri;nccd nbrodrammirs (the: "team" approach)j arid
4) CouFEEG\(n conceived and programﬁed by a language
teaching prBf-lsionnl Q;o was, at: the same time, an

-xpiricnccd,prog}amm.r (the "gresat man" appréach).

[

There is little debate among CALL profcsiionnls'about

the nead to exclude materials 'dciign-rs of the first

-
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cat.bory,~ that is, those who have a‘knowlcdd- of computer

-4

/4brogrgmminq alone and *Pkporgi}- in n-ith;r language
téqching nor CALL methodology éDaviné, 1982, p. vii).
' Pfodu&tions realized in this cnt.gory,‘ unfortunately,
account . for a good deal of what is commercially LIVlillbll
and céng}ibutes tb the shortaée of "quality" coursasware by
crowding out be£t-r material (Stnv.;;;' i983-n, p. 2943
Gillespie,' 1983, p. 7). On the basis of tﬁc(di-cussion of
the unique nature of CALL.(in section 2.1.2 above) and the
discussion of who lﬁould d-siq; CALL courl-wa;n {in section
2.3.2 above) , -those.pro;pactive courseware d.qun;;s ugo
are experts in the field of CAL alone, but who are not
experienced in lanéuage teaching must be included in' the
present category. |
v :

The recent exaggerated cla;ms f;r the "computer
revolution” in; language teaching has awakened among
teachers the degire to become iﬁvolvedlin CALL and 'ha;A
given' great imp-tys to the second .pprpncﬁ, the programming .
. of courseware by ianguaq- teachers n-wly'train;d in the:
rudiments of cnmpuécr programming. Proponents of' this
approach ‘"argue convincingly at teaching workshops that
teachers can learn in a few hours all the coﬁputorﬂl,
. p;oqrammidg skills they Puud in order to proddcn siﬁplc*

language activities. Many of those who ' veanture ‘into

-

L .+ =3



H . L4
i

-

Chapter Two - :Bickground and Definitions <

programming languag.‘activikinl find, however, that.it'is'
much more difficult. to produce acceptable results than“th-yl

'had been led to believe.

There im no doubt that GPL programming offers, in

theory at least, ' the greatest flexiblity in designing CALL
m;t.rials' {(Wyatt, 1983-a, p. 3. The only constraints
limiting the possible dgsién o; activities are those
imposed ‘by the computer, the computer language, and tﬁn
,prngramming abilities of the designers (Holmes, 1983,
p. 27). Nﬁile tﬁe can;traéﬁts imposed by the computer are
host; often 'b;amnd' by amatgur authérn fo} the ultimate
shortcomings of. éhnir material, th;ir own lack of
brogfimming .xpurtii. is usually the prime limiting factor
(Hazed, 1952.'9L 22). |

+

Davies ~ (1982, p. 434) notes -that prngfamminq is

éssentially a créﬁtige art in which progri‘m;gr can give.

fr.i rein to their imagination. The key word “is ‘"art",

Knowing .hou io paint or how to blay an instrument-is not
the ;amn as being a gifted painfcr or musician. Manyx
uxp.rtl' agree that G;L proérnmming is onl;"in flnxiblg as
the :;u;tivity and ‘skill possessed by the érac%{tiqgnr‘
(Kearsley, 1982, p. 429; Otto & Pusack, 1983, -p. 26).

Language twaching is sufficiently demanding that hf is .

54
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4 .

impractical for teachers, en masse, to seek to »Bngoh-
accomplished 'computnf 'p;qgrammnrs as well (Pogue, 1980,

p. 64; Merrill, 1982. p, .70)."

-

» The second approach to GPL prdgrimming haé.thu: failed
to éﬁbduch either the‘quant;ty or, the quality of CALL
"coursew;re required. Not enough teachers ha;- ‘become
'involvnd in authoring materials, because of the immense
learning burden of GPL programming. Of tﬁbgg who did
sﬁcceed in‘ learning to proéram;ﬁf-th!ir . lack qf
séphistitation in programming has had a nnga@ivnsnffucé oﬁ

the quality of their materials.

TQE‘ approach to GPL programhing favnur.& by mogt.
experts is 7the "team" appr;;ch, where there is ;
collaboration among specialists, each providinﬁ input in
their respective area of quértise (Crawfp?q? 1981, p. 15;
Marty, 1981, pp 43-44, Mydlarski, 1981, p. 119} Davies,
1982, p. 44). The team apbr;a;h to Quﬁrs-war. d-vilopm-nt
can involve as little as & faculty member designing content
material and having it programmed by a student programmer
(HcCamb%idga, 1982). The process m;y include a third
party, the educational.tnﬁhholugigt.or’CALL expert iﬁéB?-,
1982).- ' |
. P n
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-3

~

Among the dourqnwar- i:ccﬁtnd as ‘b-inq of higher.

“

quality is much that has been producad. uling' a teanm

.approach. The (lef scniis, a set of beginner’'s French,

grammar 'lessons, was produced ihrough' a collaboration
b-twéoh teachers and profeséional .proqramm-rs (Holmes,
1981), as was the Grammar and Vocabulary Mastecy series
produced by the American Language Academy (Wyatt, 1982)..
Simiia;ly,( the produ#tion .of courseware af Concordia
Uniynrsity'g Learning Labsratorics has been made pos;ible
£hr9ugh a collabnraﬁian of int-reséed teachers, whn.develop
the céntent, and the Learning Laboratory staff, who design,
Eodc. aﬁd test the computer program (Kenner & Richards!

3

1980).

)

The team approach, while ‘responsible for  the

: production of some quality courseware, has failed to

-

satisfy the demand for the deli very o; quality ;ourséware
in massive quantities. Thc‘most séchu disadvantage is the
high cost of hiring professional prbgrammérs (Pogue, 1980,
p. 64; 'Kenning % Kenninq,‘\1983, P. 145).. In situations
whare prograhminp rnsour;gs‘are minimal , %aculty may have
to conc:ntfate on le;s sophisticated CALL" (D{mas, 1978,
p{?7). In the case of Concordia University, instrqct;rs

may Qave to resign themselves to a very slow rate of

production. and 1lbng delays between the design of the

56



Chapter Two ~ Background and Definitions

v

cohntent aﬁd ‘itl‘ subsequent rgalization ‘as  a :oﬁputnr."

prégram.
Yy ’

Complications in the "tean" approach arise ouf of the’

need for the‘va}iSUS parfies to communicate when sach may

know litfle or nothing of each oihcr’s fiwld 0f competence

- “«

(Kenning and Kenning, 1983, p. 145). Elliof 319821 PpP. 66—

8) . does not believe such a situation can produce effective

results, uniels \nach party is wilrind and !pl- to ll’arn
ibout the diséiplinc n{ the other, For tnacﬁ;r ~ programmer
gollabd?ation to succeed, teachers must know enough about
ﬁrogrfmminq to undgrstand what level of p-rformancg is’-tb
be éxpected from programmers and to communicate . to
progr;mmers their requiraménts on ' content ‘and format.

<«

Without the added expertise of a CALL specialist to act as

‘intermediary, the team approach begins to suffer from some

~

of the same constraints as those noted above for teachers

. : ) 4 0
learning to program on ‘their own.

n f
& N

[t
th J,l
¢

. A ﬁfew institutions Qré<extremaly fortunate- in that
they haQn individuals who are, qt the same time, language
teaching experts, experts in CALL methodol ogy, and
accomplishéd‘pfogrammers. Dimas (1978, p. 27) ryi-rligo

this as the "“great man" approach and it represents the

fourth option to GPL programming cited at thq'bdginning~fgf

..,
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 xhis mection. . Barker and Singh (1982, p. 169) note that

this .nv?nﬁl. combination of,crbns—disciplingfy ;kills is

-

extremely rareg, Again, there is no guarantee that what is
N N “w
produced will be of 'the quality desired. The courseware

will reflect the particular author’'s personal - preferences

I

“Yand it ﬁay‘vnry‘w-ll be found’'that other members of the

. o >
teaching faculty are reluctant to use it (Dimas,- 1978,

~. b

ﬁ. 27). Often, when thel"gr.af man" moves on, of?’loses
interest or /;oti;atidn, an-intfitution’s CALL programmﬁ
collapses and the material passes out of ci%cﬁlation.
y s

GPL proqramming;' then, d;spitn the fact that it
accounts for a ﬁajority of'what has been produced, has
failed to ;atilfy the double demand for quantity and
quality in courseware. Theifirst and the second apéro;chos
have led to the prodﬁgtion of a large amount of material,
but often of inferior quality. The tﬁ}rd and fourth
approaches have had iimitnq impact in tur&s of duantity

because of the high cost and/or lack of available axperts,

still with no guarantes of quality.

N

2:3.3.2 PBroduction using authoring languages (ALs)

Authoring Languages (AlLs) have bessn athné-d as the

final wsolution to the coursaware shortage . situation. It
. i .
wWas suggested that t-achcﬁp who knew nothing - about

bruqramminq and little about computers could sit down at

. 58
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~ "
W %

&

,» the computer ind dash off computer-based nx.rcil-; qui:kly

and with great esase. ‘ 1t lnas supposedly no more difficult
*, . ) ~ fe 4
to learn to type than it was to learn to use ALs (Allen,

1972, p. 348), &ct they were to offer a 'lophisticafinn

~

aqual ;}&q that of material préduc-d bQ accompl ished

programmers (Merrill, 1982, p. 76).. ALS were designed with

' non-computlnq, liberal arts people (such as language

\

languigns”\vorientod towards the ip ific neads of

instructors, and A were to create an environment where.
L} - .
0 :

individual inqtructar‘$ were fread A¥rom‘ technical,

. programming concerns. (Hazen, 1982, p. 21).

. . ‘ Y

3 t »

.

The question s%;vitably°ari;es ag-to why ALs have had

1

S0 lzttle xmpactqsp the productxon of CALL mat.rza]s, givi;
these apparent advantages, th- disadvantagcl ‘of GP

programmfﬁé, and the fac& that ALs have bnnn anound almost ;
since -the inception of CAL. :
. ; e o . L .

¢ f&? ] -
There are several key crifﬁci-ml of ALs which mult

r

b- cxaminnd. Univ-rsal to all ALs is the bs-rvation that.

thuy do nn{ 11vu up to thazr ratxnnalc of bning ‘iksy to
luarn and use. ° ?ossxbly a function of the sp.cific AL

under dzs:uss19n is the crxt:cxsm that ALs place limat: on

flexibility, with littln pppar.nt gain in’ nnth-c arsasj

™.
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t,

that thny tend to steer authors in the dirnctiaﬁ of"lnls'
effective pedagogical strategies; apd, finally,ﬁfhat there ¢

are technical aspects of their operation which limit g!‘ir

-ffn:ti&eness.

\ .
. - v ' . o ¢

3 . ® .

Most non-programming teachers who have endeavored to

'4

use ALs would not aéree with the claim, often made by
i \ b v

propon:ﬁts” of ALs,  that only: an hour or two of dnitial
training is needed before courseware can be produced

” , . >
(Pogue, 1980, p. 643 Davies, 1982, p.q39). The claim often ’

rnfﬂri oq}§ to learning the bssentisl'operation‘of he

A great deal more lcsrning and practice-~time is

before the user is able to exploit the capabiliti@s of the
L\‘N

langpage at a moderately sophisticaed level (Nyatt; 1983~-a,

P. 35). The simplicity and sase of learning which ”;;}Ci\

-

jﬁitially proposed as representing one of the foremost

arguments for using an AL over a GFL (Merrill, 1982, p. 76&)

has been tkadéd‘for continued increases in sophistication.

<

)

Tﬁis has resulted in ALs which are as complex as GPLs and

take as lonj to learn to use effectively (Hazen, 1982,

Gy

p..22; Jensen, 1982, p. 513 Merrill, 1982, p. 76; Wyatt,

1983-a, p. 36). - .
<
It is beyond dispute that it takes less time to

o

_5roduc- CALL materials using an AL rather tharn a ?ﬁL.

| 60 ' , .
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Wyatt (1983-a, p. 36) warns, hownylr, againgst overstating
the spead id@antagn. The programming tiq-’will be lnss,

but of the same order of magnitude. St.vnnl (1983—;,

o

p. 294) ‘cites 30 hours of programming pnr*hour of finilh.d

product using ‘an AL, which can be cqmpar-d with - the SO

124

hours and upwards ci€ed in section 2.3.2.

. The claim often méde by propoh!hts that ALs are for

%

those who do not know how tn program and thnt ogramming
usxng an AL 15, somehow, not r.ally comput-r prug;}mmi;g 1-
also d1sputed (Jensen, 1932, p.‘51). Paloian (1974) -
remind; us that, while ALs”day faci}itatnﬂih; actual c?ding‘
.pf' a CAL prngram, they'dg not ,6ontri$ut¢ much towards
shnrtenlng the program—plannxng ltag! or thp debuggxng of a
program once it has been entered 1nto the :omput-r. - Hardy'
& Elligt 1932) say of Mrcronlot that it "demands the same
;evnll.of ability and sk111 Cas thatl r.quxrnd of a BASIC .
programmer . The dxffzculty lies not so much in the
programming lnnguagé ifsel?, as in éhl‘ﬁnnd’to understand
programming concebts Ii&d variables, counters, gfrags,.
matching, conditiugal and uncondi tional br;nchigg, atc.

(Davies, 1982, p. 39). o

Indeed, the problem is often hight-ged by the need, in

any crse, to program certain sections of a CALL program in

". \/ 6£ N ' ' ‘ . | A
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a GPL;‘ ﬂaq;"th ";iioy‘for the inclusion of routines
wriitén in 'tﬁu' host language (the computer lanquaq; in
usich AL was oriqin;lly written). The .author is ﬁhus given
powers of operation 'unforesesn by the dlsiqncrs of the AL.

Merril finds, .in reviewing a PILOT pr§gram} that almost

hal# of the statements were in the host fanquaqe-(ﬂirrill,
. 4

1

1982, p. 76). . | . A o

9

The second major cr;sticzsm of A&s is their lack of
\ K

‘$lexibility. | An AL attempts to sxmpli#y the author's task
by reducing the number and cnmplnxity of cnmmands, but “the
. - ‘ -}
restriction in'the domain of commands creates a réstrictiﬁd

[

ip ‘ th- range of possible nutcomis or applxcations” .
'(Merrxll. 1982, P. 76{\\ Toachers, through thn-lack of
’fleg1pxlxty of the given AL inAfosterxng development - of
:truiy innovative activities, will nithqr proéuca only
simple " exercises ‘(wyaté, 19B3~a,l 32’37) or they will - e
recognize \the‘Limitations of the AL»qu?tkly and will wish

to ‘move gﬁ tq'GPL p?oqrimming“(Knnning and Kenning, 1983, ;

p. 13)." ‘Davies (1982, p. 44) sees an analééy in the ,

"paint-by-number" kits which please the newcomer to oil-

painting ‘but cease to satisfy the creative needs of those

’ )

_who wish to carry their. artistic endeavours to a higher

-
B f

level.

y
.

/
(



Chapter 7Two .‘Bacquound andﬂ.nfinitions . :
The inflexibility builds upon itself. Tmachers will

be limited by thni; lgpk of ‘programming experience and may

decide that certain thin _that they wish to do are

impossible on the computer. This situation will then b;

tompoundédq by the inlbility\nf ALy éo offer avenues for

innovative teaching tq;hniques and by their zindnncy 4to

push teachers towards those ppa:aogiéal strat-gi’l . which

are the easiest to program. Dtto &;PUIle (1983, p. 27)

have concluded, by virtue of this infléxibility, thaﬁ AlLs

"are not suitable to most forms of language practice.

2
N

~

selection of pedagogical stratné&ns is inescapable. '

Inherent in any very high level software such as Als are
“the assumptions and decisions made by the origiﬁal

a
'

designers within which (or against.which, as the case may

be) the user has to work. Dean (1978, p. 23) makes the
point that even a basic sequence like “presentation
followed by decision" implies an instructional 1logic. ALs

are criticized because they lead novice authors to follow a
!

particular, restrictive instructional strategy since %thu

4

' restriced domain of commands makes this strategy easiest to

implement (Hazen, 1982, p. 213 Merrill, 1982, p. 76).

~

4

! . There are technical_considerations which limit the

/
o
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P

a
pedagogical utxl;ty of somn‘ALs for CALL applzcatxons. Some
ALs have buen observ-d to have an 1mmnnsn "DVtrh!ad" (12
t-;ms_ of computer memory and resources) which acts on
mic;Otomﬁdinrs to triviali the type of IXQPgi!. that can

N

be designed for the I;ttln remaining room in memory. This
memory was:jsis compounded by the.tenden:y of ALs to guide
would-be programmars away . 4roé strat.Siis of sound,
economi¢ ;;oqramming.such as strhcﬁuf&d programming or the
. re~use of generic procedures. Dfégn only parts of the AL,
or the program, or both, can be loaded into the
microcomputer at éne time,“ leaving students to face 1long
dnlay; as the cbmetqr loads data from external storage
‘media. “Students-arevlulled by the endless whirring of the

\

floppy.disk" (Gillespie, 1983, p. 7).

Another technical cunsidérat}on is portability, the
ability to use material on computers other than the one for
which they were dasignéz.' When dood courseware is produced
using an AL, it is often not .available to the entire
language teaching community because the AL in which it was
written is supported only b& certain computers or must be

' purcha:;d separately. This is also, of course, a problem
for GPL programs. It becomes more acute when an AL is
1qvolv-d because there is less chance of findxng a version
of an AL compatiblc with a given machin. than there is of

, ‘ 64 |

! ‘

4

1



Chapter Two Background and Definitions
finding GPL versions (Hazen, -1982, p. 213 Otto & Pusack,

1983, p. 27).

2.3.3.3 Production using authoring systems (ASs)’

-

\ o . ‘
Many of the criticisms levelled again&t ALs can also
be made against many authoring systems (ASs), with the

a

nntable- exceptions of 1) the initial l‘arninq burden,
2) the time take@hyo produce matnrial, 3 aA: the need to
understand computer praogramming. Thnrafii general agresment
that' ASs offer a dramatic rnduction-fn the time necessary )
. for CALL courseware development, both in the iﬁitinl
training of proépactive authors (Wyatt,i 1983-a, p.- 37) and _
in the time needed }o produce an -xercip- . (Pogue, 1980,

p. 62). By definition, use of an AS does not reguire an

understanding of computer pragramﬁiag.

Merrill complains that ASs "reduce the cost and

effort by reducing variety in much the same way that cost
sl ’ \

and effort are reduced in fast-food r;stauraqts, tract
homes, and formula television shows." (Merrill, 1982, p.77)
To carry this analogy further and to relate it. to the
present discussion, it can be argued 1) that the abév- did
lead to a rapid expansion ?n the number of restuarants,
ﬁo@es, and television shows and 2) that not all fast food

restuarants, tract hbm-l, or formula tn}lvision shows are

«
Y
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F4

o
4

uniformly bad.

While Merrill (1982, p. 77) concedes that ASs can

enhance the quality of courseware produced by novices to

CALL, he, and othersr(Edwérds & Tillman, 1982, p. 20;
‘ Davies, 1982, p. 35 nevertheless hold that ASs rest?iét
the Ohualify of the courseware that could be produced by
truly creative authors. few would dispgte D;vios' (1982,
P. 3$) observation that ASs can never produce the same
‘standard of CQLL software as a team of expert teachers,

Y

CALL cxpnrté, andvaxpe%t programmers using a GPL.

The rnﬁsnés wh& the team approach.has not satisfied
the demand for material have been explored above (in
section 2.3,3.1). Without such a teanm, Murrillén
A "cr.at}vo authors" would probably find the 'range of
ﬁossfbilitins in a GPL or AL environment no more satisfying

Ior unique than aﬁ AS. The details in programming CALL

" materials tend to overwhelm print-oridénted authors. Rarely
do they have to concern themselves, when_wriﬁinq a book,
with such issues as pabnr choice, pagé design, typesetting,
. . bindfﬁg, and a ﬁyripd of othn;ga:tivitils involved in the
",' production . of their work. . The details of converting a

manuscript into a Pook are left to the publishing +firm

(Edwards & Tillman, 1982, p. 20).
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'After a fashion, q;;AS provides 'analoqous support’

during CALL. courseware design. " The degree to which the

. support becomes a strait-jacket depends on the AS in

" question. © "If the system is reasonably flexible, the

teacher will h&ve'a fair degree of latitude on any given

point" (Kenning and Kenning, 1983, p.12).

Wyatt (19835-a,. p. 38) -claims that .ASs will not

.ruspond to the demand for quality CALL courseware b.cauln

9
it impossible to use thnm for the production of tutorial’

exercises or "open—ended or communxcatxvn actxvxtlns of  a
collaborative sprt.” This is one of tha key questions
considered in this thesis.

Despite misgivings on the subject, Wyatt reluctantly

concedes that ASs offer the only short-term solution to the

égursewaru shortage dilemma: .
"Although there is no gensral agresment on which

" approach \to take (to address the courseware shortage
prablem), there does seem to be a significant movement
towards the adoption of authoring systems... - It
appears likely that sound and worthwhile coursaware can
be developed in this way at far gruatnr speead and far
lass expense.” (Wyatt, 1983-b)

-

LS o)
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_using an authoring system.

Chapter Ihree:. Research Design and Findings

This | chapt;r examrnes those language learning
activities which might be applicable to a computgr—é;sisted
language lgarq§ng environment and which could be reproduc;d

.
.As an introduction to the data baée for this study, a
definition is suggested for the type Of activities to be

examined with an analysis Df‘ t%{ir nature. The method of

’

/.
- .gathering the data is explained and the data is presented.

-

B

The daté can be separated into two categories,
attivities used to exemplify an ‘analysis o©0f language

»

learning a:tivities'frnh an nperationai point of view and

. »

those used ‘to exemplify an analysis from a pedagogical
point of view. The data pertaining fn‘ operatioMal
typologies is examned first and the results of this

examination are subsequently applied to the data pertaining

to pedagogical typologies. -

The aim "~ of the first part of the analysis is to

establish and codify the notion of "flexibility" introduced

68 Lo
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¢ ' . ) .
" in Chapter Two by isolating those operational 'factorl of

the. activities under discussion which might affect nﬁ'

authoring systems's ability to reproduce them on the

¢

computer. The three distinct, but rclat-d} problem areas

cited by Kearsley in section 2.5.2 are examined: The
. : L }

presentation of discrete interactive welements of the

activity to learners, immediate feedback to learnwers based
on an analysis of the their response to thﬁ lfimuli
offered, and the global decision as to how to continume thol

activity yth subseguent interactions.

} | .

¢ In the second part of the analysis the relationship
between operational flexibility “and pedagogical
effectiveness is examined.’ The discrete ‘pedagogical

o

factors used to categorize hctiviti.s are i1solated and the
interaction between the key operational factors established

and ghnse pedaqogicalyfactors is determined.

3

CALL and its role an the language learning Rrocess

7
Lo

In ;cctioﬁ 2.1, a workindAdnfinition of CeLL
wWas .developed which excluded from the discusqio; uses of
the computer as a tool or as a passipg medium, and
restricted it to considerations of the ;;oﬁput-r as ;n
'active participant aﬁd .interlocutor in the lanquaq:

. ! -~

lwarning process. The discussion was further limited to

u;es of t‘ computer for language practice, ‘a point which

~

+
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'will now be considered in further depth.

T
RN .- I
ftie ¥ .

-

"Instruction” ultimately derives from a human
roéourcn person, normally the teacher. As teachers and
other qhilifind resource persons tend to be in short,

supply, non-human Vsurroqatus . which are derived frém the

teacher\ must Aktln‘ be utilized. Hisforjcaily, the
toxtbé;;fy has been the ﬁost.widely used stand;in fnr th;
teacher. More rncently,'othnr more mechanical substitutes,
such as ianguagg labs ;nd computers, H:v. been integrated

into the students’ lnirning lxp.ring;..

’ I3

. - No' mechanical aid can ever complétly replace the
sensitivity to learners’ xariing.needs which human:teach;rs <
éosscss (Byrne, 1974, p.1). The most that one can n;pact
of ; muchan;cal surrnﬁate is that it ., model, however
imperfectly, some of the minor roles of the human tnache;.
A book presents information in a statft miﬁﬁgr,u may pose
)
questions, and can even provide a model corF;Et answer. It
cannot, however, modify the presentation of in*ormation,

nor actively correct a learner’'s particular errors. The

language lab offers tha sane capabilities and suffers from -

. the same restraints as the printed page; it simply provides

'.thc sensory experience via the spoken rather than the.

written medium. The computer, on the ntnnr hand, is a much

70
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mO(é-lophisticated &evi;o. 1t can make }udg;m.ntl and thus
has a greater potential go model the role of the 'flachnr.
Byrne's caveat still holds, nevertheless. Tp. compug-r can
Serve as a surrogate tna:th énly in Qhos- arsas where the
4u117 sgope}of the Hhmqn tehcher’s ;nnpitigify Andisubtlnty

are not called into play.

The language-learning process has been brokln

down into three segments: presentation, braq&gfe, and

production (Dakin, 1973, p. 4j Byrne, 1976, p. 2).

Y.
In the preséntation phase, new matqrial is given
to learners, .-ithtr deductively through dlmbn;trntion o}'
inductivély through example, which the learners a;similat;
thraugh ‘their odwn involvement in the discovery process
"(Dakin, 1973, p. ). The learners’ problem i; that of
understanding (Dakin, 1973, p.'b). The teacheér’'s role is
thati of '1nformant, carefﬁlly selecting @atefial and
choa;ing .a method for presenting it in as clear and
mamorablé‘way ;s gostibia, based on a thorough knowledgg of
the language and a feeling for thn. lemarfgrs’ individual
need;' {Byrne, 1976y pPs 2). Compuicrs s.rvn\\in the
presentation phase only ?n the same way as books, lanqu;dl
lab tapes, films, and other media can serve -~ as passive

~

prnsenterﬁ. To serve as aven an impnrfoct‘surroqatc for

~
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a

ta

.0

the teacher, the computer would require a knowledge of the

language and a;way to gauge the subtle individual reactions

* ~

- N
of students, which is currently beyond our ability ¢to

.

codify, 1let alone program. The computer does not seem,
thirnfor-, to offer any, sp-éialy advantages- in the

presentation stage of languaqn learning.

[ ?

In the production stage, control over studaents’

’

performance is relaxed and students produc- their own

,ianéuaﬁn (Dakin, 1473, P. 4); Now the learners’ problem is
that of communication (Dakin, 1973, p. 6) and the teacher ‘s
roln:is that of gqide; Sthdnnts\are directnd Fuwards using
the .linguag-‘frnnly, to exb;css their own ideas in éhnir
‘own  words for their own pdrpoins (Byrne, 1979, P 23.

Of. all the support media, the cmputeér alone seems to of fer

the potential. of actively participating at this stage.

Ventures in this nr.a; such as the program "ELIZA", ha;é
p--ﬁ cﬁly eXperimantal, however. Current ' computer
programs, devel opad from sﬁratch by pro&n;siuqal

programmers, ‘ are ineffective in. matchiné the 1linguistic
abiliti!l of sven the least advancaed learners, let’ alone
acting as their guide. Liftle iﬁ;hdiat- application is
therefore wsesn for authoring sy:tnﬁs’in th!u production

N

phase of language learning.
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_
.

-
~
<
o

The pra:tiﬁe ‘stage falls in between these two

-
. ° 1

)

extremes. Learners are callnd'ubon to pFodgcu Pisces of

language {n a carefully _construtt‘d and éonfrérl-d

environment (Dakin, 1973, p. 4), that can ba guplicated. on

s

7 . . .
the gomputer. The learners’ ‘problem at this stage is that

-of .remembering and applying what they have learnasd (Dakin,

1973, p. &), but not the communication of original fa.ni,

- . 7 P .. ' .

which the, computer could.not handle. v
- w

-~

- Byrne (1976, p. 2) likens the teacher ‘s role at
this stage to_'{paf of an orchestra conductor .. In

- expanding Byrne's analogy, the conductor can be imagined:
. . B § (
as serving two rples. First, the conductor must

- > .

i

orchestrate the music, const(uctinb ‘the controlled

. L
qnvironmenﬁ. .This °is the role of the teacher/author in

¢
W '

dcgigning a language qfa:ti:q activkty, ; role where the
c?mpgter cannot serve as-iurrogatc. The q-cﬁnq rofc of the
conductor is to. guide the inéividd&ﬁ mdsiciqns in the
zr-prgduction’qf the orchestrated music, .th; ‘garr.ipoﬁding
role of thb'tcacﬁlr‘buiﬁg to lcnq students in using pieces
of language within a .controlled interaction. Sgpd;nti'
;csponsea at 'this stage are iiklly to be, unnxﬁ.ctcd and
confused, to the poinf of ca;ling a breakdown in"~tdl
;qteraction.‘ The 't-ach;r must be sensitive to this,

restructuring or temporarily interrupting the course of ghl

73 . R
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interaction y with feedback and guidance so as cnrr.c§ it

. (Dakin, 1973, p. 4). fo 7

o
3

[ f - .
/ £ /ykin u973,/ p.7) corisiders that even the more

.
L4

rudxm-ntary tnchnok@gy rnprnsnnted by' the 1ahguage lab
é

could assu@e %ome of the roles of\the tcacher within this

,L prcscnbed‘, controllnd environment. Thl gognputcr, with its

~ »

sfnr grnater capabil;ti-s, though still feeble by . human
, o« N

‘

-

. standards, could b0“-xpedt-d to play a much greater pa?t in
' - !, ™ oe Cdl) e .
Aalsumzng the tepcher s r le" ﬁ - L
v . \f ' ) - )
£ . gl * ' —

'
+

U .. "7 While interest ‘recently has focused onwthe

o

prodhqtioa phasu'af ldhghag- lcafning, the necessity andi

L - ‘
importance of thd“pract;ce’ét?ge,is underlined by & variety
of authors (Stnvick:~/;211;» p. 3913 Byrne, 1976; p. 323

' ‘Robinett ré7e,, 306). Learnerstpeed focuped practice

; where they can buxld\up conf:dﬂnce, cause they are given

N,

AP N ) -
Qj;tractaons are kept to a minimum (Byrne, 1973, p. 32).

¥ o8 ! ' '
* > -

\ » . '
322 Egrms of language practice ’ - ' {

R TR » In the qpn.ral contoxtuof' 1aﬁguéqa .lnarnina,"apy‘

’ virbal actxvity whqtso-v-r could be copsidered pract1ce.—

-

Thn definition of CALL outlxncd in Chapter Two lxmxts the

1]
discussion, however, to a part1cu1ar kind of . lang?SQQ

_somithiqg - to say in an nnvf?énm‘nt where ,cdnfuhing )

o~
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-
P

practice - that which is interactive, " structured or
’ - ’ e 3
"focused", and mediated.

-

< Q

Drills and ekercises have

o

as , a form of focused ‘practice (Stack, 1971, p.161s

.

traditionally been seen

‘Stevick, 1971, p.393; Rivers & Temperley, 1978, p.398;
Robfﬁgtt, 1278, p.206). A drill allows the learner to

ﬁocus' on aspects of language which are not normally the -
4 .
object of attention during normal language use or are

s

AR * Ly *
ééldom repeated several times in a row during the course of
P '
a normal conversation (Stevick,”l??jv p. 393).

-
N
i .

. . .‘o ‘ . . \\ -
\./// \ The use of the term "drall" evokes strong

reactions among l'an uage teachers because of the origins
9

and c0nnatati?Q,of the,terﬁ. Drill has,trad:tionally been
c{oiﬁyé. identified.’ with a behaviourist philosophy' 2&
language 1lmarning. \*Drirls hq%e bee; narrowly qgﬁined as
;ctivitxes wh;gﬁ fétus 6n grammatical practice and which

only allow 4or.a single correct resppnse by the learner
£ \ '
' (Stevack, 1971, p.393; Cook, 1972,. p.121; Dakin, 1973,)

’

. P ivers & Temperley, ‘1978, p.122; Rgbinett, 1978,
* Q , ' /‘& % | R ‘ ,
P.f7)..- The content of the dr\el needs to be dﬂymbiquously
. R .
,desiqneq to lead the learner inexorably t wardg this single,

[

ac%eptable response (Cgok, }QZ2J p.121; Rivers & Temparley,
. "

.‘—‘ Y a ‘ .
- 1978, p.122)Y . In. order o kscape the rigid coﬁ#ineg of

. v .
¢ \ ]
- . - ) -
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-

. ° } ' 3
sthe above definition, some experts have adopted the term
"'exercise” to id.ﬁtify those activities where the focus may

not be grammatical, which are less rigidly controlled and

s Qhure more than one response might be acceptable (Stevick,
1971, ip.393;’ Dakin, 1973, p.91). ‘ﬁne could escape this

confusion entirely by adopting a totally neutral term such

as "activaty". Activity is too general an- expression, '
f , . .
however, and does not adequately 'describe the particular

form ‘of practice traditionally associated with drills.
Indeed, "exercise" i1tself suffers from the same generality .

< v

of connotation.

Y
The words “dr111", "exercise and "activity" here
are used interchangeably, and orced $rom their e
4 b «d
respective theoretical connotations, to refer to a

»particular format ~ for lahguage practice. Excluded +from
- . . l%

¢consideration are those formats identified as drills,

exercises, or.actlivities which do not %1t the‘criteria.set

out belaow. —

" M . |

Drills are umiversally seen“as a form of interactive
practice. The interaction consists minimally of’two’ parts.
;%e first part has been'céllad the ‘"stimulus", -fprqmpt",
"cue", or "inyat"(to thellearner), while the seéond part has .

" besn called the "response" or "output" (from the learner)
£ ' .

(Stevick, 1971, pp. 393-394; Cook, 1972, p.121;. Dakin, 1973, 7

, 76
- . . . . ' .r,
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v © v

pP.49; Rivers & Temperley, 1978, p.121).

-
-

Drills are seen as structured practice. The
interaction proceeds algorithmcally according to a

predictable pattern (Dacanay, 1967, p.107; FRivers, 1978,

. & .
pP.398). it’ is the algorithmic, predictable nature of.
drills which allows thear presentation by non—-human

interlocutors, such’ as books, language labs, or computers[

-
- I

Drills are mediated practice; there.1s a set of
P .

expected responses and the learner’'s response can be

examined 1n consequence of this set. To 1nclude the act o+
4§

mediafxon, the minamal stxmulus-regponse interaction must
be expanded to include a thard phase, the reaction to the
learners’ orespon'se, or "confirmation of response" (Stack,
1971, p.126; Rivers & Temperley, 1978, p.121) Reaction to

the learner 's response, + or ‘'"feedback" in today's
. ¢
terminology, assumes an implacit phase which might be

called "analysis of response”.

N, -
\ .

, Explicit reaction to each response may be dropped

to foster a more naturalhingerchagge (Rivers & Temperley,
{

1978, p.121; Hardin, 1983). The teacher will still,
nevertheless, be analyzing the learners’ responses and the

global course of tQF drill, the snlectid% of material and
)

77
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the number of interactions, will be a adjusted 'as a
consequence of the responses given. In artificial

invirnﬁmcnts, the learner is often called upon to make a

sel f~evaluation, based on exposure to acceptable responses

contained’ in an answer—key at the back of a textbook or on.

a language lab tape.’ In correcting the learner’'s written
{
work, or in QPnitoring the lhnﬁuaga lab interaQtionf/ the
’ 3
teacher can still make global alterations to the drill

N

: -_
The computer is capable of adopting the teacher’'s role
o A N )
as mediator. 1t cnn’z;aminn the learner ‘s response, using

tools that the teacher has given it, and can provide

immediate feedback and make global decisions according to

the optiomns that have been pragr.ngd. ‘

4

Activities of the drill format, then, being
: , A

language practice which is intereactive, structured, and

b Y

mediated, satisfies the working definition of CALL provided

in Chapter Two. _ : . :
N ' ,
3:3 The nature of drills ‘ s

P

Drills can be .Eansidcrld as consisting of

PR

individual interactions, or drill "items". Eaéh dilérnt.
A=
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[

item may be broken down into the %ollowing osl-ntial‘

stages:
1. the "stimulus” or "prompt", i
2. the "response” to the stimulus by the learner,® .
3. the "analysis" of that response in terms of a set
of expected or acceptable responses, :
q, the "feedback" to the rlsponsn, based on the
analysis,
. 9., "branching”, or a global decision as to the

subsequent course of the drill, based on the
analysis and other factors.

’

This use of the computer term, "branching”, Mmust not
AN

be 'confused with~ the standard term adopted in cnmﬁut.r
: programming; where it meand ex :utznq any . coﬁphtor
insfructian other than the subsequent one. In compqt.r
prbéram@ing terms, the preseﬁtation of immediate feedback
within a ‘drill -item m{ghtFinv91vn bpanching wh{ln the
decision as to thé bext item to: be qéne might‘v-ry well bl~

‘accomplished withautvany branching at all. When vi-wld’fn

¥ - i

terms of th-rprnsent‘defigiﬁion, the “branching" povers of
a given authoring system may turn out to be considerably
. . \

weaker than if described according. to the standard

programming sense of the word. considerably weaker when

viewed with our definition. : . ’
) - [
o, "

The "prompt" can be further brok.n,downuinfb the
"mné.l“ the piece of languaga upon which ‘the lagrnlr will

be uor’king, and the "cue", th- \lnmcnt or .i.nstructﬁ:ian which ’

i
~

I ) . »
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tells the learner how the model is to be used or modified
(Dacanay, 1967, p.1073 Raivers & Tampérley. 1973, pP.123).
'Staécs ihree, through ;ive of the model described above
.- would normally be the domain of the teacher. Ignoring

-

¢ thgse, then, for the moment, a traditional drill could be
.

é/ . presented as illustrated below: .
’ 3.0 Example; Basig Fattern ’
2 gﬂ - . k4
v WL Model s 1 go every day.
. : : Cue: yesterday ‘

Response: 1 went yesterday.

Y 2 Model = I eat every day.
: Cue: . ymsterday .
Response: I ate yesterday. Y
(Déc?nay, 1967, 'p. 107) : R
(Original dralls are uniquely numbered a:;ord{ng
¢/7N‘ to the orfder in which they were considered for
inclusion 1n the data. There are gaps in the

numeration as not™all drills :Dn%}dered were

included in the final ‘data.)

e ¥
s

J

e Dacanay (1967, ,p.107%) describes. three formal
varxatidﬁs on this-‘basic pattern:e ;nterlo@ked drills,
form§lized drills, and telescoped drills. In interlacked
dfilis, the r;sponse to oneljtem becomes the model for the
nexts . ) | -

: 2:1 Example: Interlocked Drall )33 ' oot

, ‘*l Model s ‘He wrote tge repﬁrt for me

o Cue: letter g

\ _ ‘Response/ He wrote the letter for me

v
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' #2  Model:
Cue: She

(Dacanay, 1967, p. 107)

In formalized drills, the explicit cue is replaced by a

standard instruction for modifying a series of models:

3.2 Example: Formalized Drill

Instruction/Cue: Pluralgzn the noun.

. #1 Model: I brought_ghiqynttor.
. Response: 1 brought the letters. {
#2 Model: I brought the note.

Response: I brought the notes.

(Dacanay, 1967, p. 108)
» . /\ ) ‘ \/'

In telescoped drills, there is no separate, explicit cue.

Rather, fhe cue is contained within the model:

4 »

3,3 Example: Telescoped Drill °

- e ey s oo i e e e s s
[y

#1 « Model/Cue: Would you like tea or coffee?
‘ Response: 1'd like tea. ) .
#2  Model/Cue: Would you like cake or ice cream?
Response: : . 1°'d like ice cream. ¢

wd

(Dacanay, 1967, p. 108)

-

‘ ) . ] . - ! ‘}

f 5
The purely textual representation of drills above

"is not designed to exclude from consideration the use of
other media. A drill can be greatly enhanced by

replacing or suppl.mndﬁing an explicit V.rbal cue with,

€ o

for example, a picture. One illustration can gquickly make

4 e

L v
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clear ag complex context which would take too long to
explain verbally. Since a picture is a rlprnsnntitiop of
reality, .its use enhances the communic;tive nature of an
activity. ‘(Dacanay, 1965, p. 152%

\\ |

S

Many simple exercises, indeed, depend on visual
stimuli. In’ the v;rbal cueing of a simple vocabulary
axercise, ;fgr mxample, it wquld b; necessary either . to
pnraphra;e the item in'thn target language or to provide a
translation in the lwarner’'s language. Many simple
vocabulary itemg would be difficult to p;r;phrase with

languade appropriate to éhe level of the 1learner, and

translation is only applicable to homogeneous’ groups of

learners: \
3.19.1 Model: These are —----.
Cue: You see with them.
AT -t
. ' \. - °
) “T‘” 3.19.2 Model;" These ar@ —---- .
, . Cue: des yeux

The use oOf a s@mpln picture renders this very muﬁdane

P

exercise much more ihtlristing and i’nfuls

3.19.3 Model: * These are ——--- e
) | Cue: - (picture of eyes) ' ;//‘ .

The compu#.r can providg piqﬁurit as ;u;i in a
vari.t; of ways. It can a;aw the pict&rns on thu‘lcri;n
usigb "its graphics capabilities. l? can activate remote

82 ¢
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-~

'devices such- as slide projectors, videotapes, or
videodi sks. It can prompt the user to refer to "off-line"
media, such as a printed text. The presentation of audio

or “live action® sequences is no different for the computer

than the pr.séﬁtatfon'of a single slide 6r videodisk frami.'
L} ) '

-
4

.

Many -uthoriﬁg :yst‘xcel in providing mechanisms

by “which non-verbal cues

<

be included. . Some provide

powarful graphics n?itnrs, others pr;vidc wmasy to use

interfac;s éo periphaeral diviczc*}uch as tape recorders or
w

videodi sks. A glance at 3.1 11 shaow, ﬁou-v-r, that

¢ .
these have little effect on the structure qf the sxercises.

The cue is simply the cue, regardless of whether it is
mgrnly’ a written one or, morcy_dynamically, a recorded

vigsual séquence. pynadﬁc filmed one.

S.4 The drill sample . .

In an effort to collect aisample that would be a,

representative cross-section of° drills and drill-type

<

. j
ﬁftﬁvitins, examples were taken <from drill typologies

produced by a number of accepted lkpnciali-tl. This
‘ . 0]
+  approach was adopted in order to establish a wider and more

>

complete range of examples, and within a more r.asoqnblp

] \ y
s time, than would result from a search of original sources

. .- X ".‘%p
such as actual classroom drills, textbooks, llndgﬁgﬁ lab

0

) 83 ®
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f

/=

»

tap.s: and similar matnria}.

Taﬁal.o 3.1 of Appendix A lists the eleven
authorities éonsultld. The works span a period of fourteen
. ymars and }lprnsent the range of language teaching
philosophi es, frqm the behaviourist/structuralist
approachas of the 1560'5 to the :ognitive/communi:ativi'
approaches of the 1980°'s. . a~
In total, 127 examples were finally included in
the data base, as listed: in -tables 3.2 and 3I.3¢ nf/_
A;;;ndix A. In .ggmininq a-wprk; an effort was made to
include at least one nx;mplexof the .drills and activities

‘that were being proposed in support bf the author’'s

discussion. _ In most cases the dril;§~ were explicitly

S
shown. In a'few cases, all or part of the drill had to be
extrapolated from the discussion. Where there were

'  numerous mxamples categorized by the author as being-of the .

S

same “type", usually only one was taken. The exceptions
\ . .

were when it was evident that two "like" drills were

obvi‘ouslz diff‘ercnt in features thgt might prove important.

s

A preliminary screening of examples, was
) . - M

undertaken to exclude tﬁb;e that did not fit into the'
o

'

parameters of "this study. Tﬁn:ol inciuded activities

'

84
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intended primarily <for ihe presentation or :production

14

phases of language learning as well as those which were not

i

of an interactive, structured, and mediated haturn,

‘

8

i

1

Each author consylted presents the drill aexampl es

{ «
in a different fashion. Iﬁ order to standardize the data,
all examples were fitted into Dacanay’'s uniform frameworks,

as shown in examples 3.0 - 3.4. So as to illustrate

possﬁble relationships between discrete xt-ﬁs, two

representative ;temg were chosen from each drill example, -

+

wherever possible. In casws where parts of the drill had
to be assumed, these are enclosed in sqdarn brackets [1].

The original examples are listed in Appendix A.

The data consists mo%tly of oral drills designed

t

originally for, classroom or language laboratory use (See

‘

table 3.3). It may seem odd to use oral examples as the
basis for a discussion of CALﬂj typically viewed as a
written medium, and there are snvérai points to congider in

this regard:

\

°

-

examples can be found in discussions of oral practice than

in discussions of written p#act;cu. Most of the wratten

drills examined were found either to be essentially derived
] »
from' oral drills or to be activites better suited to the

.
¥

85
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—
.

)

pfnduction stage ‘of languagé learning rather than the

‘practice stage.’ ’

-

2. It 1is assumed. that, while each medium will

g

accentuate certain qualities of, a drill, the essential
» nature of different types of drills will be independent of

o the medium used to present them. Cook (1972, p.121) and

3

warn, however, that some adjustment in the presentation of

the| drill will be required as one transfers it from 1ts

“

oringel hgdium to another.
\

» A
\ N .
} 35\ CALL can be ctongidered a written medium .in
\ r
l \ : '
the sense th?t the learner interacts with the computer by

a

] p .
reading \(Ltten stimul: from the screen and respondingkvxa

the keyboard. Ip‘pther respects, however, it much more
_closely réproduces the environment of the oral drill: The
responses made by the learner tend to ge shor&, they are
evaluated immediately and with a sub£laty far exceeding any

. written quwer—key, and some sort of pertinent feedback is
ﬁrovided to the learner. The “wriiten" nature of CALL

exercises can be moderated with a variety of non—-standard

. - v

output devices (tape recorders, slide projectors,
, videodisks, or' voice synthesizers). and 1nput devices
-~ *
\ 1)
(tbth $gnsxtxve sCreans, light pens, "mouse" ﬁf%cxls. or

-y

.4 ’ - , g -
: Bé6

Rivers and Temperley (1978, p.27é)'support this approach in’

—_

their discussions. Rivers and Temperley (1978, p.27b)‘
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.
I o

véic. rncognition"d.vicés), all of which uoula have little
wffect on the essential nature of the drill.  Table 3.4 .
shbws how CALL provides an .nVirdnmunf which can be likened

to that of the oral classroom, the langqagn lab, ind the

written drill. . ‘
. . * ) /
-4, The one other majnf t-achnr-lurrogati tncﬁnology
/\ v y -
is the language lab. Drills designed for the language

v
y ¥

lab, like many written d?ills,, can be seen to be derived
from oral classroom drills and exhibit nearly all of - the

a same drill types.

o

This study is, therefore, based on the pramise that

CALL drills Qill exhibit the same basic types ‘of practice v

-~ .
, O [

e activities as one finds in the classroom or in the language

Loy
’ , . et
1 lb L] LA . -~ . ) /’l:?
),
t © ~ ' s .:f“;ﬁ

3.5  Bases for drill typpologies . \ .
+ 2 | I

4

- The authorities consulted have organized . their

drill typologies according to two ' main gradients,, which -

+

might be . called cafﬁuorizatiop by "ob-rattonal".
distinctions and %nt-gorizntion by "p-dagogical“:
distinctions. In general, operational distinctions refer

. / . .
;' to the operation that the learner must perform in executing .

i

i l --- "
oo ( the drill, while pedagogical diltinction’h refer to the \‘)
. ! f . C
| drill’'s overall utility in the learning process. Table 3.3

t -
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’

shows that, 'on the hhole; equal\Leight has been given to

-

. both sthamd%, althudgﬁ)saﬁz authors exemplify only one or
the other approach. The need to examine drills according
to bbth dimensions was underlined by almost all those

consulted (See Tables 3.6 and 3.14 for references).

[ RN

-

It is a premlse of this study that apnrational
dxfferences primarily reflect variations in the format (or
algoritiwm) of a drill while pedagogical differences rﬁfluct

. primarily variations in content. An authoring system will
provide ¥or, and may limit the expression of, a Trange of

drill formats, but should not have any influence on the

choice éf content. There may, howeQér, be some aspects of

A
“

“drill  format . which will limit tﬁe ranqe of padagogical
expression and . some aspect of content whxch will enforce

the choice of a more elaborate drill format. o
' " . i a '
Those . drillé ‘used to exemplifyf operational
typologies ruure anaiyze& with a view to -staslilhinq. the
ekséntial ;nctors‘used to dif@erantiat; then. Table 3.2
lists the 7% nxamples,"from the wnrés of <5 dxff.rnnt'
authors, - that were so examined. Th- effect of dxffnr.@t
) s .

operational factors on the possible computerization of the

examples were then uxamﬁabd in detail.

8. .
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. ‘ .
o Those . drills used to exemplify  pedagogical

typologies were siﬁilariy exanined to westablish their

essential pedagogical features. éhgrt 3.3 lists the 56

° 1

examples, from the works of 8 differant authors, that were

.80 examined. The possible effects of - the operational

factors on the expression of the pedagogical factors in a

computerised version of the exercise were then explored in

¢
s

L
-




3.6 JTradational E!&!Qégg;gggg by operational type -

Operational type is the framework by which drills
- 3 ’ <
have traditionally been categorized. ‘Table 3.6 lists the
. | N
major’ operational _types as discussed by the authorities

consulted for this study. Paplston (1972, p.131) cites

erlying factors upon which
N .

these categorizations are base#f 1) the amount and type of

Johnson in postulating two una
- C

-

Festructurlﬁg of th% stimulus \required to progué- ths

/ L

response aqq 2) the amount of fnformation the lwarner must

e

"bring to bear to produce the response.

Table 3.7 correlates the different .terms and,
L4 4 ° . 1
judging’ by the names of the categories alone, there seems

v . . Ay

' to be a general consensus as to the basic operational

types:’ . ' v
"A. Repetition/imitation drills
B. Substitution/replacement drills
. C. Transformation/mutatation/conversion drills
D. . (Dther non—-standard categories)
E. Question/response drills .
F. Translation drills- . T ‘ .

- 0

PR

- Each’ author dnlimiis the categories somewhat di*f.rontlr,

howaver , and so0 what ore author might consider to bwe a

‘drill of type X, another might see as a drill of type Y,

; . . NS
' .

L 3 ’

. | .- X o .
Repetition/imitation drills are on the borderline

=

between presentation aﬁd Qracticg} The i-érn-rl repsat the

~

_ model  given them by the teacher, without modification.

90 . - 0



o
WY ~a

¢ ~

Chapter 3: Ré;oﬁﬁéh Design and Findings

a
LN

These instruments allow for practice in'pronuncxafxdn. ang
prosody (Robinett, 1978, °* p.47), but can'oﬁly be used as

presentation devites for higher—level features such as

1

grammar and lexicon (Cook, 1972, p.ng; Rivers & Temperley,

1978;‘ ﬁ.126; Robxnett,‘1978, p.47). The computer is not

o

currently an ‘appropriate 1nstrumjnt for evaluating
prorunciation. . Repetitxon/1mitatiun3 exercigses  must)’

therefore, be excluded from the present treatment.

. e -
3 . e

.

R Similar to repetation exercises are. those in
. which there rs no possibility of error. Can@}xn\uffers the
'follaowing example, whzch’yas not i1ncluded 1n the analysg?:

Example 3.83 Example: xSwlt‘ board (Bl) e

—_—— - - —-— —_— e B e = - . i e e i e i S — T —

) .
. Instructions: [Choose an element from each 1laist to
¢ ' form'a complete utterancel

, ‘Model: - A) Some/A lot o+ ) .
. - B) store detectives/store owners/
shopkeepers/store managers
C) use .o '

- . ‘D) TV security systems/Two-way TV/
- ‘ TV-cameras/photo-scan systems °

E) to - . )
’ F) -catth/observe/check up on .

¢ ' G) —- thieves/"old hands"/"regulars"

(Candlin, 1981, p.82)

Any combination of the elements given produces a correct

utterance. With no possibility of error, - there can be no

.
’ 1

mediation. Hence, this ‘must be considered a type of ..

presentation drill and does not qualify under the present

-

" ' 91 \
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: * . & . “ .
definitigon as a possible CA&L activity.

Substltutxon/replaccmnnt ~drills assume a model

with .-one or more fixed slots, the content of whicp can be

-,

replaced by any word that iulfils a 'similar function (.

% ; '
‘ Rivnr‘b 1968, p.101-102; Dakin, 1973, pp.49-51). Different
i . . .

semantic elements are pract}ced within the same pattern

(Stevick, 1971, p.394).

-

There 'is -a variety of sub—:Ztnqorios under the

héadxné "Qubstitution".f/ These depend csspntrilly on
factors such as ﬁpether the substitution slot is given or
the suS%tifit;on causes a correlated change to the element
in anokher slot. Although thé decidaing factors are-more or
‘less standard, the 7::‘psu'lting suPcatnqorius are not

2

itandard, &§ a qlan:!-at the authors’' characterizations of

i 4

the various drxlls lasted in table 3. 2 wzll show, nor are

they applied in the stmn way. River's simple :Lbstitutxon

$3.21), +fdr nxnmple, would be cons;d.r.d by Dncanay to b. s

a correlative substitution. . ' (

4

. : X /
Whereas in substitution exercises a pattern is given,

in trnnsformafion/mutntidn/convnrlicn exercises the pattern

itself is what the student is llk.d to reproduce (Dakin.

.

'1973, pPp.49-51). The g;m- semantic olnm-nts are used in

. o s
92

{
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. .
\

different patterns or surface realizations (Stevick, 1971,

p.394). Transformation basically practices syntax (Cook,

1972, p.'128; Rivers & Temperley, 1978, p.130). Any‘change
. N

in word-order can be considered sufficient to make &b

~

. substitution exercise into a transformation exercise
o

(Stack, 1971, p.144).
v o

i

(S

.
Rivefsv (19468, p.10%4102) origirally considered that

© AN
the use of substitution vs. transformatign dralls

o

reflected differerices in basic approaches to the -‘analysais

of syntax, 'with transformation exercises stemming #from

transformation grammar . ‘ However, in a later report

(Rivers & Temperly, 1978, p.130) she-explicitly uses the
é 1]
term ‘"conversion" so as to differentiate the drall format
4

from any relationship to undeélyxng theorlesf- Robinett
(1978; pP-.30); too, warns that "although (transformation
drills) sometimes resemble the manipulative operations in .

certain rules of transformational grammar, they are not

meant to be equated with such rules."

ST
There 1s a divergencea of viéwpoints . on the
identification of subcategories withing transformgtion

exercises, similar to the disagreement on subtypes  of
substitution practice. What some authors consider to*° be

subcategories are treated by others as separate categories,

o
¥

-~
L
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hencw the D. entry in table 3.7. All of the dastinctions
involye four possible basic factors, often i1n combination:
a change in wordfbr&er, .the insertion of new elements, the

deletion of existing elements, /or the substitution of one

element for another.

t

\ {
With qQuestion/response drills, the operational

definition becomes obscurged by pedag®yical considerations.
4

Dacanay (1967} pPpP.133-134) sees response drillﬁ as having

two possible functions, the exchange of 1irformation
' . \

(pedagogical) or +the/ practice of the grammar. of the
response (operational’). Rivers and Temperley (1978, p:143)

~

feel that ‘respons¢ drills must concern. themsdlves with-

' \

. 1nformat10n‘exch:7 e and nqﬁ/érammatlcal forms so that they

are not reduce

~

to conversion drillg. " In exampple 3.57,'1
however, fhey/txte, ';s the pdrénse of th dri1ll, the

\ efiéxtatxoﬁ 3f/the desired tensg’kRiae;s & T perley. 1978,
pP. 146), 7dearly a grammatléal\consideratxon. Robih?tt';
;esponse‘ rills -concern themselves almost entirely thh‘

¢

* grammatiwal’ practice (Robinett, 1978, pb.52*53). ) .

There e;xsts no clear aﬁd. accepted . operational
fdef}éitxonﬂ of ~r"esponse drills. Staek (1971, p.134)
mentions that -these require the infroauttion of material

ot present in the,stidulus. Then; xs'ai;o the “you-1"

. - + wJ ®
P P
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conversion. The question model "Are you going to the
movies?" could be transformed into the statémeqﬁb"vou are

goisng to the movies", but would have to be respoﬁded to as

<

"1 am going to the movies”.

a

-

Translation will iﬁvblve, of course, lexical -
”~ Rt =
substitution and , very probably, some changes in word

order. Frém an operational point of ‘view, translation

-

drills could be viewed as a complex combination of
. - . ® :
substitution and transformation. Tfanslation,'_hs an

operation, differs from the athers opuratfoﬁs in content

- . (A
alone; a factor not being considered at this point.

v

.For the purposes of the present study then, .the list

in table 3.7 can be reduced to ﬁhfeé, major - tradi¥i0n31

oparatigpnl distinctions: substitdtion, transformation,

°

and response. It will be seen that these categories ‘do

not immediately correlate with the realities that mq;t . be
considered gn r.producing the various drill examples on the
comppter; where one must consider "operation" from a formal
or u"algﬁrithmig" ;iewpoint rather than from a lingu;;tic
one. The lack of giﬁnral agreamant as to'th? scope and
application' of .aéﬁ“'tenm, and the myriad unrglated

subcategories, make it difficult to use the traditional

categories 4 a point of departure for the current

\

r
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[

analysis.

Those drill  examples wused to illustri?l\\

opardtional.fypﬁlogies were analyzed from,th.AQoint of view
of " the actual mechanical:" operation taking place, ' an
. approach which differs irom the traditional analysis of a
dr{}l' in terms of tme'finguistié relationship between the

¢ +

stimulus and the Vesponée. Cook (1972, p.122) offers a

-

A3

basis for this aiternative approa&h‘to apalyzgng a drill,
where a basic f?§mework for the response is postulated and
e changes that the fequnse underg?is between one drill
-item and tﬁa'next'iszeximined. , The~r;su1tinq d‘:riﬁt:un
'p;rgxlgls much ~ more ;loéalx the ’a;g;rithmic description
reéuirgp to préparé a drill fpr for pus;ibln presentation
on“the computer, than does the traditional analysis. |

In the ;nalysis, shown in table 3.9 AF’app-ndix B

and summérizgd in table 3.8, drills are examined in terms

of the cue (C:i), that part that actually triggers a change,

and thejgodel (Mz), where "model” is now re~defined to
mean the "resbonse—model" or basic frameawork for the:
response. - In those cases where drills could be analyzed

in more than one way, the way that seems most productive in

terms of the question of computerization of the drill, has

been adopted. d . o t

96 o J
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*

o .Al'major division between "simple" drills (thoée‘

-
S

drills which can be "~ accomplished with . one discrete
:» operation) ;nd "complex" drills (those which'require more

than one simple operation) is evident. 'vRivefs & Temperley

(1979,_b.125)'calls the latter "mixed” drills, a term.which

is here- employed in a more restrictive sense.

-

\ ' © .. The fundamental operations identified are:’ -
- S I) "insertion" of an element into the model,
e . - 11) "removal" of 'redundaht elements from the
' 4 * model, : 1 '
, I11) "re-order" of model elements, and
i s Iv) . “productxon" of pew elements, .based on the
g ' , cue’ alone (where the response-model. or

" models are implicit).

) I.:z Several dlfferent types of . ngggg;gg are evident:
-Type”’As: where the pr:mary‘operatlon is the insertion aof
%\”//”" the cue into the model . This ctan be shown¢ schematically ,
\ ‘ . - M .
T as: ) ' N
C: == M:L3 !
; \»?fs o where- g :
1gi . : i C:' stands for the cue
S L. T Ms stands for the response-model,
1 . . £l stands for an insertion point in the )
model. .

—-=> indicates that the operation is  the
insertion of C: into M:[1 *

)

i B

”

—— -
>
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Q S : N Co
o

Example 3.4(Dacanay) can, thgi,,be described as‘follaﬁsl
C: - away / .-
M: I'm going CJ.
. ’

e

3 -

@ the cue could be preseanted as part of ’

Type B:

the model, trigg g ;he_inkertion of a secondary slement

s . @

[

into the model: , <.

]
t

Ei-=>M:CiC1

0

where: < ‘ ' \
)  E: stands for & secondary element -
o C: stands for the cue imbedded within“the
_-u ¢ . model .

:
Example 3. S(Datanay) can be des:rxbad as follohs: '

+M' .- Where [1] Qggg live?
<.——-
» L.
. where: '~ . .. ‘ .
L C:+M: stands for the model with, the imbedded
R ¢ © cue
, José therefore is the imbedded cue
S {-- indicates that JQosé determibes the
S choice of insertion element for the
K C slot L) in th- model . ' . -

,/j%ype Cs - ﬂterg the cue itlclf is not 1nscrtnd into the,
model rather;:'it tr:ggurs thu :hoace of anothnr elesment

‘a . ‘.‘ ' - !
;hich\ig insertad in its place: ’

Ci==>E1==>M:[1

where: . <
P C:——>E3 - indicates ‘that the cu- dlt.rminns
the choice of .secondary slement )
Ex——>M [] stands for the insertion of thnt -
nl.mnnt into th. model '

-

[ELINE B
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hExampanS;ZO(Rivurs) can be illustrated as:

e

C: uncle —+<> E: he

M: Yes, [J ‘s across the road.

where:

The cue, "uncle”, determines that the -

‘insertion element is "he".

"he" is then

inserted into the response model.

1
~e !

[}

Tybé D:  where the cue  is deleted from the model,

-

triggering the inffrtion of a se:nﬁdqry element:

v - Mi+Cee—->M:—— <4— E:

\ *
. # "

. © where: T .
: ' M:+Cs ' standzy/ﬁ;r the model, containing
o ’ the cue 4
f—— stands for the implicit - deletion
, " operation .
T . Mi=- stands for? the model with the cue
deleted -
== ' stands for the - insertion
operation I .
E: stands for the secondary element.

to be inserted

Example .3.33(Rivers) can be represented in the form:,

C: n°t
M: They have -- [] coffee.

where:

o

i

}

.

n't ’ is _the cue

- 4
They have -- [] coffee is

model with the  cue
-~ < alrnady‘dnlntqd.

Type E:s where there is no cue. Thcichoicn of insertion

slsment is determined by the learner. . |

s .

o8

.Il.ﬂ The rsmoval of redundant el ements’ was not ﬂ:un'd

‘A

99
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. in any of the .simple drills, but was a component in several

L]

the . response-
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<

\

N

of the mixéd drills.

M:+Rd: -~-> Mz-—j~

\

» where: .
.« , Rd: ' . stands for the redundant element.
t M: +Rd: stands +for tha model, containing
. . ) . the redundapf element ‘
. : -—> ., stands for the operation ot
| - removing Rd: ] © -
: Mz —- stands for the resultant model
This '/bperation can ;bex demonstrated in example
. ’ ) J_‘:t» ‘
3.13(Dacanay): . e ' ’ “
) “M: +Rd: The noisy chiLdrén who were meking
. .2 lot of noise were'sent to bed.
M:—- The' noisy children -— were sent to
X bad. ’ N .
. ' whpre" ) ‘ Y e
,The underlined port1on of the mddll is ‘the
o Rd:
4“:;‘ o N ;., 0
III. - N{tﬁ the re—=grdgr of model liumenxs, the cue is

w

formalized and ‘there is no real dist;nction. between the

°

'prompt‘;nd the response model:

. » M: L1302 -=> M:(21013]
. where: .°°
- , Ms L1021 rnprl:cntl thl modal with -lnmnnts
.°  in the original order.
N - stands ‘for the opsration of re-
' , . - ordering the elements
' M2 L23[11] rnprusnnts the risultant model

Example 3 7(Dacanay) 111ustrntus the typxdhl Cl!‘l

° | ,  Me tThé girll Lisl truadyl. -—2 [2][1]t3]
o . ll] ' £21 - [3) : ﬁ; '
xv; @”In- exercises involving the production of new
' ! 4 Y Ve

- 100-
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i
' o

elements based on the cue, it is not possible to predict. a

== . . ¢
single response model, ¢ as there areﬁ-many possible .

variations This operation could be symbolised in the
formul a: . ? N
*
¢ Cr——»Ri—-D>M)V ) .
» - . .

where: .
. C: stands for the cue E
¢  —==> represents the operation of responding .
! to 'the cue . ’
* Rs stands for the learner’'s response
(M:) stands for the implicit response’ model.

o or s "Cohphex“ ﬁrills can be categorized as:
. , A UL i ‘ .
I), "multiple" operations, . those in which the
’ P2 same simple operation is repeated;
/}I), J"'mixed" operations, those in which different
. ‘simple operatiofis must be brought to bear;
St and

I1I) "choice" of operation, where succeeding
. drill items require different types of

'R operation., T ‘

) ‘ , . .
All of the drills which cannot be analyzed in terms of one
« P -

simple operation respond to ahhénalysis based on more than
+ ) ‘. "

one simﬁic operation.

-
- f
¢ . R
i -

1. " Three varigtions on "multiple operations" are
evident.’ ~Nith "iqp.rtibn + insnrtioﬁ"u the cﬁol causes
ipsortion of secondary Il;*ti into more than one ";lot‘-.
'Nithp }iBstrtion, th;n in;ortidﬁ"; the inmsertion of the-

primary ‘element creates an environment which triggers _thn

secondary insertion. Simiihrly with "re-order, then re- -

i

"101, .
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3

'

order". (Thé reader is referred to table 3.9%€6r"liampfbs
- of 5FCh of the ;bnve sit%rfions.)
§ - Fi
11. "Mixed npérat}nns" ctall for the applicatfqn éf'
qifferenl ki;&él of simple operatioﬁs. With "iﬁllrtgan,

»

then removal”, the jnseftinn of an element intg the model
e P Y ' ' ‘

forces the removal of other -elements which have become’

-

“redundant. - The Bataccontainqhnne sxample of the need for

cf .

) \ .
"insertion, then removal, : then insertion", where the

)

‘removal of the redundant el ements opqﬁs up the opportunity
) ‘ .. . ) ' + ’
for more insertions into the model. In two examples, the

learnernhas to formulate a question and then lnsw;r'if. In
- T tnrms'of‘th; present analysis;'this éould be s;un as a “r.f
T fgﬁder, then n:;ductidn of ngew eﬂnwnnts". in  another
éxam}lg, the learner + has to’formulate the answer "to a |
D questign, anav then insert the cue, odr ﬂprﬁduction'gf:nnw

elements, then insertion". ‘ _ ,®

N
s, -
")’"

A 111. In drills calling for af choTte.of operation”,

ghire is only a single operation to be accomplished weach

. - time, but the Jlearner’'s task ’involch a Juddnﬁ.ntal
+ , Va ﬁn
decision as to tﬁp operation to"b- . selected and -
acconpli shed. Ekamﬁiis are found of the choice  betwsen

"insertion or re-order" and of "insertion Type A" (or .

. .
» Y

“iagertibn Iype C" .. - '
. YP o | , A

’

102 ' . ' . Y N .
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’

It remains . probablu that tharn are many other complex
{ i

'combinatxons of. sifple operations thtt are not nvxdent. in

l‘ wr
th- current samplxng of drills and axurcxses.

fnscrtion operatxons tan have as thlxr goal the
selection of the proper insertion ulement the seln:t1on of

the propén}xns-rtan slot, or both. " The purpose of the
K . ~t - o7 .

exercise ‘{nvolving ari_insertion w}i{ggifibtlv affect its
’ ' S '

) prplnntatxan in i‘ﬁompuinriscd 4crh as it will . condition

the mnnnnr 1n which the, r-sponse-model can be displayed and

wgl{?:dééermxne whether ‘the anrcxse is ia “sxmplg"\. r

”cqﬁpiix"\onel computer. . ‘*.
( i, ;Iivi‘ ‘ k .-

- . ¢
ﬁhhr-‘ the goal, of the exercise is the selectibn

-\ /S

J
AN 7

.of th. propnr lns-rtxon slement alone, thi insertion slot y

\ .-

will be fxxad and prnsnnt-d to thl lparnur. . Drills of

<

‘thzs typc cangnalily b. pr.lnntnd with the usn of ufill-in

-

or sxmplu multipln-choxcn rcspunsl ul;czthtxon technxquis. g

(A complnte dincussion of the, vnr;ous'rpspons. clicxtatlnn
tdchn:qu.s can bn—found in :-ction 3,10.6.)

S 3 5 iDacanay) Bnlnctxon of :nsertiun element:
L g Fxll-in

s \’ » f N ‘ . R . ) .. N
. Where ---- Jos@ 11Vq?///1' ‘ '
) L ? C e R i - . o ) L

o

103 - '
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4

3.5 (Dacanay) Selection of insertion element:
v Simple Multiple Choice

Where ---- José live? .
a. do |
b. does

1 1

Where the goal of the exercise is exclusively the

<

.-, selection  of the proper insertion slot, the form of the
insertion element will likely be prbvided to the Ilsarner.

! Py ¢ . ¢
‘The,resultant drill becomes, de facto, a multiple-choice

éctivity; It can either be ‘explicitly multiplé*choicé,
with the learner typing a letter or number to indicate the

slot choice, /6r _it can be a fill-in acéivity ‘where the

learner chooﬁés, using cursor control, the slot in which to

. B 8 . . :
type the Féaponse and the computer records only the slot
)' - . . LK)

-’ o e

choice. - - :
Ty
3.11 (Dacanay) Selection of 1nsertzon slot- —
- Simple Multiple Choice :
He C1] ‘s [2] on time (3. :
Choose (1-3) . ' \ ' '"L'
‘' 3.11 (Dacanay) Selection of insertion slot:

. Fill=in = Multipl. Choice
Hé ~== ‘g === on time =--. '
Type the word in the corr.ct blank.

y
‘4 ~ ol AN

fn :ases'wh!re both'the insertion elnmint and the

3

cpfrect insertion slot are to be selected, the learner is

dealing with a complex drill. The learner may correctly
choose the element, but place it -into the wrong ‘glot, ‘or |
. ' K . ¢

'L 108 - \
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vice-versa, or both. . I¥ n represents the /degree of

fesdback possible on each point, then there would be n x 2

feedback possibilities.

On authoring stﬁéms that onfy offer simple multiple

choiée, it woula bavneﬁeséary €D complete such dri}lg in

two steps, one for each discrete point. With the "fill-in

= multiple choice" technique shown’in the above example

»

(3.11b), both responses could be elicited in a single step,

though they woulafstill have to be analyzed separately.

The insertion operations isolated in table 3.9

were subgiqunntlf re-—examined to determine whether the

insertion was to be made in a fixed location in the * model

or whether the learneé had a cthoice as to tﬁe point of

-

- results of this examination. In comple§ drills, only the

insertion portion of the activity was . considered. Where

there were multiple insertions, the likelihood of the

learner -making a mistake in the selection of the insertion

.ilot was considered and, if such an error seemad unlikely,

the insertion slot was considered as fixed.

It is only with insertions of Type A, including those

-

complex drills where the discrete operation is an insertion

i . 105
o S

. insertion of the required element. Table 3.10 'lists the

\
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-
of Type A, that.one finds a choice of insertion slot.- In
:the others, .notably in insertions of Type B & C,  the

'insertion slot is fixed. ' o)

A few of the drills illustrate complications. In’
River 's example 3.28 & 3.29, if ‘allowance gs made for a
‘selection of slot, the slot would det;rMine the. form of thﬁ
ingertion element. In River's 3.32, the selection of slot
is left up to the learner -and its validity’cannot be judged
6échéhica&1y. ‘ ‘

What of tﬁose inser?ions of T?pe A where  the
iﬁsertipn'slot i; fixed? Exampl.s 3.4 (Dacanay) and 3.40.
(Rébinett) erresent suéh simbleloéeratiéns that tﬁcy would
garbly qqalify as CALL exercises actording to the working
definition established previously, as tﬁe?a is a restricted

- . 4
possibility of error. In the other four examples (3.461 -
3.144) either the isolation of the cue or changes to the
cue based on its insertion into the model are the primary

.goals of the exercise.

f !
\

In summarQ; it is 'in insertions of Typas A
(insertion of cue) th;t a choire of ins-rtion_;ldt is to be
expected, _althouqh this pattirn;is not invariable. In
other d?ilis the in;nrtjon slot is likely to be « fixed. -

»

106
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.

- -

-

wh-r} there is a fixed insertion slot, fill-in or .simple .

¢

‘multiple choice elicitation techniques probably represent
. . » v . .

the best response elicitdtion technique to use ‘for the

computerised form. Where there is choice of insertion

fsfot, multiple choice is the preferable. Where there are
both, neither fill-in. nor simpie multiple choice is
. adequate. "Fill-in=multiple choice", * "holistic mulfiple

choice" or “free response” (to be fully discussed gﬁ

A~ ‘ /

section 3.9) must be used if the author of'the.computarxéad
s . . , / R

drill desires that the

L]

learner complete the nxnrcf’ﬁ in
single step. o l . - ' ,

¢ . N a

2

3.7.3 Variations in cue presentation o/

The manner in which the cue is to be presented\t& the

learner is also of importance to the computeﬁization of an

&

exercise. s ) e

()'ﬂ

A

The cue can be explicitly presentqd, or it can’' be

impiicitly understood by the learner, as is the case in
formalized drills. A drill may be partially formalized.
In other words, there may well be an explicit cue, but

further formal instructions may be required to identify, to

determine how to apply it.

-

P

Iy

Where the cue is explicitly presented, it can be

107 . -
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imbedded i1n the response model, or ‘it can be prnsnﬁt.&,ns‘a
separate element. Where the cue 1g a sop;rate element, it
can be presented alpne or be imbedd:% within ; cue
framework. In ghe latté; case, th; learner must be able to -
isolate the cue from the context og the cue framework. The

cue is the discrete part off the cue framework that the

learner must consider in er to formulate a response.

7

The cue framework is that(part of the cue that plays no

direct'part in determining th
\\ , -
‘ The response-model used in the current classification

usurps\'most of the function of\Dacgnayns priginal idea of

"model". ' ‘Sometimes, however, it is not pogpiﬁi- to

provide all the required information in the cue Dr'rnsponiq'

model; For those cases where the learner 'will require

swppiementary data that is present in peither the cue nor

’

the lrespodgg modely, it is possible toﬂanfin! an element
éalled thé‘)"prompt“. Prompts can snrvc' wither ' an
operational purpose,\provié?ng the‘lnarnir with 1nformat165
required to complete the task, or a-bndtgogxcal pﬁrposn,
setting up'q‘sxtuatxon or a reason fo; thekthqk. : At this
juncture, ;bnsxdnration is qiven' only to the op.rationql

¢

need for a prompt.

An examination was made 64 the variations in the

' ' 108 . .
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pressentation’ of the cue, and of'tﬁé— promﬁt where its

inclusion is essential, in the 'drills used to rllusfratu

éperational typoloﬁins. Seven discrefe factors were
studied: :
) whether /o explicit cue was to be. prbsent?d- because

the cue was to be implied'by the instructions (in . other

1
<

words’, a, formalized drill),
2) whether there was no explicit cue because ‘of . some

other reason,”: . -

other . | , : . ' '
3) whether the explicit cue was imbedded within the
response model,

4) whether the cue was é separate giemont,. presented in

o

isolation, .

S) whether the cue was a- separd@e " element presented

within a cue framework, o L

&) in cases of explicit cues, whether mare instructions

N

were necessary to isoclate the cue. from the cue framework'or'

t

.to determfne how the cue was to be applied,

‘ . LY a ; ' "
7) whether a separate prompt was operationally required.

e

Chart 3.11 lists the results of this evaluation, aloqg,'

1]

with a detailed nna;ysiq o?lthu cue and pfompt presentation

“in sach case.

<

' E SF109° .
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/\
: S
established” in 3.7.1 and presentation of the cue  is

N evident. Much of this may stem from_th-,dnfini;ién of the
typn;, however. With simple iﬁsn#t;on; of Type A
(Ce==>m:L1),- *or example, where the goal is the insertion
of the cue into the mnéel; it is no surpise that the cue

and model are bresen@ed separatealy.

It is interesting to note, neverthei;ss, th;t in most .
of the cases the separ#tb cue‘is.pr-sontod in i;plation.
' rather fhan as part of-a more :ilaboratl cu; framework,
- which 'might be more interésting pedaqogi:afly. The use of

formal instrucgion;. to isolate the cue would make an
-  activity .morb ch;llnnqing. One might expect té see the
. ‘ latter two sitUatioﬁs. see a larger use in the drills

i

categorized pedagbﬁically.
S

With insertions of Type B (E:-->MiCi[1) the most
expedient mnﬁnar of presnﬁtation_fs to imbed the cue wighin
the response model. It ig‘int-rcgting to notpﬁﬁhat in the
majority~of cases, ,a separate prompt is also required; so
thgq the identity éf‘thé secondary insertion element can be
'detgrm;ned. ) In 3.5(Daqlnay) for nxampl.,'giyon only:

C;+M:l thr;' [l] Jose live?: :

.the learner might provide responses such as "wan", .”may";

4 . ' .
Lot -

-
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L3

&

etc. The prompt:
Where -[does] Mary liva? . Cos

closes the response set (the set of probable rqsponsos:“ a
- - : /

term . to be distusécd more fully in - section 3.10.1) bf

fimiting responses to farms of the elpment indicated. The
prompt could be replaced by a formal instruction: | y
| Usé a form of éhi auxiliary "do"

or alte}natively, possible responséé tould pe’ explicitly

displly;d Qsing a multiplé-choice ulié§fétion t-:hniqug. ,‘

@ I

To niiminata tho={nncnssity for inclusion df‘ a.
“bcump "¢+ the identity of iha s.cnnd?fy element must bi.
fixed By the grammatica{ énd lexiEpL environment provided
by _;hl cue and the }espanse méﬁer. IB~3.§5}Rivers) the

'resbbnse set is fixed by thé;fprmvnf the response model * and

the lexical link between cue énd response, and therefore no

promp{ iq,nnc-ssary. In 3.140(Stack) the response set is
s
fixed by the grammatical situyation.’ :

L]
L3

.
s ' .

.
.

Ta With re-orders of the model'eiemants,, all of the

ixampies 'raprnsent_{ormaliéed drills with no'egplicit Eue,
al though i? is possibll—to im;gin. éhaf an autgor c;uld
';Qvisg'an explicit cue to nnr¢: tha_s‘me purpalo.q. .

: N . ‘ o

~

With the productioﬁ of naw slaments, the tendency

"
e »¢
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k] . -

- . .
g - S e ' . '
. R . . . .
#49P,

is towardé“explicit, separate, isclated cues, accompani ed
=0 : - ‘ :

by 'a formalized instructiocn as to how to apply the 'cue.

' There is no cue framework, as the. nature of the cue iI.IUCh

-
3

that the eq}ihe—element, and not just a‘part of it, must be
. ' r’ . . ~ h
considered by the learner in producing a response.
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2:8 The realisation Q* sae:ei:! on the computer ugLQg an
authoring system . S

. o "

-

In Chapter Two it was shown that the mechanisms or

'“'témplatns ‘offered .by _an agthoridq QQstnm may be fixed,

allowiﬁg the author the flexibility to provide merely the

content of an '-x-rcisn}“ or there may e a range of

“ttmpint-s from which to choose or even th- pnssxbllity of

:rnqtinq new templnt-s using “macro—xnstructxons"

\
A

Q

e The mlchiﬁ}sm that an author:ng system provides
cannot be :nnw}dernd in isolation from the data required by
the authoring systnm~to g!naratl an exsrcise. Once the

global tnmplhtn for an exercise has been established, the

o

* authoring lynt-m must to nlic:t from, th. authnr the data

needead for .ach 1ntnract1on. The types of informatxun that
the puthoranq.sylt-m iz able to store influences the manner
in which it must Fandle the presentation of an’ activity.

An,authoring system is not capable of operations for which

it cannot store ata. In. proposing, ' below, various

: ppssiblc templates, some consideration must be given ¢to

their data-storage requirements. ' L

S
=

£

1
A

Ser

t * N ¢ Pl
“ rd

In cwection 3.3 .a drill item was analyzed into five

_compnn.nt ltag.l, To allow an authorcto realise a QP&II on

- the :dhput.r. an authoring system muiﬁ provide a "glpbli"
" .

113
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answer—analysis templates.
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»
~

tempfate that permits the completid® of each of these fiye

steps. The enormous range of variations that must be

considered when examining the compaetn drill ' defiws
\ ‘

-
%

¥
systematization, however. 1t 1's necessary, therefore, to

analyze the different stages of the drill interaction
1 A

independently. Kearsley's division of an exerrise into

threé functional stages (outlined i1n section 2.2.5.3), 1)

-z

the presentation of the drill and the elicitation of  the

learner’'s response, 2) the analysis aof the féspohse(‘nd

"the presentation of pertinent"$aédback, and 3) the

dgciéjon as to the next ;tem.té ba‘dﬁg-, can~l§rv. as a
framework .for the analysis. The "Qlobal"«tnmplat. can
then be described in terms of its component presentation

’mplates, answer-—analysis templates, and branching’

&
©

It aust be kept in'miné that the components are, of

» - 3 .

' course, oiﬁtére}elated. . The choice of a ;fill—xn vs.

multiple choice presentation, for example, will determine

the nature of the anshnr—anarysﬁs'muchanism and the ™data

v, B

. . Wl N .
required for answer-—analysis. ,Bqanching possibilities w11

(v} . I‘ .
be very  much affected by the choice of presentation andv .

t ? P
-

. . R
o . ¢
: .
N -
-
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’ Vi
3.9 Eacters influenging the presentation phase of a drcill

N
n

. . ) ‘
The first phase of‘a drill to be considered is the

- e

presentation of the stimulus to the learner, ‘and the

© ~

subsequent—elicitationnof the' learner s resﬁonse. While a
collection 'of typical example templates is developed to

describe the drillde 1listed in the data, it is again

impossible to systemagize global presentation tamplateé

because of *the large number - of possible variations.

‘Inlte;d, the discussion is restricted to various discrete

aspects of the stimflus presentation and rfsponse
mlicitation. Four basic approaches to elicitipng a response

are . considered: fill-in-the-blank, multiple choice,

‘ ) % N " -

holistic multiple choice, and free response, with a review
o .

‘of the rispons-;elicitatinn mechanisms that can He adopted

N 1]

for each case. The presenéation of the stimulus is

. v

examined in terms of the instructions, the prompt, the cue,

a
A N a

anﬁ the response—model. °

] o
A

The rlsponia—gli:itation m‘chanism, or REM, is the
bridge -between the prnl-ﬁtationhanq, the answ-r-.analysdb

phases. A particular REM Lill delimit the range of answer— .
;] ’ ' ' '
analysis possibilities.? Conversely, the requirements of

the ans&-r-analysis phase ma} call for a particular REM,

which, in turn, may influence the form of .the presentation

M
9]

tnmpfite.

\ /*7, TS
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- -

\,
With "fill-in-the-blank" exercises, the computer -
di&prays the response-model, with the appropfiiiifblank or

) blangs and the learner is invited ‘to entet the elements

(]

o that' would normally occupy the indicated slot or slots -

within the model. '

v
*

4

. Example of simple fill-in (3.4 Dacanay):

Response Model: M: I'm going —-—~——~-. : ,
? . ‘ T .
The response—ébi;iﬁation may be represented schematically
as: ' S . e !
?-=drt ’ whgréz ' . ' )
.- B s represents the act. -~ of
’ . . e soliciting a response.:
' ' rt stands for a short onge- or

two-word textual response

Sometimes. there may be two blanks tg complete -as in

1

'_fhe fol;oking example (3.12 Dacanny)i G
o CreMz : . He =—= n't -—- coffee. .
?-=>rtl,rt2 s ? Cot ,
< ) where:, . ) ; o
' L rt1 . wmstands  for the completion. of
. r . the first blank- . -
rt2 . - - stards for the completion of.

s

. the second blank' -

o
4

i

Where there is a:chbﬁc.,of’ilats for -inserting iy

" the rispbnge, this choice can either be made by a mul tiple.

‘choice or py“allpwiﬁq the learner to bositiph the éurson.
:" « ‘ - - 146 : ' g ) : °

*
L8

. ,
-~ : .
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] -~ -
» .

withip the gbﬁropriatn blank. and then giving the computer

‘the ;pility to understand where it has Bilnuplacnd." .

. Example o¢~mu1tib1grchaice\S.A(Dacénay)z

LR

.13 . ' Choose a.or b o -
(oF I ) . “tonight I
Ms o The --- leaves --— at seven.
R . ' , . @ . b. .
T Pmcrmc ;0 ? S i : e
1 » . i N " \ . -
. . where:. . '
NI - .rm stands for a multxple chuxcd
v ’ . response :

[y [

-

Example of "fill-in ='mu1tib1e chdice”:

Ry .

Ps: B L The train lnavas tomorrow at seven.’
Ce - .o <. toright . , ‘
M: : The --- leaves ———- at seven.
. ?=orl=m ' ? . ? 0
\ . . . B . &
' wheres: B - ‘ o
. ri=m ©  stands forr the situation
J A a * . where the cursor location car

o . be translated into a multiple
- o : - -choice response

RS

For, the cases involving both the choice ‘of insertion.

._’ilﬁt Vand' the form of the nrimentfto be inserfed, it "is,

/ hpprnpr:ate to pnstulate a REM of the: follow;ng type'

*

?—>r1-m re. 'whur- two rnsponsl would, -ffuctivnly,

] be generated by the 1learner’'s sanqll

PR . action. v {

S ~S T . - v

Three different multiple choice presentations -
. . ) : - o .

can ‘be postulatnd - sxmplu multzpl- chdice, holistic .
multiple cho:cnvand re—order multiple chnzca.. The first -

would paralleL very mych the fill-in techniqué, in that the

LN g /1}'7___\)/ ,

t

s ”

1Y

-
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cbmputér would display the response model with a blaqﬁ. ‘In vy
- this tase; howeQer,' the response set would be .xplicif]y L, ‘

. . .
s ' . . . 4
b

shown:' é:ph o ' . "
- .Example of Sﬁrple Multxple Cho&ce (3 =] Dacanay)- . o
o - S
C:+M: L Where -—- Jose live ?° ) .
a, _do

b. does

"With hnlkétic,mulﬁiple chéice, the response s;t ) T
‘ i;,‘inciuded ‘wiéﬁ the rasponse‘modelj to'prédu:P sevaral
complegé respdnses:. ‘Thfs is mo&t ipproﬁ(iat- ;itﬁ many'
xcaﬁplex drills; -;gnee £h§ éujt%ple or mixed oﬁ-}afibns'can
Ebe reduced té a siﬁgieﬁnpoﬁatioésé and for‘gituatiohs where

~

the response set is excessiveﬁy opng—nnﬁndﬁ

‘ 4

kxample of holxstxc multiple choice (Dacanay 3“12)

P RO He likes coffnn. ‘
" Ci+M: - " a. - He' doesn't like coffee. : ,
. : “b. He don‘t like coffes. c
R R = He doesn’'t-likes coffee. T
s v d. He don’'t likes coffee. N ’
CocP=orm -

) f ’

4

3

© Re-or der @ultiale choice differs from the other REMs
in fha} a series of discrete responses is entered, -

éagrééentfngﬁ in ~+act,’ the entire nxplicit,r-spopsn‘sntt ’
. ~ ¢ - ‘ -
What is significant i's not the slements provided, but their

t

A

order-  The REM required for re-order axercises as; w e

?->ro.

. +118
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‘ ‘ L

e

Multiple-choice is the most powerful of the REMs
provided by iutﬁoring systems in’ th; sense that the
si6;1¢s£ autﬁoring system can still present compl ex
.xnrcalci bx pr&ycnting‘them as multiple-choice acti;iﬁi-s.
Podagogjcaliy, mQItxple-chbice‘( miy not ' be the most

;pprEbFinte template for an activity aé.the learner need .
o . o . P .
only recognize and riot produce the correct response.. Its

use is limited £Q those li%uations where th? set o#’correqt

answers can be predicted. = ' ,

'\\

“ ~ Free-response is the esasiest REM'<b structure,

!
.

from. the‘_point of view of presentation andi,response~

elicitation, but can. be the most sdifficult “for the

computer to handle in'terms of response—analysis. - There is
., . P - . g s ' f
no explicit response model, rather, the response model (or

models) are used jntanally‘dufing the evaluation phase.

i

For free response to be possible, there must' be: some
pynt-matgzation, however complnﬁ, of the responses.

E;ample of free response (3.37 Rivers):
C: - i Why didn‘'t they come home - before
' “midnight? ‘ . '
?-ors ’ ! ‘
. « Where rs stands for a sentence response.

S : , '

' The 'first:pgrt of the stimulus is the ‘instructions
and other ;upplementary data (I:). ° For the mostzbart,'the

119 .
o . .



Chapter 3: ﬁesia?cp Design aﬁd Findings
' ins£rﬁctions‘ are -to help the lparnerﬂto understand the
nature 'of tge task and how to perform it,. although they
could contribute to the motivafipn of the learner by
establishiﬁg a pedaéogically rich ;nvifonmnnt:‘ Under the.
Fatggory ‘of’ 1n5truc£ions, it is appropriate to inclu&!
suppliyentary ﬁ:xt, drawings, nnd sn forth;' whish pffur'
pedagogical suppoft, but whiEH do nbt figure operationally
.in the activity (a paragraph establishind the situatiunaf
frame for a drill, for example). ’Inséructiéns(and othc%
support material that'does not figure operationally in the
activity cén be representé& schemagically thh'thg iymbol:
“TTTf, standing ;oé neutral text. In formalizeu or
partially formalized drills, the cue is implicit in the
'inst%uctlons and so the instructionsibacome operationally

s
[

important. Instructions that figure operationally in

the activity. are symbolized below by the symbol: "CCF,

standing for formalized cue. Example 3.34(RKivers), for
example, could be treated as a formalized drill, in which
case the deneral instructions might be: R

¢ - .
i TTT Vary the final segment from future to

conditional, according to the first segment.
To ensure the desired response, further, more explicit
instructions would be réqgirndi‘

CCF ‘Use " ‘d " or " ‘11 " in your response.
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.

Material presented to the student  can be
universal (i.e. the sameiac;::E all items in a anpnnq-)'of
item—specific. Lower case'is used below to represent item-
specific components and UPPER CASE to‘}-préscnt urii versal
components. Thus, the patterns TTT‘or ttt or both may be
-ncountered.h A. drill anuaéc. could have universal
instructions, TTT, and iteﬁﬁspecific situational settings,
tet. ‘ : ) o, y
An authoring system neéﬁ only elicit: universal
material once for an entire sequence but must’liiciﬁ‘ item—-
specific material sgparately for each item. Universal
material can always, of course, be treated as item-specific
material. The learner would see no difference in thé
presentation, but the author would’be asked to én%gr the
saﬁe material consecut::ely for: each item. Universal
fﬁameworks, however, can be used in thélgeneration of item—
specific material and, as is demonstrated below, there are-
c;sus where the use of item-specific data instead of a
_gnivnrsal framework reduces certain options, notably in the

case of branching possibilities with _interlocked drills.

There are even cases in which item-specific. data cannot be

L}

predicted and entered in advance, as prompt, cue, " or

rlnpdnsn models will depend in part on informajdon that the

learner has provided.

r
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N o . . ’

A}

The. specifit prompt for each item can thus be stored
in advance, as PPP, or a prompt generating algorithm
or rule can combine a universal prompt framework, PPPL1,

: thh some other element to derive ppg, the Jtim—spucific .

prohpt. In some cases, a drill may require the same

universal prompt for all items:.PPP. "Similarly, the cus 4
can be stored as ccc, cccrl # 7 -;> ceg, or CCC and ?;
%he respansé model as mmm, MHﬁ[J + ? -=> mmg, Qr MMM,

' Insertion response;mudels are represented as mmm({l, mmg(3],

4

dr MMML], and non-insertion models without the square

.

ﬁ%ackets, £l. - In the case of multiple choice templates,

- the explicit 'rQSponke models are reprasented as by
rnl.;?rrn, or rrn  for short, with RRN .for .universal

»

response models. ‘ . .~

L3

¢

3.9.2.  Presentation options 10 the data:  Simele”
Qrecations . o '

L 4

- Lo Al -

) This s‘btion relates the analyses confained in tables ~

P
b

3.9, 3.10, and 3.11, along Qitb other variations'noﬁ yet

discussed, to the possible computerization of the drills
f ) ) . . y

“in the shmple. T LN
3.9.2.1 Simple insertions of Type A | :

. ’ . . } . A

-, Bimple ins-rtions'of'Tpr,A require, at least, .

¢

s
*

- : | 122 b
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.

ccc & mmmL1l. w- w111 assume TTT to be present in. all

cases. Exampln .3.4 .(Dacanay) could then be presented .

- N
L

using the following template: -

P-template #1 .

i:' TTT. Complete the sentence with the word
provided - h ‘

C: ccc aAWaYy . —~—

M3 mmm{ ] I'm going ——-—-. '

?3 ?=or, ‘ ? .

wh-rn the author would have to proV;de TTT # .1
plus ccc,mmmi) timés (#) the number of items 1n the

. sequence or n-times. - L Do

'Since the response models are ideﬁtical across itéms,

. some authoring sYstems'may allow the entry of a universal

.

responsé model :

P-templ ate #1b

I: TTT¢ - ‘ . Coe
C: ccec . ) " T

M3 MMM ] co X .

?r - P=or o . . R S |

r

where the author would- have to provxde TTT, MHM(J

* 1 plus ccc # n.

%;érc is no operational differeﬁce‘betﬁeen ﬁhe°.twdl " The

only benefit {foreseen would be to economize the -author's

time and td save storage space within' the ;omputaé. While

these factors of user~-friendliness and prdgramming

_efficiency are important éunsiderations in Judgang

N [}
i -~
,)

authoring systems, they are pot under dxstusszun . here.

e

-

'o123
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. that the learner’'s task is more complex..

* '

»

Therefore mention of th; possibility of using PPP, CCC, or

MMM 18 ‘only made where such use can mha&i Operational

implicationsa. ' T \ '

' Example ' 3.40 (Robinett), -  3.118(Stack), * and
3.144(Stack) . could also, be presented using the above
formul a. They have. in qémmon that they' are Type A

insertions with the insertion slot fixed, where the cue

e

"and ‘the response model contain all the informatibn required

¢

td cdmplete'the.operation;

" Examples : 3.118 and 3.144 differ from 3.4 & 3.40 in
» * » . s : . . .
In 3.4 & 3.40 the

cue is inéerfnd without change, while in 3.118 apd 3.144

the cue must be changed. At first glance this may sesm to

be a function of the drill content’ albng. T It dans;
however, have one operational implication, Whereas 3.118

could be presented as a simple mult}ple choice, for 3.4 and

3.40 such explicit listing of thi responses would make -the

7. :
activity very trivial: ) e

P-template#2 3.118(Stack)

A TTT Choose the correct completion
. Cs. ccc 11 se repose .
M: mmm Si Paul est fatigue —-——-.
.ren . -

a. il se reposera

: (gg I b Xxx - '
g o | . .
. Co XXX -



.?
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-

» 3.4 (Dacanay)

1 TTT Choose the form which is the insertion
of the cue into the model. .
H ccc away '
M: . mmm I'm going -——--. : - -
ren - o . a. away.
e . be xxx
) Ce XXX < .

gxample 3.9(Da:;hay) would requ;ru a ‘'multiple
chgicu template, qithér fill—infmultiélo choice, assuming
the .authoring syst;m provided that capabilith..o;, simp}g
‘multiple choice, if not.

. v -

P-tamplate #3 ‘ = R

Iz TTT Insert the cue at the correct point in
, - thé sentence '
: cce for me : .
: R H mmmC] Mother made L[] a dress £Li. =~
A 7t ?->rl=m 2 2

P-template #4 ‘ -

1z TTT Type, 1 or 2 to indicate the correct
co place in the sentence to insert the cue
C: ccc ' for me .
s ‘mmm " Mother made [1] a dress [21.
?s ?->rm ?

by R

Like 3.9, 3.11 (Dacanay) could also use the .dbdvé

apbrohchnﬁ. B-sidns being Type A inserfions, th-y have in
common that they both have a choice of 1n:urtzon slot, there

is no change to the form of C:, and C: and M: cobntain qll'thev

~ ! -

information rcquxr.d to compl-te the opnratxon.

i

N L - .
" Example 3.6&(Dacanay) differs from the above in that

7 —_

125
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v o . .

»

the cue reﬁlaces " one of the words that pr;s-nt in the

original sentence. If the exerccise is done as fill-

o~

in=multiple :hoice,,ﬁgurefore, a prompt will be required wmo’

that the learner can see the.original sentence:
-

<

‘P-template #5 .

|

I: TTT Insert the cue at the correct point in
the sentence
P: - ppp The train leaves tomorrow at seven.
C: ccc onight : . . i
M: mmmL ] {;he {1 leaves [] at seven. ) RN
- P ?=>ril=m :

? ?
Nhere done as assimpie multiple choice, C: and M: will

contain all the requxrnd 1nformat1on"

|
" s )
P—t-mplate ¥4 . : - i
I: TTT o Type 1 or 2 to 1nd::a£§ the correct
. « . place in the sentence to 1n:ort the cul
I o1 cce> tonight '
M: . ‘mmm The [trainl] leaves [;omorraw] at seven.
) . ' £11 ‘ ©o. 23
7z ?=orm 7 .

.

Example 3.6 differs in another important aspect

Y

-from 3.9, 1n that it .is an an interlocked drill.

result of the insertion made in'item(x—l)‘is reflected in

either P:(x) of or Mi(x), depending ®n the approach used.

-
H

. If ppp is used, then‘ghe order of the items wi;i be fi;;d.
‘in  the daEa and no computer%ﬁontrolluq branching will b;
p9ssible. To provide a flexible branchihg option with an -
interlocked Briil, the _autLorinbi system must . offer a
mechanism whe}-by an element_of drill item(x-1), in this

case C:(x—if, can be inserted into a universal prompt

126 T .
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] ) . ) ° .
#rimlwork, PPPL I, replagihg an earlier elesment. The P: (x)

»

" can thds be gensrated, based nn‘whlte§z;\th¢ prnvious’item
H

was. This algorithm mﬁy be‘rnprééenged in® the form:
. PPPL] .+ coc(x-1) —4> PPGLX)

whx:h gives rise to the follawing alternate template.

’ 3

-tlmplate L -

i

P-Rule: , PPP[J + cecix~1) —-=> PP@(x) .
I; TTTY Insert the cue at the currect po1nt in
. ' " the sentence o
P: - ppg The train loavos fomorrou at seven.

- C: ccc tonight
M: - MMML] The (1 leaves [] at snven. .
?1  P=d>rl=m . ? . ? -t )

‘whose - surface realization isuiduntiqaf to the bronnntation
using. P*témplatnﬂs above. .14 done 6n the model of P—
template#sd nbovf, the dxlcussxon abnvo about the interlnckbd :

n;turq of the drill would hold. For computer congrolled

branchind, ong"would need a mechanism whereby mmm wouid bﬁw '
.rapiacnd by mmg based on Fhe‘P-Rule:

CMMMLI + ccc(x=1) —=> ° mmg(x) - T>

~ Like 3.6 ara. 3910(Da:anay), .21 (Rivers) ,
\3\42(Rubinngt); and 3J.60(Cook). These Type A iné.rtinns
have in common that ihiy are interlocked drills, in which

the cue replaces an slement already present in the model,
] ‘ . . . . .
- and there is a choice of insertion slot. - e

?
o
E 4

_Examples 3.120(Stack) and 3.125(8tack) are formalized

hY
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L . 4 Co a . ’
drills with no explicit cue. Only M:, and possibl
need be displayed: ’ ‘

P-template #7

I: CCF ., Make the statement negative
: - PPP They 're reading. . . .
M mmmE 3 They (] reading. °~ % v
o P30 ?=drt 7?7 ' :

)

- ~

. Example 3.61(Caok) is & partially formalized drill
whare both I: and C: are functionally_riquired:

P—template #8

o

I: ccF’ - Insert the second item mentxon-d in the
<o cue into the model
C: ¢ ccc 1 can't decide whether I like é&xmmxng
or skating best.
M:  mmmL] Oh, I prefer ---——.. L *
?s ?=->rt ? :

“

o

1f one could take advantage of the universal #lemants

that are present in the nriginal{ the computer could: offer

t .
* a great deal more flexibility with this drill than is shown

< in the abovd templ ate. A cue framework. CCCL]1 could be

»rdefined -intb 'dhidh the item discrete cues ccl and .ce2
. e, ) " . . -
could be placed. An algorithm could place the cues into

first and second slots randomly sp that | on  wach

K

prééentation of tﬁe.item;; the order fqnd thn';nsu-r) mighf

be different.” Alternatively, . or in addition, the formal

-

cue CCF 'cnuf% become a framawork. CCFL1 into which
universal cues CC1 “("first") and CC2 ("second") could be
placed at random, changing the instruction:

Qs

L, . 128 _ __
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P~template#10
. g .
f-Rules ° ° .1.. fCCFCJ + CC1,CC2 ™-> ccfg
2. CCCLY + ccl,cc2 --=> . ccg
Iz ccfg Ingsert the first item mentioned in the
. cue into the model
C: ccg . I can’'t decide whether I like skating or
sWimming best.
. Ms MMML] . Oh, I prefer ----.

t: ¥ ?-ort - ?

This ‘subtlety of presentation -assumes an answer—analysis
1]

mechanism capable, in ~th'e same way, Of generating the

current co;fect response.
e . \ LAy
-‘So far thHe discussion has focused on presentations in

b

$£il1l=-in or simple bultiple choice modes. .o Most of the

drills discussed could also be preéented as holistic

°

. multiple- choice or free-response activities, Wherever

o

simple multiple-chpice could be used, holistic multiple
. '-\ . -
choice is jalso possible, with the difference that the

separate ccc or mmml] can be supprasshd if desired.

P~template #11 3,9 (Dacanay) - > , Co
It TTT . Choose the correct sentence
T M rrn - a. Mother made a dress for me.
y ’ . be xxx ’ e
: . C. XXX ‘ ' )
¥ 2 2o5rm ? ' .

4
i‘ 4 ¢

As holistic murtipln—cﬁbign is almost always an available

option, sspecially for those authors using .a weak

authorin system, It is discussed ‘only in thasl

extraordinary cases where it might not be possible or where ‘

1

o

‘29 R ! \ ~
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| 3

<

"? . . « . ‘ ' K '
it is the only option. Likewige, from simply the:

prusentationél point of view, free response will - always
remain possible. The more complex answnr4anclyii§
requirements of free response will make it an uneconomical

option in mény‘cases.;’ In other situations, it éill be the

nniy possible Srlsentafion mnthinism. Mention of the free-

' t .~ t . i ’
response option is henceforth only made in ' the
. N

latter

context. , ' T ‘ .
T " N v
- < '

3.9.2.2 Simple insertions of Type B

With simple.;nserﬁinns of Type B, the cue and. thl'
response'model constitute one unit. In its simplest form,
» - +

*

this could be reﬁresentedgin the form ﬁmm[j, as C: and Mz

are abstractions fhat do not ilways require. separate,

concrete, - realisation on the ' computer.  Example .

b 2 v - .
3.35(Rivers) exemplifiés the‘;imple case:

P-template #12 I . "
) : o , ,
I: TTT Completer th& statements ~with the
CoL appropriate occupational term ;o
Ce+M: mmmi1 A person who builds houses A ——-,
?=>rt N ) . ! “ ' ) ' v?
o, ¢ i ‘ . v ’ﬁ

éxample 3.140(Stack) is similar. In both- cases,

the relatively closed lexical or grammatical nature of .the

-

- ‘task ’ is‘such that the range of rosbonsn possibilities is

+
’

limited. ' ' , L :
. _ N o e S
. .In. all the other Type B insertions in the | data, -
T 130 '
o/ ' ,
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]
3
4
IS

4 [

‘ _the form of either a brompt or of formalized instructiPns.

cEéampln~’;.3§(Riv¢r$) ‘provides a typical case. " With a

LY

prompt, it can be presented in the form:

‘P-template #13

I: TTT - Vary the final segment from Afutura to -

conditional, according to the <first
: ' segmant ) '
a:& PPO ,f-f 1 @ him, I1°11 tell him.
\ M: mmgl ] 14 1 saN him, I —- tell him.
72 ?->rt . . P ‘ .
¢ ) ¢
\ , '3.34'is also an interlocked drill, which is why

¥
k\ pﬁq‘ ands mmg are adopted. The algbrithmito produce PPy is

more comﬁlcx than in insertions of Type A, as hoth the
g C° . 4 } ,
mmg (x—1) ~ and® the correct answer to the previous item,

- »

aaa(x—~1), are needed to produce Eﬁékx):

PPPL] + mmg(x—i) + aaai{x—1i) --> bpg}x) -

As discussed earlier, the drill could, 'of course, be done

~ with ppp and mmml], but the order would become ?ixud by the

data. -

4

. some additional information is required in order for the -

'l sarner ' to produc- the intended response. This ‘can take
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h

3.34 can also be presented as a formalized drill:
' - RN

< [}

P-templaté® #14

1: TTT. Vary the final segment from future to:
. conditional according to the first
segment ) : :
. CCF ‘Use ‘d or 'll1 in your.response.
M: mom{l.  If I saw him, I -- tell him.
?: , ?7=ort ) 2 ’

As a formalized drill, the interlocked quality of
3.34 “can be maintained. without the computer generation of
elenents. In thb‘tituat{on where an'huthoring sysf-m énulp
not generate PPY and mmg andlcg;pqﬁer—cgpﬁrollld branching
was neVgrthél.ﬁs required, the drill could alwnys'b. re-

cast in a formalized format.

i ' .

In the multkple~choice mode, rri...rrn would

- achieve approximately éomparable results to those d¢ ccF in

{

the above example{ Multiple—éhmice might, then, be a

N

.possible alternative to fill-in for many drills of this

tfbe.
"\
‘Mpst of the other examples of insartions ' of
Type B, 3.5 (Dacanay), 3.41 (Robinett?y, I.117 (Btack),

3.132(Stack), 3.142(Stack), and 3.143(Stack), would submit

to the findingg outlined in the discussion of 3.34, with

some minor adjust Only the first two are interlocked

+*
.

132 =



drills. In the case of 3.117, ‘both ppp ' and CFF, are

,5;2;%5§‘§Lmn%e insertions of Type C ~ |

A
¥
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N
required. .3.142 and 3.143 are best served with a_prompt.

As formalized qarills, they would require item—specific
instructions. In 3.142(Stack), for example:
cc(1): "Use ' read "

i ccf(2): "Use ' eat "

-
&

J‘, -
. One would expect ins®frtions of Type C to be fairly

similar to insertions of Type A in their presentation.

Aéain, ’the ‘cue and the response model must be presented

L]

‘'separately. A major difference is that whereas with Type A

insertions ;he cué tends to be isolated, in Type C
insertions i¥ tends. to'appear within a cue.framé%onk, which
opens up the possibility of computer—generated cues where
the cue framework is universal .(CCCL1 + Ecc ——>‘;cg). "Use
of computer-generated cues would provide for ecnhnmieg but,
in most caées; would not greafly affe:t‘the opgrition ‘Df
the drill. Example 3.20(Riv;;s), which is typical, ‘- could
be brclented as a fill;in exercise:

P-template #1

I: 77 Insert the correct pronoun

_C: 'c;c Do you see my uncle over ‘there?
M1 mmmE J Yes, -—-'s across the road.°® '

?1 ?->rt ?

7
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or as a multiple-choice exercise:

L)
"

P-template #2

TTT . ‘Choose the correct pronoun

C: .ecec: Dp you see my uncle over there?

M: mmmL ] Yes, —~=~'s across the road:

' rrn . a. he/b. ®xx/c. xxx ‘ )
?: ?=>rm ? ’
¢ - ' .

¢

Similar to 3.20 are most of the othér examples in
T, ' ) .
this group: 3.46(Robinett), 3I.47(Robinett), 3I.62(Cook),

3.63(Cpok), , 3.64(Cook), 3.65(Cook) , o 3.66(Cook),_

. v
. 3.106(5tack) , 3.111 (Stack), and 3.114(Stack). In 3.1046 and

3.111, the cue framework and the  response model are

identical. 1In 3.66 the response model is so simple amd the

‘n5£ure of the task is such that free-response would serve

.equally well in soliciting the response as would f1l1-in or

« multiple-choice.

1
- ‘
.
i

- Examples 3.28(Rivers)_'@ﬁd 3.29(Rivers) present

-t

complications. Both are interlocked drills. In 3.28 there

are instances in which the learner should have the optibn

of ‘choosing either insertion-slot, as they are both

correct, and other instaﬁces where no sybh choice is
gpnssiblé, The authoring system must offer a lchanism'for

;switchinq_ presentation templates (and answer analysis

templates). ' To maintain the intmerlocked nature of the

drill, the templaté for item(x) select which cue ga

134

’

y -




Cha?-r 3t Research Design and Findings

present, based on thé'inarner's choice in item(x-1):

P-template #15

I TTT
f ceccix-1) Janet read
H mmmi{x~1) Janet read
rd ] ?2=>rl=m,rt .
) I: TTT N
C: ccc(x)—-a Janet read
ecececi(x)—b Janet read
M: mmm (x ) Janet read
7t ?->rt '

°

H

her mother the letter.
-— the letter -=-.

. ?

?

her, the letigr.
the letter to her.

—T‘tD her.

?

in 3.29 the learner is free to providé a wide raﬁge

of responses.’

’

,0f insertion slot.

In order to maintain the

Again, the learner should be given a choice

interlocked

nature of the drill, the cue and response model for item(x)

s

would bhave to be generated op the basis of a choice (:f

templ ate, and on the learner's previous resp

1).

ovidaéd in item(x - 1), or the slot chosen.

-

P-template #1656 .

I:
. C:
M3

onse to item(x-

led

There would be no way to pre—determine either the word

TTT !
ccec (x) I gave it to her.
mmm (x ) I gave —— to her -—-
?2=>rl=m,rt ?. ?
T ‘ - b
ccg(x+i)—a I gave [aaa(x)] to her.
ccgix+1)-b I gave her Laaa(x)].
mmg (x+1) I gave —— [aaa(x)] ——.
?->ri=m,rt . ? ?
135 . -
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A\

3:9:2:.4 Simple Ln!lCtLQQ! Qi Ixng

v

y, There. 15 ] y one -xamplc of a Typn'D inscrtion in thc

data, 3. 33(vaers) The way that 3. 33 1: best handl.d

depends on whether the focus is to be qnly the corrulitivn
4

change .or it should include the lnqrn-r”s ‘abxlxty tu

isolate the negative element as well. In iﬁe‘former\éasg@‘

‘the formalized cue is not ‘really . necessary. Simply a

prompt and the resﬁonsé madel nead be provided,  as in the

. example below: a , ‘ ‘ Lo s
P-template #17 . o ' 9, &v
) : ' _ : . N
Lee TTIT - Insert the correct form into the modnl,V
: _ . based on the change observed
. - Ps PPP Th#y haven’'t any coffee.
M: mmmil , They have -=- coffee. .

‘s ?=d>rt ' ?

]
’

"It would be difficult to handle the latter case, of
isolat{on and, removal of the negative element coupled with
the correlative change, ras a fill-in exercise because the

presentation of mmm(I would reveal the answer . Free

response would probably be the most suitable pr.luntation‘

: method. On authoring systems that could not handle free-

response, hoiistic multiple choice would be the second and

)

less attractive possibility. e -

P template #18 ‘.3;33(Rivurtk_Frq. Response

I: CFF Delete the negative. slemeants o
Ps PPP -They haven 't any coffee, ‘
? ?=>rs 720

136
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P—t.mpkl ate #19 o ' o

1z TTT . Choose the correct negatxve fnrm
P y-Y-T- D They - havnn t any coffee. ' s ,
M: rrn ‘a.. They haven’'t .any coffee/b. xxx/c. xxx

N

?s ?=>rm ?

© 3.9:2.5 Simple insertions of Iype E

In Type E insnrtions, the learner naé a great deél of
vfreeadm to choose the form of the insertion. In wdch
chses, the needs ‘of the answer—analys1s phase wxll be the
dcttrmxnzng factor in choosing which presentat1on templ ate
to use. In example 3.32(Rivers), the learner can insgri
any response whién. is grammatically‘ and .semﬁntically
correct,: into-any desired slot. Furthermore, the drill ‘is
intenlocked, 80 tnat the learner ‘s choices are reflected in
the following item. A - -sophisticated authoring;éystem could
conceivnbiy have the potential to generate. a response
model : - mmg based on a complicated <framework, MMML]1, in

’

conjunction - nith the learner's material providnd‘ in the

.
@ - . L]

previous item, aaa(x-1). _ It .is difficult to see how

3

aaa(x) coul;w'ga analyzeq for correctness: without the

> a grammatical parser endowed with snmantzc

L]

invol vemany
intorprntive capabilities. Fill-in or frecjrespunse would
thus be ruled out. The exercise could be done as a simple
multipln-choicc,‘ but.thn learner would lose the freedom to
cﬁéasc thé insertion slot. fhb most faithful reproduction
of the original on éh- computer would, therefore, be
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provided by holistic multiple-choice.

A

- ~

-

' )
. P-template #20
Torel TTT - Qﬁnose the correct expansion of the
' given sentence. ‘ : ’

P: PPP The man crosses the street. ,

M: ren a. The tired old man crosses the busy street.
' b. xxx y

C. XXX
?: ?=->rm ?
Example 3.346(Rivers) is somewhat more rigid. Formal

instructions are given as to the nature of the insertion,

- .

and the learner has freedom in arééé that do not directly ‘

‘affect the goal of the drill. This could be performed as

an insertion, with an ansﬁé?—;nalysis algorithm capable of
checking _for "te" or "not to" in the learner’'s response.

The rest of the learner's response would have to remain

‘unanalyzed, a situation which .many teachers would ind

unnacﬁ&gtnbla. If total control over the correctnes of
the learneér's response were required, the best option,

again; then, would 'seem to be multiple choice. As the

‘insertion slot is fixed, simple multiple choice would

probably be adequate. .

-P-template #21

I: TTIT Choose ° the ending that provides a
correct infinitive construction
M: ° mmAL3l She had decided (1 o
‘ ren a. to marry ' him./b. . xxx/c. xxx

ird} ?=orm ?

¥

138



o . ; ,
Chapter 3: Ressarch Design and Findings

“5¢9:2.6 Re-erder of model eleneots .

Example 3.7 (Dacanay) iq'typical nf the exercises where

the goal is the re-order of model elemgnpsé

P~-template #22 ) )

Is CCF ' Re-—order the parts of the statement so
: ' ‘ . ,ds to make a question « .
M: mmm. "The girl is ready.
' €13 €231 €33 )

?1 ?=->ro ?

¢

]

Examples 3.8(Dacanay), 3.14(Dacanay), 3.127(Stack),
and 3.129(Stack) are similar. All are formalized drills.
All require that the mqp-l, mmm,} b; presented. ‘%ﬁltiqlél
';hoicq is really the only way to handle exercises of this
type. ‘While with some authoring system; it might be
,ngpedignt to present them in free raspohsetmode, théy would
still essentially be multiple choice activaities. Instead
of typing the numbers directly,'the learner would be typing

word(l); word(2), etc. There would still bg no

opportunity for insertion or creation of new elemants.

3:9:2.7 Production gf new slements
The . last of the ‘simple drill types répregant

activities where the learner must produce new elements in

\

response to a cue, but without any explicit responsé model .

\ , .
(;£i: results in a simple presentation template:
N Y : ‘ \

*

r , 139 .
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~ )

P-template #23.

r
It CCF . Answer the gquestion truthfully

: ccc Why didn‘t they come home before midnight?
7 ?=>reg ¢ ? . . .

’ 3
- . .

All of the -xaﬂples of this type, 3I.31A(Rivers),
3.37 (Rivers) , 3.3B(Rivérs),,/3.39(Riv¢rsr, 3.54(Cook) , and

3.145(Stack) , could all be presented in a similar format.

L

. Wath autﬁoripg systems that could not handle fres
response in the}hnswer—analysis phase, the only alternative
for . the prasentdtion of this type of exercise would be

)

multiple-choice, as in the following example $rom 3.31As

P-templ ate #24 . \\\\\ r

1+ CCF Which'- of the following best represents
’ °  the result of following the instructions
T given ? ‘
C: ' ccc Tell George your name is Ronald.
M ren . a. George, my name is Ronald.
b. AKX : . '
C. XAX
?: ?=>rm ?
-t h ‘
- -

At4 first glance, ’dbny'teachers woula probably find
the multiple—choicé. version of tﬁnso activities to .b-
weaker than é{ee—response»»une. The ques{ion of whiéh
aﬁbrdach is s&plrior evaluated ;ufﬁﬁlr when the answer
analysis phase is considered in section J3.10. With some

examples, Of course, such as 3.38, m&lt{plo-choicn is not
] ¥

o T

'; AR 140
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v
a viable option becauses the learner must provide originaﬁ

" material.

=:2.3 Presentation pptions in the data: Complex drills

'

The analysis of complex drills has led. to their
categorization into those invnlving the multiple

applicatioh of the same limplu opnrniion, the application

' of  different operations, or® the choice of opcrition.

A
)

Where a rcspohpc may involve seaveral factors, nr:uhnrn more
ﬁhan one discrete response ié.rnquircd,.ii might be limplnru-
- tn‘fdrm;latu templ ates tg.t uuula execute the drill as twno
separate and:* -uSanu-nt"l§mp1¢. ‘drills. It seens
'pndaaogicqlly advantaglou:, hon.Q.r, Dko structure the
lgarnnﬁ'i task 80 as to prllnryé th; unified nature of the
activit&. Computer realisation o; the drill should not
require the lnaénir go providc separate, discrete responses
where this does n;t seem natura;. I;tnrnally, of course.
thp lia}npr's ‘qinalc response may havn~‘t6- be épalyznd
- a.ccnrdi.nd,to multiple ~fa¢:t*.::irn>f5 and so result in a-range of
fesdback options much wider than might‘ﬁn#ivu from a simple

~

drill. .' &

. ——— G ——

™~ . «

I3
égiz.ig.é\'.;t_ﬂ_ﬁkp.l_! operations
The examples of .insertion + insertion contained in
the data, 3.12(Dacanay), 3.22(Rivers), and 3.134(Stack) all

’ , .
exhibit the need for separate prompts (P31), have the cue

141 . - ) ' ////
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4
1 4 °

.’
imbedded: in the response model (C:+M:)’, and have ¥ixed
insertion slots. In other words, they ressmble ver}y much

simple insertions of Type B, -excepi that there are two

eleaments tc be inserted into two discrete slots. Th; form
o ! e -

of the insertion element for mach slot, rather tharf - the

choice of element to place into either slot sesms to be the

.

'* major motivation in all three exam&?S?T "

’ L

PR

The possible fill-in template shown below for example

3.22, which seems most typicatl, resembles very muc% P-

. template#i3, which was applicable to most of the simple

E Y
insertions of Type B. The only difference is in the

u

response elicitation mechanism, which in this case must be

capable of eliciting two fill-in elements for two . separate
. Q o . ' .
: blanks, leading, in all prabability, to 'a more

sophisticated responﬁe aaalysis and feedback tumplate:

v

P-template #25

‘ I:° TTT Make the necessary changes ,
) P: PP He ‘brfihgs his lunch '
I . mmg ~ . You === -—- lunch |
d 21 ?eorti,rt2 . 7 @
¢ * ‘
Holistic - multiple—-choice could be adopted to reduce
* ‘ - s ) ' . ’ ‘ - ¢
the  learner’'s. input to a single .item, so r.dutipg the
<y ) ‘

correspondimg numbér of feedback possibilities:
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»

- P-template #1ib

-

Y
. N ‘'

Xt TYT «~ Choose -the correct seaqtence

P3 PpPg . He brings his lunch
b M: rrn a. VYou, bring your luncht

b. xxx
. >c. xxx | ) - °

. ?: ?=>rm !
™ (The prompt is not operationalgy required this

example. The use of ppg and mmg Feflect the

interlocked nature of example 3.22.) 1

-
.

In those examples of consecutive ﬂindértions in
the dafa, the first is a Type A insertion and the second a
Type B.insertion. . Two ﬁossibiliti;s presen£ themsel ves.
In\example_3:26(Ricars), the insertion slots for both are

fixed and the drill can be presented in a manner very

similar to the previous examples:.

Y~ P-template #26 ? o
1: ' CCF Gonvert the statements/to questions. -
C: cce. Peter has a new car. o
C:+M: mmm L3 Peter [] a new car? . ‘
4 ?s ?2-ortiyrt2 7?2 ?
‘ . v ) - ‘ - ~ o~
P-template #1ib : P
' I: .CCF Choose a.correct question ~
C: . ccc Peter has a new car. , . '
M: - rrn a. Doss Peter have a new car.
» 7 7 b. Has Peter.got a ner car. . -
C. XXX 1 ' R ‘ S

?r P=-orm

-\

o

‘Example 3.3&6(Stack) also shows fixed slots for both

insertions, 'andeould be handled similarly, nlthdugh, in -
. . KA .o e ' ' o

> ’ ' 143
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this.éase, C:+M: could not be uiedfanq a prompt is needed:

-Cpéb ) . ,
P-template #26b ‘ p
1:° CCF Answer the question
_P: ppPp The boy is polite ' J -
" Cs cecc, «+-. How does he speak?
M: mmm The hoy []J [] «~
?2:  7rtfre2 2 2 :
- Rt ,
A ) . ' . . & N i -~ e
Holisti® multiple-choice and free-response are also
. ‘ J"x ..l'h : . s N
possible. The“relatively'predfatable response model makes
) . e ¢ f;. ’ ‘ £ v r‘ ‘- -
.free-response: an ideal, and probably .‘more . natural,

possibility. * . .

1

- -

Example 3:31b is the third example with fixed slots. -
As a fill-in, this would be oxtr.hady.clumsy, giéqh that

' four .discrete responses would have to be mlicited. Free-

response is 4heoretically possible, as a fixed-response

model .could be established. The Fnspoﬁs¢ is quite long,

however, making the learner;s task difficult and error-—
< . Lo ¢ [N '

- Iy
thPe. A- very complex resbange-analysis template can be

7 .

nﬁviifonad, which mibht well be buyond thl~r.aqh of hns%l

authoring syﬁtems; Thg bestmébproqch tp‘3.31b seans to be

¢ °

holistic multiple-choice.

. . P . g ‘ - - o~

Examples 3.24(Rivnrs)‘gand 3.43(Robinett) 'exhibit a ‘

choice of insertion :lotgifor the first insprtiort. Qifh

3.24, the élot for the second insertipﬁ~is also variable:

‘53‘ ; “,‘ " 144 - - %
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4 | - ¢ '

There | would be so little fn’theagfy of wxplicit response

. s

" ” .
model that the fill—in mode would almost, de facto, become

free- resﬁonse, a ve;y viable option here, given the fixed

¢

nature of the implicit response model:

.. . »

P—tnmplate*27

I: 7 TTT \\ Insert the cue and make other necessary
’ changes .
- i PPY She brings tou many pencxls to schoal.
C: cecc . You ' .
- 7 ?->rs e N
’ - ‘. .:' . - ’_

By dealxng on the level of word unzts, the re-order,

' th.n re-order -xamplc, 3.5 (Dacanay), coukd be treated as a.

-

single eéorder multiple—ch&ice, and the discussion and

tqk{:ate shown in 3.9. 2 6 would apply: -
‘ 1

L - TAYRS a
.

- P-template #22 . ' f ’
I: CCF Combine the two questions, putting. the
o yes/no question first, .
M: mmm Who is he? Do you know?
. ' C11 €22 [31 L[41CL51 &)
? ?=>x0 - ' g

¥

The possible combinations of six eléments faf excged\‘thbsg'

- aof . the three elements shown in the example of the simple

¢

re—order operation shown in 3.9.2,6, howsver and a more .

compl ex rc:pon:n—ahalysis-and~and feedback ‘template could

be predicted.

145 o
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Leaving aside thc use of holisiic multiplke-choice or

.

4ro-;rnspons., which(aro everpresent po::ibiliti.q and which, .

J
i

can reduce the learner s task to a one-step opnrntion. _the -
, "insertion + removal exercises represent a new kind '3¥A
.probYem. Simple remgval was not discussed in 3.9.2 because

no uxamplcs were found whxch xnvolv-d rnmoval of redundant

rd . ' I‘
. )
. ' .elements llone. L : )

The lnarnhrzs task in a removal is to‘dnt;rm;n; what
needs to be removed and to inéic-tn thi;. / No auw REMs are
ruquir;d for this operation, wh?ch can be parformed either
as a fill-in/short answer or as a mu%t&plp*choic- - response
to aﬁ'hkpliciiiquq;tion or instruction. In 3.L$(Dacanay)
the initial insertion o¥ the 'cug and the - subsequent ;

identification of redundant elements would have ta be ﬂung

--~j——f—itpiritily. The second operation could be presented -in’'the

e,

. form:
P<templ ate#28 : . o ;
I: - TTT Indicate the words to ba removed
Mz +Rd mmm The noisy children who were making a lot
) of noise were sent to bed " .
?t 7->rt

146 ) - : ]
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*+

P-tampl ata#29 .
‘ "I . TTT Indicate the range of words to be removed ~
M1 +Rd mmm The hoisy children who were making a lot
.- [13 L£2] £31 L4]1 [51 (61 £7131£81
- of noise were sent to bed. .
N . : [93 [10] [11] [12]1C0133C14]
? ?=>rm . > .

12 ¢ ' - -
* . ~ °
K

fha removal portions of the rest of the ex;mples,
3 lb(Dacqnay), 3. 30(R1VIFI), and 3 131(Btack), cnuld all, bn
handl.d in the same way.
' -
Robinett provides the only lxamﬁlns of re-—order, then
production of new elements. , -These exercises, 3.44 and
3.45 arcinaturiily two—stnp;nparations.nnd would respond to

a . !
being handled as two separate simple drills.

.. . 1?
. -
-\

, . -e
While there are . two factors invglved in the response

-

to exercise 3.146(G5tack), it would best be  treated,
presentationally ' as a simple product ifon-of —new-el ement:
drill wftﬁ a CFF such as *Answer the qd‘stion using °
always -~ ", | The answer analysis and fesdback’ could be

ngqIQSIQd' towards separate consideration of +the correct
"

formation of. a response and the correct use of “always".
4 ' !

-

2:9:3:3 Choice of template

% Exercises ,3.27(Riv-r§)_ and 3.130(Stack) are not
complex in ﬁh-mQQIVQSy but require ‘ more complex authoring
pyst.p, in that different 2t-ml require the application of

147
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U ' SN . .
different simple templates. Conceptually, this does not
seem. difficult.  Each discrete drill item could be

flagged éé to which template should be applied. These
<

-

.haQe, been considered as separate category and treated as

&4¥:omp}ex drills‘bacduse miny authoring systems are ipéipabln

- of. switching templates within a sequence. | .
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E;LQ\\ Fagtors influencing the answer-analysis phase of a
drill . . .

Thére are ssveral factors influencing the answer-—
analysis phase' which must be examinéd before-'passiblg
;nswer analysis templates fgr the drills in fhe data can be
ppstula£ed. The content of thead;111,'largely irrelevant
\tﬁe choice of F-template, becomes an £mportant factor

) | .
ifn answer~analysis as it directly determines the response-

to

s;t and the.a6swer—set of a drall. Response—set and
ansWwer-set must be defxpedland thex? expression in'tﬁe data
examined. The approaches to answer-analysis currently 1in

use, or pcoposnﬁ”for CALL, must be discussed and thoselnot
appiicaple to the current ’discuséion disgarded; The
concept ’of response ﬁossxbility must be defined, and the
effects ¢f the response—eli:itation technique chosen for a
particular presentation template on the range afl response
Qqsslbilities —*exam1ned. Finally, techhiques © for

controlling «tthe range of response possibilities require

sxamination. ' .

3.10.1 An Examination of the response

The response-set Ean be considered the set of -
prgdicthble‘ or expected responses which derng naturally
from the content’ of the stimulus, and f?om which the

-~

learner chooses the correct response. 1f, for - example,
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the stimulus cqfls for the learner to provide the ,cor)uct

¥ubject pronouri, then it would be reasonable to consider

a

‘"the response-set to be the set of all subject-pronouns.
' Responses ‘ihat were outside the response-set would be
invalid or 'unrecogni;able‘ responses rather than simply

wrong -responses. The symbol ({3 has been adépted to

Al

designate the concept of a set, and (RY or {r) to denate

response-sets. ’ » \

L

! The nature of thégresponse—set a@fectq mostly the
type and range of feedback that can be given to the learner

after an incorrect response. Where there is no response-

+

set, for example, there are only two possible outcomes of

the answer analyéis: the response matches .the correct
answer or it does not. With a minimal re%ponqe-set, three

outcomes at least are possible: correct; not correct, but
’

AY

within the response—set; and not within the response-set.
[ \ <
. A response—-set can be uniQersal, {R}, meaning tpgt all

K4 ’ .
items draw their responses from the same set, or item-

!

specific, <{r3, meaning that each drill item has its °~ own
unique-fésponse~set. In 3.5(Dacan;y), for eﬁfmpi.. all of
the items relate to the choice "do/does", while in
3.142(Stack), item one relates to the choice "rnad/;nads“

, ANE .
and item two to the choice "eat/eats". Wheh' the response-
. ‘.‘ . -
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~

set -is universal, it can bellarger and more structured

ot -~ . \ ]
than when it is item-specific.

the .latter case it will be apparent tb'thg léarngr, from

"the natﬁré of the task or from the presentation template

L

: chosnn,‘ what the response possibilities are. Multiple-
v o . '
, choice activities, ¥or example, will automatically have
explicit response-sets. The symbol #{rl denotes explicat

response—-sets.

~

There are“sbme variables which are partiﬁular to

3
-

the multiple—-choice mode.  With hultible choice the actuaf

response-set differs from the true response-set.' {R} may

bc’ {do/does}, but, 6 the learner’'s response options may be .

{a/b) or (1/2>. We will symbolize the actual respénse~Set'

°

.as @{R} to differentiate it from the true response-set {(R}.

o

The explicit response set may encompass all of the natdfal,

2 .
implicit, response-set, Gﬁh:‘(r}, or it may only represent
S

\v

o e/managaabla portion of the 1;§§g£\respcnse—sét, 8r < {r2.

A ' =
. The size of the natural response—setﬁ§nd its degree of
"closednaess" is determined by the content of the. exerci'se.

Where the natural -response set is larger than desired, it

can be reduced by the’” presentation ~ template. In

. o : 151 SN
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. AN
3.5(Dacanay), for example, the prompt:

F: Where does Mary live?

reduces the possible forms that could be inserted into
1 - N

the model: .

1

‘M: Where []1 Jose live?

"

With the prompt, (R} = {(do/does’, without -the prompt it
would be necessary to include {can/ might/ may/ should/
would/ shall/ .J.).- In cases where there is no natural

limit on the number of plausible, expectable responses,

where there is, in other words,'no finite responée—set, an
.artificial limit may be imposed by using ﬁult1ple—choicé.
' ¥

'The response-set can be of véry ‘limited in size,
containing perhaps from two to half a dozen elements. This
’ v “ i ‘ Q
‘can be called a "very small" response-set and can be shown

syﬁbolically-as:

{aaa/bbbl} - -

{r} =
{r} = {aaa/bbb/ccc ’ .
{r) = {aaa/bbb/ccc...) N -

where aaa represeﬁts the correct ‘response and
bbb, ccc represent incorrect but predictable
‘responses. . \
3.61(Cook), for example, has an item-specific response set
of two: {r3 = {aaa/bbb) = {swimming/ skating).
J3.132(Stack) has a universal response set of four:i‘{R}" =

{aaa/bbb/cct...> = {will/ ‘11/ would/ °'dJ. I.62(Cook) has

one of seven elements, the days of the week. , While all

™52
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.

.the size terms to be discussed are relative, those

. 3 ' , "
response-sets where all the elements could be displayed

simultanecusly for the learner, if  desired, ‘could be

considered as "very small"”. In cases of multiple-choice,

o

the axpiicit response set, #{rl, would equal the actual

response set (rl.

" " where the set of responses is larger than what could

v .

comfortably be displayed to the learner, but still small

enough to pé handled without resorting to techniques

desiqnﬁd for large databases, it can be refered to as

‘relatively “sma}l"_and be represented by the symbols:

{r> = {aaa/bbb/.../nnn} ' o

In 3.118(Stack), for example, the'possible re—statemgnté of

S omil se repose’ is limited, but still ‘represent a

substantial number. Similarly, in  '3.144(Stack), the number
of ways, correct and incorrect, to respond affirmatively to

-

the question "Do ybu like music?" is considerable.
A patterned or structured responée—sat is one where
typés‘of responses are' grouped together.' In 3.117(Stack),

it is possible to phfase responses that 1illustrate the

‘"choice of the correct, but improperly formed, tense, "est

R .
commande™ ; the wrong tense, "commandait"; or improper

verb agreement, “avez commande” . While the total number
L4 o .
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of possible responses may be considerable, they can be
categorized into a few general  types of error. . Errors of
the same type can be treated in a similar manner.

"

Where t%g set of re;ponﬁis to too large to handle using

\

normal techniques, but is still, nevertheless, finite, a1t
. . . ~ ‘

»
-

can be termed relativély "{arge" and rnpreséntnd agt

{r)} = {database’ » o

&

In the original, non-computerised execution of the drill,,

the learner would have to choose from among a large set of

-

" possible responses stored as part of "general knowledge".

On the computer, database stofage and retrieval techniques

]

would be required, to determine if a résponsé were in the

acceptable set. In 3.29(Rivyr;), a database would be
postutzted' containing a ‘large list of names of objects
wﬁiéh for which "it" could substitute, a last of proper

<« .
names for which "her" could substitute, and so forth.

! ' R <4 .
w;Tdble 3.12 examines the variations in response-set

‘thatﬁgFe evident in the data. Almost all of the examples

LN

exhibit closed response-set, although there is no apbarant

patte}ﬁ in the wvariation between universal and item-
specific response-sets. 3.66(Cook) and 3.111(Stack) are

shown as having no finite response—-set because the- d.sir.b

response .is not part of a larger set.  The insertions of
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' z-«isa:- ‘ .
Type E, 3.32(Rivers) and 3.36(Rivers), . and some of the
production-of-new—elenent drills, 3.31A(Rivers),
3.37(Rivers), -and 3.39(Rivers), have ,r-sbons- sets  too
large to be defined. All the drills classed as re-order of
' vy . A
model slements seem, by their nature, to exhibit universal
i g . «
response-sets. . - -

N.nl l"‘ / '
Most . of the insertions of‘typ- A arid all of - the re-
order drills exhibit 16h-r¢n£1y nxpli:it' response sets.
' Explicit r--ani- sets will bave to gp‘y-ry small nnd‘jgat
“/in the table, a star was n&t placed fg column 5 if there
was'un- in column f; ..Takingﬁcnlumns 4 ;nd 5 together, we
can see that most of the drills in the data, both ‘simple
and complex, with thQ QQEnptinn of those that involve the

production of new slements, have very small response sutl.

The answnr-;nhlysin opnratioﬁ’anolv.s more than simply
dnt-rﬁining‘if tﬁg lparn.rls Fnsponse matches the ":o?rnct"
:ruspnns.. The the llhrn1f{s‘rnsponsn must be iduntifi;d by
matching it against one of the slements in the response-
set, of whiéh\ the "correct” response rnprplnnts only a
single possible case. ‘ For thds! c;sis where thnri is'a
degres of :qrrnctn.sn; perhaps a "bast" a&swnr and a
“lucoﬁd-b-st" answer, the approach is'to consider this
"'situation as identifying a correct answer and one o; the

¢ ) 155
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-

L4

"'in:orrect",\ but predictable answers.

-

From. the definition given of a CALL exercise, it is
u [ . N L,
pgssible to C:fine at least one "ﬁ:urr‘ect" or acceptable

¢ .
. 5‘ response, which can be symbolized as aaa or AAH. It is

also necessary to assume a finite.set of correct responses,

[

- because an. ,in-iinite set be aguivaflerit to having no\'\

"correct” (as opposed to "incorrect) responses at,all and

‘ anything - the learner‘ supplied would therefore . be }

_acceptables, =~ Normally the correct response would be
P (. \

v

o }assu.;med to be item-specific, aaa,’ altﬁ’guqh- a universal
~ ‘ Voo . _
, correct response,’ ARA, exists in one example from the data,

-

, 3.111(Stack). . N

1
.
¢ . a
o -

-

There may be a single'"‘cor‘rect response, = aaa, or a S g~

‘ .
of cprrect responses. {a’. . As in the case o0f response-
. ) - N ]
Xsets,ﬁ}con‘siderad abnve," where there is (a), it may niithar
beX¥ "Very small" gets:’ ' \/ e
‘ - {a) = {aal/aa2} 4 K
. e T r {a) = (apl/aa2/aald) : "
. . ‘ {a) = sé‘a1/a52/an3...}
; - ™ ) ‘ ! ‘
a relatively "small" set: : . a
~ ‘ ‘ {a} = (aal/aa2/.../aaN} ' >
% - . "
» . . .
or a relatively "large: set: N .
. . : .
.- ° - {a)- = {aal/aa2/...7aald
) § ’ ) an . . ! L
&y > ' \
@ ', . 156 X
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L S . R Ve " ° <
- @ . \
The data is examined in table 3.13 with regard to
. B 31 M

variations in answer-set. Most of the example%~have only

ocne . correct r;sponse per item. To “bgle~ out a few
,examples of & very small answer-set, it is possible to

o . @ ’ .
mention 3.11(Dacanay), where "now" can be inserted into one

k) ‘ . . N B
‘of two slots; . “3.120(Stack), where the form can be "are

wnot" pr taren‘t"; ' or 3.144(Stack), where' the response can
be "“do", "like it", or "like music". A larger, but §ti11
relativeé&' small answer— set can be found in ‘examples such

as - 3.31A(RWers), whepe, oheé?an expect an??eﬁt such as ,

"Seorge, my na@e'ia:RonaldL", "My name is Ronaldi", *I'm
r Ronald.", etc. - L:rge -ans;er—sgts are exemélified by

-x-rc;ses such as 3.32(Rivers),~— whére virtually any

AN

grammatica;iy and semantically correct insertion - . is
acceptable, ‘o 3.29(Rivers), where any néﬁﬁ that can

replace "it" is"acceptible.

. “ ' .
;o The set of  &a) may represent discrete, .separate'
' ~g‘ - . ° X ‘e ‘\_
elements or may simply be alternative forms of the ‘same

basic ' element. The Jatter case is represented in the

®
k]

,furmu1;= .
{a) = (aax/aay...? ‘

This , can be exemplified in 3.34(Rivers), where (a) =

EN

. {"would"/ "'b"),‘!@th of which are forms of the same word.
. a )

.

“

-
¢

%

For most casei, the correct answer c:ﬁ be preei:ttnd by &
] } 1,57 N ‘ ] . R ' A

. . 4

~ v .

. . Lot by ) 4

- ' .
. . . . '
i N v
’ * A
i) ¢ -
.
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the author and entered into the data as a., separate,

4
o

discrete element:
) aaa < data-

Where the response-set is stfuct&red and‘rglatively.’smill,

it ~mayi'be possible, to generate the correct answer based on

oihet elemenf%dxn the data, such as tqf cue, in combination ‘

with a universal rule or set of rdles:;

Q

. @aaa < RULE - i
This possibility may be'ﬁsad,_ eg where not needed, to

save time. for - ' the 9uthér and \Qéave on data-storage

spacea, Such cases are hot treated here. In 3.63(Co6k) and

3.114(8tack), however, answer- geﬁeratidn by rule is'liable
N . '/‘ » ., !

to be the preferred avenue, because of the ease with which

< N / > v ’

o
v

it could be handled by the ;émputer.
o N }
There-are other instances, hnwev&r,'wheré the éorrect

;- ) . -

Fespbnse‘cannot{be prédihtéd, but may depend on some chbice

that the learner has already made: Two answers_ may be

-"linked" in such a way'that the first resﬁonse' daterminug'

the second. In 3.28(Rivers), for example, the choice of

insertion slot made byithe learner determinas which form of

P

the answer is correct. . -

. « o

Responsg~pﬁdcessing can “be holistic and attempt to

relate the learner ‘s response, as a whoic, to the corﬁqct

2 » i 153 K il ‘ /
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response. . ﬁlturnativély; it can be partial and‘ match

ﬁiicpl_ of the response against pieces of. the :brﬁaét

aniw-r,,%o proddce feedback based on . the discrete elements.

'

With loﬁger and more complex responsesy partial analysis

becomés the bniy feasible avenue for‘analysing0 a textual

r;spons;. in 3.120(St$3k) processing the response on a
. 1

uord—by-word " basis wbqld allow the: computer- to realize
Y v . ~ .
.. N I
that, in:a case of "not are“ the words are reversed,

4

whereas bholistic processing w/;ld s{hply see the response’

37

as wrong. 'In cases such as 3.36(RLyers), if performed in

' . -

. the fill-in mode), holzst1c¢match1ng is not possmble, .as

the entire leérner-responsa cannot be predxcted. *All that

v 4

- is. .known is ‘that. the flrst word may be 91ther "not" or "to"

]

and that_if the fxrst woxd is "not", then the * next, word

%mldbel" . B o S

_ \
With éimple one—-word reponses, p&rtial analysis is’

probably not required. Indeed, in cases such as the re-

‘order ‘of two elements, /partial-response analysis may not

a

. | : :
be possible. - v o . ! ¥

¢ .
3

- . | o,
"In the discussion of response sets, @{RY . was

- . -

defined as the actual response-—-set as opposed to the true

-
N

response-set (R3J. Similarly, the symbol @a is defined to
stand for the actual response to a multiple-choice. Thus,
! £
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w g .
-in 3.6(Dacanay), the learner’'s choice of [2] stands for

"‘tonight’ replacing ‘tohofrowﬁ 'in the slot . betwesn

‘leaves’ and 'at seven’". . : » . .

3:10:4 General approaches to corputerchased  anmwRC

analysis .

" Pusack (1983) outlines five basic mechanisms for -’
answer ana}ysis' in CALL: _. Non—.Qaluat:on, ;ight/wronq
evaluatidn, patt;:h~ mark-up, error anticipagion, 'and
parsing." , - .

4

This author (Pusack, 19é3, p.35) finds non-evaluation

to P‘be,- a powerful  pedagogical approach in many
' circumstances! Typically, thé .learner is asked to
formul ate an answer §bentally, the correct answer is

'Idisplayed, and the learner is asked to compare the two.
"For free-form responses, where only.a likely model for the
correct answer can.be provided, non-evaluation may be the

‘only viable technigue. The disadvantages lie in the

‘\“possibility .that the learner may not detect an error, or

" may not understand an error that has been detected. There
. is very 1little potential in these caircumstances for
o . ‘ . :
computer-controlled branching. The rigorous

. =l

interpretation of CALL activities used for this study calls
.
*%or them to be mediated by the computer, and therefore . .

.self-mediation or non-evaluation must be excluded from the‘

\ ) 160
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o’ .

&

‘ .
discussion."

/

a ) + /
Right/wrong evaluatidion involQes the matching of

the learner s response against a "correct" ré%pnnsa, or[Qnt

!

of ‘“correct" responies. Techniques can be aﬁplied which

reduce mismatches due to deviations such as errors, in

'
"

spacing, capitalization, punctuation, and minor spelling
N .

variations (Pusack, 1983, p.5H~-56). -
3

Pattern mark-up involves a non-linguistic matching of

the learner’'s response against the response mogel.
N ; j
Missing, extraneous or misplaced letters‘or words are

3 N
indicated, using some system of proofreading symbols.

Pusack (1983, p.bl)‘dffers the following -illustration from
the PLATO system: /

Reqponse Modéi: ‘ , f . /
The 'quick brown fox jumps over the lazy dog. ‘

Learner's ré&ponse and . mark-up:
the brown quick fox jumpd baerr the big lazy Dog.

* < = = o= XKXXX XRRXX *
where #. stands for capitalization errors.
‘ ' -~ . missing element i
. . < ' - element to shift leftward
=ao mis—spelled word
RHX unrecognizable or extra
word.

While a: pattern mark—up algorithm can be applied to

fill-in and multiple choice exercise;, it should be evident

o
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that its true powar lies in dealing with ‘suhtencn-i-ngth

free response.

™

-

'Several sgrioui'limitations to pattern-mark up have
been idenfified, some of which sﬁem fﬁoﬁ the mechanical
natuFE' of the method aof anglysis invo}véd. ~ Word-order
errors. are described without reference to Qrammatical
norms. Inflection errors, rq&t'spelling.errérs, diacritaic
eqpors and run-on words are all ﬁé;cribed in a swsimilar
mannér (Hart, ‘1981, P-?). Since there 1s no syntactic
model withinvkhe computer, no explapation Oof an error can
be given fé the learner (Pusack, 1983, p.59). : It 4s.

difficult to imagine how the.in@brmatiun obtained  from a

pattern mérk—up analysis could contribute to compuﬁer

controlled branéhxng,~ model 1l ed on the learner’'s
performance. Furthermore, the algorithm itself often.
manifests shaortcomings. Morphological analysis tcndsc to

take precedence over syntactic analysis‘ (PQs;ck, 1983,‘
pP-5%. The resulting mark;up is based on the‘ hidden
respﬁnse model, often betraying the correct syntax, which
may be the point of the 'exercise. FPattern mark-up
algorithms ténd to "hypercorrect”, . registering nl.mcﬁts or

a

patterns which were not.iﬁtended by-the learner. Pusack
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(199/3', p. 59) offers the following example:

/f' Response Model: "Ich gehe in die Stadt.
Learner Response: Ichn gehe die Stadt.
Mark-up: Ich< gehe ~n die Stadt.

where the algorithm picks up ‘the extra "n" at the end of
"Ich" and interprets it as part of the missing word "in".
Thg’ possibility that the the learner simply forgot to

include "in" seems more likely than the possibility that

it was. mispelled and placed at the end of the sublject,

"ich". F1nafly, battern—mark up assumes that a static

response model ‘can be predicted. There is  no
3

accommodation built in for cases in‘whiéh, for example, the

choice of a word in one part of the sentence pre—determines

[y

" the choice of ; word later .in the sentence. N

L% o
For the purposes of the present survey, the computer

is allocated the role of surrogate teacﬁer. Pattern mark-—
Yo .

uﬁ does not offer the subtlety of analysis that . could be
'displgyéd by a human instructor. _Furthermore, with

. authoring systems that are based on this approach, there is

\

no mechanism for teacher—authors to encode and include

their expertise. it must be recognized that pattern mark-
up is a viable technique for authoring systemé to employ
far answar—analysgs. It must be excluded, however, from

consideration here, as the model being developed cannot be

applied to it.
\
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e °

Pusack’'s (1983, 'p. 61) fourth category, error .
anticiﬁatipn. is an extension of right/wrong analysis and
deals with p¥esible avenUES‘tq follow, once it has Jb.gn
determined that the‘ learner s response' is. iﬁcnrrcct.
Essentially, an rattempt is made to match the learner’'s
response against one of a list of expécted wrong' Answers.

. Foc;each w;ong answer there may be a ﬁarticdlar diagnostic
message as feedback, or a particular branch ﬁo anothnr’itnm
may be made.: In keeping track ofierrné typés; th; computer
may be bpildisg up 'a model. of the 'ngfnnr's global

/

performance, which can also be used to initiate 'particular

branches.

Pusack (1983, p. 61) -draws attention to two drawbacks.
to this technique. - First, it is necessary to encode. all

of the possible errors that may occur, a task which the

-~

author may fina unmanageable. 'Setqu, a bold leap is made
! s from the existence  of an error to its probable cause,
a;sumed in the explanation for the error whieh is*provid.d
&swféedba;k. Such explangtions must be carefully heéignnd
!

and must take into account all possible causes for a given
o s

,—error. { :
////’f/ - The finmal answer-—analysis technique, that of +full
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grammatical and semantic parsing of thexléarner's response,
will ‘ eventually overshadow all the others: Some

. i ,
thnbfhyical point in the future can, perhaps, be postulated

in which the computer will have the same linguistic and

pedagogi:al expertise as the human téachar, at which point
authoring systems will no longer be necessary. .Currently,
however, parsing is ap imperfect technique, ‘and requires

Q' .

resources beyond what would normally be available in a CALL

environment (Pusack, 1983, p.63). Pusack coins the term

" wpgeudo-parser" to cover algorithms which match parfsl ot

the learner’'s respaonse against parts of¢£:e response model
or models, providing some ingights into the nature of the
differences that become evident.

€ \v‘ ! * [
/- .

-

’

To extfude plrsers. from the discussion, while
including ‘"pseudo-parsers', an arbitrary distinction must
be made. Thé'tenm "parser" is reserved for any algorithm’

‘ o

which must gFammati;élly and semantically label elements,

-
in order to perform the analysis. Pseudo-parsars.wial be

Ly

‘able to perfqrm their analysis by matching elements of the

learner’'s response against lists of possible matches for

the same slot. Pusack ‘s example, introduced above, can be.

used to illustrate the two:

Given a learner’'s response: Ich gehe'?ﬁie
Btadt., a parser would begin ~by—labelling the
slements as Subject+verb+object. It would tag "gehen"
as a verb of motion and realize that it could not ﬂpka

\
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-

a difect object. Of the list of .prepositions that
"die Stadt". It would then signal the miiting "in'%

The pseudo-parser wquld have .a stored rispnnsn model :
M:word (1)="1ch"
M:word (2)="gehe"
M:word (3)="in"
M:word(4)="die"

_ M:word (5)="Stadt"

The learner 's input would be broken down into words:

Lsword(1)="1Ich" . '
L:word (2)="gehe" , i '
@ La:word(3)="die" '
L:word(4)="GStadt"
) , »
The computer would then register that there was a word
missing. It would find that L:(3) did not match M: (3)
and L:(4) did not match M:(4). A trial phase-shift
of one element would obtain a match for L: (3+)1) and
L:(4+1). ~The missing element would then be identified
- as M: (3) or "in"“. i

In the relatively tfosed, structured environment of

the  CALL exercise, as it ba§~been defined, the pseudo-—

3

parser can appear to the learner to possess a grammatical
"understanding” of the input and to have para-human
flexibility. As the environment becomes more open and

, , »
less structured, the pseudo-parsing tnchnique:becomes too

-complex and must be replaced by a true parser. Assuming

t

that most authoring systems are incapable of providing that

option, the author must‘introduce “structure" of a non-

linguistic  nature by forcing the activity into another

BN A
mode, such as multiple choice.
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In the discussion of answer-analysis, thers is a

concentration on what Pusack terms “"error anticipation",
AN

realizing that what he calls "right/wrong" analysis may be

the only applicable approach with drills that "have no

finite response-set or with au@horing systems that do not
€llow-far -rror-inticipation. ‘The pl-udé-parluf approach
;sinntially energes ;5 a variation of irror*anticipatipn.
Instn;d ofvaxamininq tﬁn respoh;e holistica}ly, each
componant is treated sepﬁrataly, but séill in an error—

anticipation aspect. : '

- }
3:10.5 The effects of variation in response-possibilites,
and preprocessipg of input '

‘ v ,
. . The open/closed nature of the response- and - answer-—

sets of activities is largely an inherent feature which

does not depend .on the medium of presentation. An

-

entirely separate variable is the open/closedness of the
range of‘nnspon'- possibili@ils. While yhn rnqunse-set
depends primarily on the content oflth- drill, the range of
E-spﬁnsn ‘possibilities is a function of the prnsuntatian-
templ ate ana of the response-elicitation technique in
particular. Only to the degree that these affect the
presentation template do the form agd'cnntent of the drill

influence the range of response possibilities.
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. ‘ : N ’
The nature of this new varaiable may best be.
illustrated wath an example. Conside# possible responses

to .a simple yes/no,queition. From the poiptxof view . Oof

conteht, such a question is completely closed. The response

set conptains only two elements, "yves" and. "no", only one !

of .which can be correct. - C ////’A‘

If the question is posed as follows, allowing for free

ipput:
* &

Is that ;orrect ?
the range of possible reéponsg§  is’ widé,' and the
correspoqding complexity of‘tpe anﬁggr—analyzing 'algorithm
will have to be vefy breat. Some possible'responses are:

. YES,Yes;yes,yES,yyeé ' )

vis,yea ' A

. . sure, I think so, right on .
I don’'t think so, I think not, no way

v w ‘
. np, KHno, No, NO. ~ .

1

The range of response possibxlities»ihbuid render

virtually useiess an attempt to directly match the
responsg against the words "yes" or "no". If the response '

does not match with "yes", the conclusion that the learner

intended to signai "no" does not follow automatically.

A"
|

The application of p§f~procassing t-chniquns“ can

greatly reduce the range of respogse possibilities by

cancelling out, " or préventinq, mechanical variations such

r
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. as upper tlower case and mis-spellings.
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¢

One of the most important such techniques of this kind

*

)is that of converting all letters to a Einqle case, either

upper or fower. YEQ, yes, Yes, YES, etc. can then all be

"treated as YES or yes..

v
- . . 1
. . ‘

-

The computer'’'s reaction to extra spaﬁes in the

?

Afrustratis many ioarneééf‘ A computer maf find:that " YES"
does not match "YES". N Many brogramming enviiﬁkhents are o
viufiicinntly soﬁh:sticated‘zb,ignorﬁ leading andlq&railing
‘blamks ,- but extra bianks‘between words can:- still cause

pFobléms. 1f the desired response is "aren’'t you?", then’

“aren‘t you?" is likely to be rejected. A pre-processing

algorithm is required that can strip leading and trailing

bhlanks and reduce inter-word blanks to giﬁgle spaces. (The

o

p;;blnm 'popod by "aren’'t . -you" can algo be dealt with
using partial processing, as is demonstrated below.)

e\

‘The problem of sbellihg errors ana alternative forms

W

may ) be d;alt with dhring the actual answer-analysis. -A

®-processing Oaltnrnative, however, ;s to freeze the
kiyboard ané only allow certain letters to pass. - In the
"yas/no" ‘nxamgll above, the lntiars Y,E,S,N,0 could be

programmed as the only active letters. The 'learner could

; ' 169
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‘type "Yesno", but would be unable to type "I think so" or

-
N . 4

"no way!".

5. . .
All answer—analysig' by computer is uitimat-ly

&

performed by determining if two elements mitch;:' The

%

4 . . .
subtlety with which this basic operation can be completed

_affects the range of response possibilities that can ‘be
. * . i
accommodated.
. ’ 2
, . ‘
3 o . . \’
ad . 4 . o
Where the learner 's response can be matched against

“~ -~

more than one possible element, Qariations.such as "YES",

"SURE", "SI“;',“DUI", “JA" etc. can be accepted. This is
not a good approach for handling the  'majority of mis-
.o , ‘ _ ‘ , ' ¢

spelling situations, as .all possible combinations would

have to be predicted iﬁjadv&ncg: yes,  yyes, yaes, yeass,

e
- yesss, ysys, etc. ’ : -,

&,

N ) -
[

Many authoriné systemé allow for spmé degree of “fdzzyp
matching”. The simplest apSroach is tb lﬁqg at only part
of the fearnqr'ﬁ reigonse 55 comp;r?d tqmnit:t'w,Z the r;ltvant
part of iﬁe mnﬁeli Inlfhe "vyes/no" example, ‘thl “cogput-r
could compare the firﬁt letter of the respons;,wi§h~“¥" and
fhereby accept a much wider range of rpqun;el as being
~affirmative. A Some systems allow for "dummy” or "wild card"
,charactqr; to be placed in tge answor,'aquyﬂpg for a match

° 170 S
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- "RDSEFELD" » - ,
. v « R g{ :
o ’ ) 4(7_) “,‘, . '.
} o Euzi’ matchind- is a useful tool for suppressxng the

e - W= -
;J;/<‘&rrors due to "kpéllipg variations that so often frustrate
-~ - - : ' ‘

Lt ruspnnse, the situation :ould arise,whert the learner's
L 1 ' . . s s »
respoqsc, ???=“taﬁks" would be considered‘"cornect" Ghen
v
[ ’ [} «
. match-d with the corract answer, aaa‘“####s" whﬂ?e "talk"»
4 - ) B 4
. would be considered 1ncorr|ct. ' ! * /|
l . + ) ' lf" 4 ',
i ~
- S ~
” - ‘ -
° o ‘:' . " ‘ 17é 4 ' ‘ - ’
LR 12 . : . ’
43 e ? ‘ . O 'y \‘M *

’
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¥ ‘ 9
4
[ -
. I ° . {

with NY##, Other systens allow can %alculate _the

percentage. of agﬁzementcbetwann the two elements. ° Thus,
' % . .
"EES", which the aigorithmg shown above wou;d miss, would

t L]
/r2 be <found tu haéa 6467 compatibility thh "YES". Pusack

(1983 p- 56) dxsdhsses pseudo phonetic ™ fuzzy matches,

~

]
’.w whereby © "RODSEVELT™ coulg be matched w1th YROSEVELD" or

P

‘learners are working on the cpmput%;; but it visibly

> 2

demonstrates that the surrogate canndt entirely replace the
-~ A 40 ¥ R . -

tea?her.' T:7 technique is useful only in some situations,

+

an : ) . ' .
.a% there will pluays be a certain amount of uncertainty and

9
v

» Quesswork ainvolved in pjanning the outcome to a response.

A

"+ €: talk - » o '
M: He{\———‘. : | |
sl “\o 3 : 5 .

The lcarner 5 rnsponée, ??7, must now be ident}fiad. LUsing

s
. ; -

\ A sim&le'fill—in exaqiize illugtratgs this point:

N

7
5 wxld-card 'charaqters; foru the* storage of the correct

- 3
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.possibxlities. qcn be immediatei!,rejected, regardless of
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.
’ .
4

‘However sbphisticated the ~  response-analysis
techniques, it is impossible to preclude the "grey area"
-~ of learner input that cannot be identified. While the

' ~ - . .
handling of this.“qtey area" in a pedagogically acceptable

fashion can be considered part of the skill in designing
CALL_aEtivxties which authors must possess, their task can

be made easier on systems where uncertainty is reduced to a

minimum. . 1
' ‘.
LA
The "grey area" phenomenon can cause the computer' to

make "misﬁgkes" 1n<a$a1ysing Iearners'.responsas to ‘certain

.stimuli. In other . situations, authors must resign

t

themselves to the fact that certain parts of the learners’

.
?

responses simply cannot be analyzed.
. Ve
V S ;-
.One avenue towards solution is to reduce the range of

. - 0
response possxbflitxes. The quei;jon from the earlier

éﬁample could be posed as follows:

I1s that correct (Y for yes/ ﬁ for no) °?

) 7'reducxntj the response possibilities to two, .a closed set.

An input th ‘abes not match the set of res oﬁsn
R y pu /‘2‘&[ Y . p

»

"its acceptability or non-accqpﬂability from the vaewpoint

<
of content. \\\ . . . .

. , L | «
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~

. S ) | ’ ' ' e
. . r
' SN Multiple-choice type questions inherently have a
a cloiQdcsnt of response possibilities. Yes/no, true/false,
» 'lyes/no/maybe and ofher‘similar question formats caﬁ be
considered as variations on multiple choice.
° \ . i
Even in situations where the studeét is called upon to
. typé‘an entire sentence,  the set o# respbnse possibilities
: ) éan ) be conside;ed as closed. Compare: response
N : possibilities. Consider:
! ‘(g) Write these words in the cqrréct’order:
‘ ' BOOK BIVE 1 THE HER
;o
and (b) wr}te the numbers.in the orde?, corresponding
to the rect sentence : L
BOOK I THE HER
i 'qu. [2 £31 [41 (5]
. ' The only feature that format (a) from format {b), above, is
the additional po551éility of errors in gpelling _and
; '4eproduction in the formericase. THe response-set can be
:f _nm\cnhsiderndlclosad when it is possible to determine whether
.- ‘ the answer is composed of the réqu1red, albeit possibly
mal formed, cohpﬁnents. . ‘ - ’ '

“

¢ As illustrated in the "yes/no"'example shown earlier,
“ the complexity of any response, from the point of view of

open/closedness of anﬁant, can be further increased by

.7 ' .t > J 3

v
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so .pa
allowing a 1looser range of r.spon~n‘>pﬂs|ibiliti-l, or

simplified by reducing the range. v

‘ Y

The availability of some of the techniques described
above is ‘an important consideration in discussing CALL
appiicatinns of an authoring syst!m; 'Thnsnﬁlrn tr;qﬁid
separately, however, and for the.r-st‘of this analysf:, it

is assumed that the apéliCable pre—pr%Fnssing and fuzzy

matching techniques are available.

—— s —— — —— —— — s vt e e e e ol s G . e e o o S gy s s

q

1t has been indicated above that while the choice of
P-template for particular ‘nxnrcis; is relatively
indapnndent of «content, the choice of answ.rQanalylis—and—
reaction template, or A-template, depends both on P-

templ ate requirements and upon content, in particular upon

the response—-set, {(r}, and the answer—-set {a) .

In the examination of A-templateg, in terms of the
data nequiru&, the number and type of operations, and range
of possible ocutcome situations that can b; 1dnntifind;“ it
will be assumed that‘some reaction to all lwmarner inp?t is
invol ved.’ The reaction may take the form of immediate
ferdback, in ta;ms of a message, or some particular
branching decision may be m;d-. Reaction t6 any :iiuafion
requires, first of .115' that €h. Ajt-mplat;, allow - the

' 1
174 ‘
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computer to rwalize that the situation exists.

3

-

2 The ‘link between P—-template and A—templatg is the
response-elicitation mechanism or REM. The REM wiil also,
: to some extent, determine the range of response
possibilities. It can be assumed that the multiple choice
REﬁ'; ( ?~>rm, ?->rl=m, and ?—S;o } lead to a closéd set of
. t response ‘pPs;;bilities .while thg fill-in REM (l?~>rt) and.
* ‘ the free response REM ( ?->s) lead to an open set of
d . ' response possibilities. t o
~ o ) _
Wherever appligéble, the existence of the (pre—

e

processing and fuz?; matchxng, techniques degcribed ‘ip,
3.10.5 is furthé/jassumed. Only valid' multiple choice
-responses will Ue’considered. 'In'kheﬂcase of filhﬂini the
assumption ig/that all responses are in the 'proper case,
that there are no extra spaces, and that minor spelling.

Rrrors are excluded. For free-regponse, it is assumed
I S
that the response has already been broken down into

+

discrete words for partial processing. i

N\ ' ' '
The symbol, ?77?, .is used to stand for the learner's
. ' 1

response and the symbols, 7?7172, 7?27, ?3?, ... 7?n?, to stand

for that response, broken up into discrete word units,
whntn' applicable. The ;ymbol @? will" stanq for a
. ™
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: -

multiple-choice response.

] TR

The simplest A-template ¥hat can be postulated is the
algorithm requ;red.to'handle the situ;tizn where there is
no response set, {r} = l,ﬂjand where there is a- single
éorrect answer , (r5 = {a) = aaa. In this case, ' aaa would
have to come from data. ' There would be only two,pdisiblc
outcpmes, ?277? wo;ld or would not mﬁtch aaa. The A-template
could therefore take the form:.

A—tempfaté #1

Pt ?-ort ge-=> 277 .

R: {r)=1 (L

A: {ay=aaa -~data ’

MO: 1&. 1¥ aaa=7?777? then situatinnll

else "situation 11

F: Bitaation 1: LLearner ‘s response is correct.

Situation II: Learner 's response is unrecognized
(and presumed incorrect).
Y " where: 7t REM leading to response
¥ R: Response Set

AGO: Answer Generating Dperatxons (not
\ , . present in this case).
. A: Answer Set
’ MO: Matching Operations
“Fi Situations leadzngﬂto feedb@tk or
B t other reactxon

-

Where there i's a response-set 0f two elements, another

possible outcome i§¢addedr L

L4
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¢

’
A-template #2

?13 P=ort ===> ?7?7?
Rs: {r)={aaa/bbb) <{——-data
Ay (a)=aaa {--—data

T MO:, 1. I aaa=??? then situation I
" wlse 2.
2. If bbb-??? then situation 11
else situation 111

e e

"Fe Situation I: Learner ‘s response i§ correct.
Situation 11I: l.earner ‘s response is incorrect.
Situation JI1I: Learner’'s response is
. . unrecognized.
- . ' ¢ -

-
' ‘ —~——

Additional elements in a very small response set

éimply multiply the number of operations and the number of
N R . z

poégible outcomes: A : * ) - e
) A-template #3 . | . '
1 ) ‘
7t ?oort —==> 7?77 ’
R: . Cr)BCaaa/bbb/ccc/dddi {-—~data
A: {(almaaxa - {—-—-data
s i\n

+ MO: 1. if. 7?7 is element of {r> then 2. .
- @else situation II1
2. If aaa=2?? then situation-1l

‘- else 3. =
. % ((n} l)p " L¥ bbb=77?7? then
) : ) situation I» * {rd
« L
Fi SBituation 13 ! Lnarﬁér S response is corrnct.

! Situation II % ({r)-1): , : r
‘ Learner ‘s response, nnn, is
T incorrect bwcause...reason(nnn)
' , Situation 111z Learner's response is
' ' - . unrecpqpized. s

-

,
' . . ,
- : /’ . ‘ Y
.

* Multiple-choice activities inhercntI; have " a v-rY
’ ’ ~ v .
small response—set, -o(th- answer analysis would be very

‘e . - . L
: *’? 277 ¢
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similar to the above, with the difference that much less
pre-processing of the learner’'s response would be required

and. the '"grey area" wahld be reduced to nil.

A-template #4 A
?: ?=>rm ~-——> @7
R: @{r)=(@a/@b/@c/ed> ° <---data
Az @{ar=@a {---data ° .
MO: i. I+ @a=@? then situation 1
‘ else 2.
2.% (@{r2-1) 1¢ =@7 then
~ situation II » @{rl

F: -Bituation Iz Learner ‘'s response is correct.
Situation 11 * (@{r2-1): .
Learner's response, nnn, is

© incorrect because...reason(nnn)
Cases where there are multiple correct ANSWErs
N '

. forming part of a very small answer-set introduce only

. slightly more complexity-.

»

; . A-template #5

Q )

. , ?: Pedrt ———> 7?77 . .
7~ -~ Rs {r)={aal/aa2/aa3/bbb/ccc/ddd) <---data \
™~ A: -{a)={aal/aa2/aa3). (~—-data ‘ :

MDE 1. if 7?77 is element of {r) then 2.
: . , else situation 111
2. 1§ 777 iseldlment of {a) then situation I

. else 3.
S.% {({rx—-1)" 1+ bbb=7?7? then .
- . _ situation II * (r}
\
F: Situation 1: Learner’'s hgsponse is correct.
~Situation II # ({rX-1): ' B
- Learner 's response, nnn, is
' . . incorrect blcausc.ﬂ.rcnson(nnn)q ' f’T

Situation I11I: Learner’'s response is
: : K unrecognized.
/ , o ' ’

-
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Where there are two responses éljcited, _however, the

complexity increases greatly:

3

The range

A-template #46

?:

?->rel,rt2 —-—--> 717,727 N

Rz~ - {ril)=(aaa/bbb/ccc/ddd) <---data

greater.

{r2)={aaa/bbb/ccc/ddd) <---data
{a1}=aaa <———data
(aé)-aaa

~~——

-0

la. 1f ?1?7 is element of {ri} then 2a.
else situation IIIa
2a. 1+ aaa=71? then situation la
else 3a.
Ja.* ({rix-1) If bbb=717? then
. situation 1Ia % {(r
ib. « if 7?27 is element of {r2 then 2b.
: else situation IIIb
2b. 14 aaa€22° then situation 1b

else 3b.
Sb.# ({r2>-1) If bbb=?27 then :
‘ ‘" situation IIb % {rJ
\ ~ . ; // - .
Given the same situations as in. the previous
templ ates, the complexity: of the feedback

increases radically:

Situation Ia + Situation Ib
Situation Ia + Situation IIb % bbb
Situation Ia + Situation IIb # ccc
Situation Ia + Situation IIb # ddd

’ Situation Ia + Situation I1lb

Situation Ila # bbb + Situation Ib
Etc. b ,’

In effnct; 24({r1)-1) % 2+({r23-1) possibilities

of  situations requiring a reaction’ is much
1 co

. Y
It should bep evident why the welicitation and
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simultaneous analysis of three or more responses has not

been considered a feasible option. .

Templates #5° and #6 could be combined so that

. multiple correct answers could be accepted, for either or

-both of the responses elicited.

s A . \, -
.

the 1limits to the ability to check individually mach

\1\ -

" ang‘evehy eleﬁentlof a) and/or examine -{r) for a possible

.
]

match wiWend on the authoriﬁg system in question. In

makiﬁg the stinction between "very small" 'and "relatively

@

small®, a distinction has been attempted between a first

category of %::}5 which it woul?’be reasonable to expect

the majority of authoring systems to be capahle of

\\bahdling, and a second group which only . very powerful

authoring‘ systemsdwould be expected to handle on the same
pattern. fashich. An authoring system called §ggp, for
éxample, hashthe“power to handle up to &0 discrete matches,

eagch with its own pértxqular reaction (Peuchot, 1983).

" Where the response and/or ansher set is tog large to handle:

as aboJé, different techniques, such as partial analysis or

[

conversion to multiple choice, must be explorbdi

v
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N
' ' 4

3:10.7 Angwer-analysis Options in the data; Simple drills
’Dn the basis of factors examined in tables 3.12 and
3.13, it is apparent that most of the drills in the data
can be covered bf the basic ansu-r-analysis-aﬁd—rna:tion
tnmplat-? outlined in 3.10.6. For- those cases not covered
by these basic templ ates, mor e :nmp{.x templates will be’
postulated below. As in éhe case of the prll-ntat{un
ttmg{at;s, the components of the answer analysis templates
are ihn critical factor to be consrdnrgp.‘ The actual
global templates preposed proposed are likely to be very
specific to particul ar situations that are presented in the

-

data. N

\

3.6!Dacan;y)_ig typical of ﬁany of the insertions of
Type A present in the data, in that there is a small,
-xpl{cit response-set ‘\9& a single correct response.
Al though the answer mayobe e“'cited in thn fill-in mode (7-

>rl=m), 3.6 1is essentially a multiple-choice activity qﬁd

could, therefore, be actommodated by %®he basic A"
template#s.®
.
\U 1
t B , .
181 ) )
13 rd ‘



A
<

Chapter 3: Research Design and Findxngs

f

A-template #4

H ?=>rm ——-=) @7
: Q{RY={[13/023> (-——data
H @(ar=L2] {———data
MO: 1. If [21=@? then situation I
else 2.
2.% (1) 14 [11=@? then

- situation 11

F: Situation Iz Blank [2] = "...leaves [tonight)

) at seven”, which is correct. )

Situation I1I:  Blank 1) = *“[Tonight] leaves

‘ tommorrow at seven”, which ' a1s
incorrect because...

Similarly, 3.9(Dacanay), 3.1010;?a6ay), 3.21 (Rivers),
J.42(Robinett), 3.60(Cook), 3.61(Cook),“and 3.125(5tack)
‘could all be handled as above. 3.11(Dacanay)'adds the
‘tomplxcatxon of the possibilaity ot two coréect'answ-rs xﬁ

some cases, and 'so  would .require the multxplc—choica‘>

equivalent of basic A-template#s.

3.4(Dacanay) and 3.40(Robinett) have a reassponse-set

which. is very large. Theoretically, such a large
response-set could be handled by a computer program. In
the case of these rather simple activaities, however, the

v

complex answer—proceﬁsor that would result would Pprobably
not be worth the effort. Mdre than likely, an"infinite
.responserset would be assumed and a tumplain such as A-

template#l wWould be applied.

’
-

. . M
" 3.118(5tack), 3.120(Stack), and 3.144 (Stack) have

-
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response sests that, while larger than those discussed for
- cases 3.4 to 3;125 above, are still relatively small.‘ Thq\
1at}-r t@o add the éomplication of allowing for multiple
correct responses. Most authoring systems should be able
to handle these exercises with basic templates such as A-
templ ate#3 and A-tnmplatéﬁsl : The  response-sets show
certain patterns, and so the number of different feedback

missages required can be reduc;d to a number far fewer than

the discrete npumber of {rl elemeqts against which the

4

learner's response would would have to be checked.

1o

'S

The responses to these drills kou;&(alsol be handled,
and perhaps more efficiently, through a partial analysis by a

pseudo-parser, ‘as 1llustrated in 3.10.4. We can take

3.44 (Stack) as an example: ,
w s . ° s
A-templ ate#’/

?1 ?->fs ——=> 717, 72?...
R:A: {r:{a’ word{(1) do,like [\
: word{(2) like,it,music
word(3) the,music,a,very’ ,
word{(4) 1lot,much,
AGD: if do(l) then (2)=0
if like(1) theh (2)=it,music
if it(2) or mysic(2) then (3)=0,a,very
1f a(3) then (4)=]lot : )
if a(3) then (4)=much
b - MO:  Check, esach word. Set decision flags.
. ‘ Evaluate all decision flags and come up with a,
) reaction. ‘ . ‘
Fs A potentially high number of discrete reactions.

“ : | K

The above trsatment pof 3.44 is not complete. The number of
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-

+
°

! v

branches and possibilities could be extended to any desired

® b B
extent. No matter how complex the pseudo-parser, there

~

would always be a "grey area"” of incorrect responses that

would slip through and of correct ‘responses that would fail

3

to be recognized. Still, a much larger numb@ér of correct -
answers and error-situations coulg be ﬁandlnd than would be
- . possible with' template#5, given even ‘a ;vcry powerful

authoring system. ; ~ . -

s

While, in.some cases, each drill item may bring its ‘

1
o,

own i1tem—specifac data to the structure éstablished 'in the

0 .

pseudo—-parser, - it is highly unlikely that the. ruli
. " / ? '

. structure itself would be item-specific, gaiven the amount °

o

of time - and effort that would be required to design, "‘

encode, test and elaborate it. &

e
. s o .. (‘41 . . R -

With author1ﬁg systems that could not hqndia the

B . o .,;:'s‘, .
three drills above, with a'temp1a§%55¥ch as A—Q‘%platcﬂﬁ,
f o “ " . '

and. wh ch did not offer the possibility of encoding pssudo-
parsérs, thé oﬁly option certain of hdndling all \Sorréct'

responseé and providing adequate feedback .for 1ingorrect
R ‘ R B , . «
ones would be muitiple-choice, whereby the response

A
‘possibilities ‘would be reduced to a very small set.

B
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-’ . ; ‘ - .l ' 1 . \ .
) 2:10.7.2 Simple iosertions of Type B - '
LI . . ’ o . . f
‘J Type B insertioris tend to demonstrate very €mall
L : e

Y ) w ¢
implicait response-sets and a single correct response.
J.S5(Dacanay) provides the typftad example, Qszng the basic

e

 templ ate#2: 3.
?: ?=ort —---, 7?7?77’ : i
R: {(r)={do/does) <-—-data : J .
N «A: " {aX=do {~—-~data
MO: 1. 1 ??7?=do ‘then situation I
“ elsé 2.
2. 14 ??7=does then siguatxon 11,
' else situation 111 ®
F:- Situation 1: LQQrHQr's rnsponsgﬁxs‘corrcct. e
i Sxtuatzop 11 Learner s response 1% incorrect.
Situation 1lil: Learner s response s :
. , . unrecognized.
. ' N ‘
' 3.35(Rivers), 3.41 (Robinett), 3.140 (Gtack) 4"

[

3.142(Sgack), and 3.143(Stactk) are all simlar, though in

&

some cases the response set 1s greater than two ana s0 A-
'templateﬁS should be- used. e 3.34(Rivers) and 3.132(5Tack)
differ . only in that there rg‘ an canswer so;‘ of two, .
requirang the use of a.bésxc\template su:h_as A—teﬁplatgﬁé.

- The only exercise . that m:ghi deviate §r66 thas
pattern 1:’3.i17(5tacki, where the ldarner mqgé supply a
verb form. ‘Thxsrcase, ioo. codld_ba handled by the basac
templ ates Qeécrxbed_above. An ;nalysis by parts might be
more appropriate than a holistic match, howivcr, 'l; “the

:answér clearly has three functional compon.nth adxxliary

+ 185
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’

’ / .

cover adequately all possible mistakes .

A}

analyizs, the author wduld have, to

st of possible variations. With a

partial analysxs,/\an adequate analysis could be provided,

o / 5
even without consider
component: .

A-t,mplateﬁe :

] ?=ore ———,
° Ki:A: (rX/s/{a) =

'l

N
*

Pt
-

2?27

il

I+ =372

\o‘ "

F: situfltion’]
Si1tuation

Bituation I
Si1tuation 1
. ) Situation I
e _ . Situation 1

Goan\the extra step
each of the separate
generate feedback mes

Form: Messa

"est', -,  You

Y

i1ng a}térqative possibilities for each

P17 ,?27,737
part(l) = a )
part (2) = command
Fart(3) = @&

L

a then Situation la

else Situation 1la
command then Situation Ib

: else Situation 1lb
.2 ‘then Situation Ic

else Situation llc

4 v >

1]

a: 7The auxiliary 1is correct

Ilb: The .auxiliary 18 missing or
incorrect. ,

b: The participle stem is correct

Ibt The participle stem is incorrect

c: ' The participle ending is correct

Ic: The participle ending is incorrect.

B

of supplying a larger response-set for’
components might allow the cbmputar %o
sages~;uch:95}.
ge:

cannot usé "etre" as an auxiliary 1in

thrs case ~
"sav-" =2 The past participle has an irregular stem
cMee! =D The ending does not make agreement with the
. e L subject ' ‘ '

v _A-Iimplf:;’dﬂﬁzssumes

' /

a response pre—processor capihle of

186 >
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. 3.10.7.3 Simple insertions of Iype C

_both _in presentation and

- analysis using A—~template#8. : S

g

N

Chapter 3: Research désxgn and Fxndinbsz. !

. ‘
.
e
Pl
’
‘

breaking up the learner"s'inpqt’into its meaningful paﬁgs.

.

- = e a2 — PSRy S S

The answer—anaiysis requirements of the Type C

4 N

insertions are essentially the same as for. Type B. Thus

3.20(Ravers), 3.47(Robinett), 3.62(Coak), I.64(Cook), and

3.106(Stack)’ could use either basic A-template#2 or #3.

A

3.63(Cook) and 3.114(8t§kk) could ' also :u;e the ° same
approaq?:‘ The nature of the1rf‘response—;ets, hgwegpn,
would also allow for a more gegérativg'épproach: ‘ b

A-template#9 . 3.63(Cook) !

. <
o

?: D=y o / '

K: {R} =.(days of .the_week} ~day(1)="Sunday", etc.
AGD: 1. aaa=ccc+l. Wednesday (4)=Tuesday (3) +1
A: {a} = Wednesday. :

.etc. as with template#3... .

L

An  authoring system that allowed for generation of 1tems,

)
answer-analysis <" would free the

1

author from having to encode the entire’l&st of atems’' in

the data., .As it “could present 1tems at random, .ith'

learner could be pfeégnted with a different set.’

-
' ¢

I3

- 3. 46 (Robanett) 1s gxmzlarxto 3.117(S£ack) “1'n tﬁat,:

while the response could be analyzed holistically,  greater

flexibilaty .of  response htht be obtained with a partial .

.
-

2 ' C 187 e -
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Examples 3.6&(099&3 and 3. 111 (Stack) have - 'a 'single

‘nswnr. and no fimte response-set and so wduld usn_bhsic

a r

e - A-template#l, the ﬂigthwrong analysis. If a multiple-

chpice approach were adopted for 3.111(Stack), at a level

EN

r

beyond: , a. True
' b. False .
(the multaple chyxce equivalent of A-template#l), ‘' then the

‘author would be forced fo supply some sort of response-set,

presumably a meaningful one.

Ex
N

3.28(Rivers) resembles 3.144(Stack) , dis:ussed§

3
L}

¢ earlier, " in that 'the learner-has a-c#rtain element of F~

—

choace in selecting the response and the choice made at one‘

point determinés the nature of the remainder of the correct
. . A . ) . e
.résponse. In 3.144, for example, the choice of "do" as the

-

T e

N \“\,_\/f{irst word i1n the response preciudes the choice of""it" or
"music" as the second word, while the choice of "like" as’

the +$irst word forces their use as second word. .28
! T . | g
’ i wnuiq require the same sort of analysis, but on a much
simpler level: C o

A-template#1o : . o "

?: P=orlamgyrt —=——=> (nl,?77? . . , s

Ri  {r)=(ama/bbb) {her/to her} .~ = SR
AGO: if [1] then aaa=her - . . ) \

< 1f [2) then aaa=tb Her =~ “ .« |
] aaa = her/to her - : '
etc. . as w;th template#22... o o
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»

. 3~29(Rivers) and 3.65(Cook) represent cases that have

not yetngEn @xamined. Both have very large response-sets

*®,
-

and smaller, but still very large, answer-sets. It would

.be 1mpossible for the computer tqg cover all possible

a

responses. '3.65, for example, has-a 'response-set that

includes all imaginable proper names and:an answer-set that

L 2

includes all masculine names. Lgarhnf‘l could supply
~~:Fnreign names, like "Abdul" or  strange spellings of\
English names, such as "Merija" for "Maria". A teacher

tould, Hevertheless, d}stxhgu15h5 these from common nouns

such as "table" or nonesense combinations liKe "xxx". The
computer is not as versatile as a human instructor. A
réépohse—set, {R2, cqng}sting of a long list of valid names
would;havg to beieﬁtered into a database. Each name could}

be tagged as to whether i1t was masculine, fem?ﬁf;e, ér'both

so that the an;wer ré;;' a particular 2i1tem could be

determined. . “ ] o ‘ . -
A—templ;te#ll

7, . ‘

?: 7 ?P=>rt ~—=, 7277 .

R {RY = {(database: ]]ist -0f valad names)
A: (aY = (those names that can be masculine}
MO: : |
{. Is ??? an element qf (R} 1f yes then 2.7
) else situation I1I
2. 1s ??? ap element of (ad of yes-then situation I

else situation Il
F: Situation I: The response is correct.

Situation 1I: The response 1s incorrect. !
. Situation I1l: The response is inva}id.
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; ’
The only other method of handling such an exercise

wauld be to close the response possibilities by reducing

» ~

the drill to a form of multiple-choice or by presenting a

short of list of valid names on the scresn.

o

2:10.7,4 Gimple jnsertions of Type D

3.33(Rivers) is the only example of .this type. In

3.9.2.4 it was shown that this exercise could be handled in

a °

two ways. . If the instructional aintention is limited to the ’

ability of the lngrﬁnr to make the correlative change
correctly, . thep there would b a single response with a

dual ruspénsn—sét, and a single correct answer, clearly a

@ .

case for A-template#2. - . Q’

A

1+ «the aim of the exercise, on the other hand, is to

¢ \

force the learner to identify the element to be deleted, "as

wall #% to make\the resultant correlative change, then this
0 5 -

'is'clearly a two-respense situation and A-template#s would

normally.. be applied. It was pointed out in 3.9.2.4,

howasver , that .the basic fill-in presentation 1is not

applicable to this example.  Multiple- choice or free-

response were shown to be avaf}able options. The multiple-
choice approach'could be handled by A—templite#4. With
free-response, the rfng- of'rnsgggge possibilities widens,
tp include options that the designer Lf the:activity may

not have intended:

190
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~N

P Thcy havdn't any coffeem. /
. 7t N [ [
) . Thqy hav- some cnffnn.“
o . , They 've some coffee. - p
They ‘'ve got some coff.-.“
. ' They have somas. )
; .They do have some. —~

LTON

With such a lengthy input,\ holistic -vafﬁﬁtion would/ be

unsuitable. Fuzzy ma{chid v to reduce errors d
}i o

spelling, could only be properly applied o?- word

time. A template such as A-tnmplateﬁa wnuld be capable of
handling eaéh word ;;parately. To allow for an 'eien wider .
range of variations, a ps-udb—s;r-ir such as .in . A-
template#7 could be .employed. f ) - /// ‘

a

3:.10.7. 5 Sl@gln 1n§nrtxons of Typge E

—— i ———— e i oy e e s i o s B G

It was anticipated. in section 3.9.2.4 that

[ -

3.3?(Rivers)- would have to be performed/as a multiple--
choice as it exhibits no finite-respo s set and the

answer-set 'is extremely large. 'In ® multiple-choice

form, ,the aspect of the actxvxty tht/ allowed the‘'learner

to provide original input would be lést. If this were a

key goal of the activity, then it i unliklly-thaé it could
\ ‘

not be accomplished within thf/{imits of an authoring

system.* The same Ginding wou}d_ﬁuld true for 3.36(Rivars),

. 3 R . . .
if only holistic answer processing were available. While

.
L4

there is a part of the answer that is fixed,: there is

k)

another pirt| éhiéh invoiyés creative response by ¢the

T

o
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oo

learnear. ‘A partial- prdcns:iné template such as A-

1

- of the response would rcmégn unanalyzed and would allow the
passage of unreported errors. If this situation were not

pedagogically acceptable to the Iaufhon, - then exercises
t{‘

r . ' N V
an authoring system either. , .
/ o

2:10.7.6 Re—order exercises >,

The re-order exercises repraesent a special kind of

»

multiplo-cﬁoifl. They all uniformly exhibit very small,

4

!xblicit response-sets with a single correct .- response.

<

The pre-processing of the learner’'s response will be

@
f

difflrnnt from lhat involved *in a standard multiple-chbice.
With ?->rm, the computer must verify that 7a is an elemant

of @{r). With ?->ro, the computer‘must determine that all

) elements of @(r) are present, that none is repeated, and.

represents. not only the welements - themselves, but all

> %

po;siblc recombinations of the elements.

b '

3
\

'Whiihir or not the learner has supplied the corr;ct

+

.order can be sasily be established. in fact, there is no
reason why more than one correct order could not be
accommodated, although this is not evident in the data.

¥‘ . The problem lies in what to do with responses invdlving

~

S T

t.mpfatcﬂ? could handle the answer—-analysis, but a portion

similar 29‘3.36 would not be rlalisnblebthrough;the use~ of_ .

.that there are no extra elements. The response-set, @€{(r},

‘
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N -
N\
incorrect orders. So long as the number of welements is
small, the computer can identify each order using exact

!

match tachniqges, .and the  author can provide a ‘unique
feedba;k for each one. In the two—e}nm;nt'cases such as
3.8(Dacanay), 3.14(Dacanay) and 31129(Stack), there are
\only two p;s:ible outcomés, the correct one, f2)—[1]. and
the aincnrréct oné, f11-C21]. Responding in terms of the
1ncorrgc{ order, 1in . this case, amounts to doing notﬁ{ng at
déll. * Where there are three elements, as in 3:7(D;canay}

and 3.127(Stack), six possible outcomes present themsel ves.

Four of these (excluding the correct order and the original
" / . .

" order) represent actual errors that the learner mght make.

The number of cbmbinations increases factorially, at an

alarming rate: (

m o
4 elements =.4 factorial combfnations = 1#2#3#4 = 24
'S elements = S factorial combinations = 1#2#Z#4#5 = 120
6 elements = & factorial combinations = 1#2#x3#445%86 = 720
Beyond three or four elements, a complete error
anticipation® type of analysis cease to be feasxblé. It

would be necessary to identify certain key .combinations
N '

‘which were typical ‘errors, or some method of partial

s

analysis would have to be devised.

-
q

3.129(Stack) may provide ‘a possible solution. ,Harc,~
only the words iﬁvolved,xn théfzdalﬁPf the activity can be
moved, while the others are held coﬁstant, theraby reducaing

193
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This possibility is
\ . et t.
considered at greater length below in the discussion of

]

Chapter 3:

» .

the number of elements to be treated.

compl ex rg—ordering exercises.

Production of new elements
In the discussion of section 3.9.2.7, - free-response
and multiple-choice were offered as possible modes for'

prqddction of new element exercises. The handling’ of.

multiple-chqigé needs no further discussion. The use of a

) .. . - ‘ ,
multiple-choice approach may defeat the some of pedagogxcql

goal of _this category of actjvity, especially the intention

) * .
of inducing the learner to "produce'™ a response. Only the
froe-repdﬁse answer—-analysis possibilities are therefore

reviewed here. ’ .

v
i

. 3.39(Rivers) exhibits a response-set which is not.

+ fanite, but an answer-set which is. The correct responses

are short, so that a holistic matching technique should be

A right/wrong analysis such as in A-template#l,

-

the added ability to handle multiple correct

with
. é

answers could be applied to the exercise. There would be

: i
no manner of offering any discussion of incorrect choices.

]

The response-set could be artificially limited by q

displaying a selection of, 20 rejoinders and

s

say, asking

v
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L1
the learner to select only from those displayed.
Explanations could afterwards be givan as to the

,,,,,

applicability of each of the rejoinders to the cue.
T 4 » . a
The ‘effectiveness of partial-analysis,; on the model
of A-template#7 or A-template#B8, is determined by the

existence of one, or a'set, of rul&tiv‘ly_fixnd response

L)

models. In  the case of 3.39, ber of different

possible response models 1s enar mous d therefore these

approaches cannot easily be adopted.

3.54(Cook) and 3.145(STack), .on the other ‘hand,

*

exhibit relét;vély small respopse- and ' answer- Qét53 with
fixed response moﬁels. A-templ ate#7 should handle thisé°
exercises very gfféctively. © " In 3.31A(Rivers), thgre‘is
still  a clbéed qset of‘ pred:ctab}é syntactic patterns,

. élthough much larger. The same éype of analysis could be

¢

‘ uqed,,.but the answer-processor would require much:  more

power and subtlety than the one assumed for templafﬁ#?.
< o
©  Exercise 3.38(Rivers) builds a database interacfivqu'

with the learner and also applies 1t. During the building

phase, the learner adopts a role .similar -to that .of  .an

.
y

author interacting with an authofzng system. This is' the
phase where the learner can supply-new.mqt-rial, ‘and it is .
/A

195



4

-

’ﬂ N
/// -
. . '}

Chapter 331 .Research Design and Findings

an _unmedi ated phase. " No analysis is Qade of the questiohs
that are entered. As the computer: is applying +the
database, askind questions such as -"Does it live on ‘a

\ ,
farm?", +the learner’'s yes/no ANSwers are still not being

e

P

.
o

evaluated for correctness. . It is only at the ep? of the

o

tree when the computer asks "Is it a xxx?" that the

learner ‘s yes/no response can be mediated. At this point -
the computer knows either khat it has the answer or that.
‘the tree. needs another branch. This activity seems to be

. very comﬁlex; but from the point of view of answer-

. . | "'g ‘ . .
analysis, it is one of the simplgsé.encuuntered in the
3 ! B -

data. s . : .

3.37(Rivers) requires a partial analysis iechn{que

thaiihas not been discussed yet, namefy "key-word seatrch".

. The numberrbf possible ways to respond to the question ."Why

.qidn’t they come here before midnight?" is enormous. “ The

ﬁﬁéstion does have a- very ;mall’set of correct responsés,
however: "+i}eworks", “Fourth ‘of July" I1¥ the computer
looks only for these words, and ignores all other gléments;
then it is possiblg to determine, to sgme degfge, if i§ the

vo

learner 's response is correct,  from the point of view of

content: ~
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M 1
- . 0

A-templ ate#12

73 P=>rs =—=> 7?17,722,732,)...7n7? | ,
o
R: o \ . - ] . .
A: {a> = {fireworks and/or Fourth of July)
MO: 1. Is {aMelement of (?n?)?
If yes, then situation 1 ;
. else situation 11 i
F:  Situation I: You appear to be correct. ’ >
, Saituation II: Your response does not seem to be g

' - . correct. - - )

i ' .

N , .
This'techﬁique involves controlled guesswork and this must

*

be reflected in ‘'the reactions to the responses. Many

~

teachers would reject the total lack .of -grammatical
> N “{n% .
analysis. ., Sentences leading to sitﬁatgon 1 could include,’

o

for examplq,,sﬁch'unnaceptable formulations as:’ .
They is not come cause them fireworks.

when the correction operation is strictly centred on a .

o .
1

-

learners will produhg érammaﬁically correct responses, kgy4

! .. o i

word search can still lead&toiambiguous results,  as with
' o /

the-following sentence leading to si1tuation I1: f .

"

They " didn't come bécause they took part. ih\ fthc
patriotic celebrations. . \{

Nevertheless, for exercises such as this one, key-word
¢ J -
search 6ay be the only'alturn;tive to multiple choice.:

3.10.8 Answer analysis options in the datar Complex ,ﬁc.‘uu

3 LI
In section 3.9.3 the .point was made that, while it

-

Eg ¥

may be possible to lessen the number of discrete qf.ps ih-

-] ¢ ®
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,"..-“-r

- ”

learner has to perfoﬁy in. complefﬁng a complex drill :tem,

! wach poant must nnvertheless be' analyzed separately, S0 as

J' ¢

tuy{?e reflected in the feedback reactions. Holistic

mu

=3

1ple-.choice represents the only method of response

~—

. elifxtaﬁxon method that would allow several discrete points

to be analyzed with a single anaiysis per drill item.
[ 2amd B

w ~

, ; N
\ Secgion 3.7 described how all complex drills could be

" A
‘analyzed 1n, terms of the appllcat?on of more than ane ﬁg

'@L the simple drxll—opt1ons def;ned. 'It 15, then, to, be.f

expected that analysis of the responses WQELQ entail na

more than thnvmultxplp application of some of the answer-
.

analysais tcchniqueé d;scribed in the previous section for

si1mple drills.: No fundamentally new techniques should be .

i

requred. oS
» "a . .
- [ : B o
&
.

3.10.8.1 Meltiole coeratiens S

%

: . )
Basic A-template#6 waq/def:ned in section 3.10,6 to {

handle the simple case of two simultaneous fill—an

[3
-+

responses, as was proposed for the insertion + insertion
&

pxarc:sli such as\SHIZGDacanayf and 3.22(R%verd). Each  of’

‘,the discrete insertions demonstrates very small response-

r ‘

- . ) ,
sets and a single correct response and, as was ment i oned
B
dur:ng the discussion of présuntatlun template in 3.9.3.1,

represent simpln insertions of Type B. The feedpack

v
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N NN

-~

- 2 ‘ @ ) '
the feedback possibilities over those in a simple drall.
/. ' . " -
D : , )
In -3.134(Stack), ®ach. discrete i1nsertion, while still - ot
having”™ only one correct responsg, has a larger response-

.

[ - ?

Y. ’
.

~”

set, and is made up of components -that should be  examined
f Az .

‘'using a ngtial anal%s{s. Each reiembles the ;sample Type-

Il

. . 4 '
B 1nsertion shown in 3.117(Stack), which uqe‘lh—tnmplatnﬂaa

7
~

.(;A—témplateﬂa .provades - for a wider range of f.iaback
reactions than the simblgr‘teﬁplateé, a range which -wodld
..be doubled in the case. of two discrete i1nputs. ‘It would ..‘c

. ’ -
. [ . , .
be reasonable to an@icfpateodetailed feedback such a&:

°C: _ a. etudié b. rentré - P C 0 o om |
M: . Alain [€¢'quand je suis [1. ° S
?: est etudie ’ rentrait
F: The , first verb must we iii the' imperfect .and the’
rsecond in the passé'composé. o . ,
) ‘Your passé composé uses the wrong auxiliary in ‘this. '
case .

You have used the &rung verb ending orn the imperfect .

o ’ 1 o ?
- . ) >~ ’ . : .\
_The insertion-then-insertion exercises, in which the
; ¢ T w ' » «
. ;’5] @ .
.- ins@rtion-slots are fixed, can be handled in the same way

R

'as 3.12 and 3.22. A-Temp}ateﬁg'miy not be ’adcquatc.l
however, as the possibility arises that the first insertion

will determne the second. ‘Sieh 1% the case  in

t .

oo o "
. 3:26(Rivers), where the choi&a‘pf "Does", for the first’
.

insertion, requires "have" as the correct answer for -tho‘
. , ) .
. second, while the choice of "Has!" for:' -the first
¢ ,

199 T .
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-y
3 . L

necessitates '"got"” iqéthb second. While the two responses
¢ ’ '
can be entered at the same’ time, the first must be
N .

analyzed, using a standard template‘ like A—template#ZJ
4 . b | ¥
bcfor.' consideration of ;he the sécond, the template for

which must have an answer-generating capability- as shown in

A-template#10. - The 1mpartance of the link between the two

A

respﬁnées 1s - .not ' as evident in 3.136(5tack).
. - P - . -
Nevertheless, the gqgwerﬂanalygis mechanism should be

:gngn the subtlety to realize‘fhat "politely" is énly

néor;ect in slot#2.1+*the‘reafner Hés followed 1instructaions
and inserted "spgaké" 1in slot#l. Mindless feedbéck such as

_the following caﬁithén be avoided:

s
’

- P: The boy is polite .
C: How does he speak? ‘
M: © The boy ---= =-===, " ..
e - 1s politely T
F: «"1s" is wrong bu% "politely” is correct

Yo

) Ly -

[ ' -~
. - ' v }
B 4 . , P
A

N

Where the first insertion can be made 1n a variable

14

slot, there would be no alternative, in the fill~in made, -

to presenting the two opérations in sequence as a simple

T

Type-A insertion,  followed by a simple Type-B ‘insertion.

N .~

- & ~ *

be#org proceeging, bg{thq displ ay df'the response model for

¢

have to show the cue ‘inserted in
thg correct slot. Ldaving it iﬁ the\qronq'sldt would result

iq,coqfution on the part of ﬁhcvllarher'and would, in any

-
(3
o

200 -
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. s

’cas%; ‘be. possible only if the second response-model. were

gen-rateg.\ 3.24(Ravers) ivlustrates the situation: .

P: - She brings too many pencils to séhool .
C: paper oo y
M: She brings too many pencils to school. %,
£1d £23 £3)]
?: [1] _ o ' .
# C:+M: Paper -——- too many pencils to school.
2 braings -
.F: " Correct ‘ '

., a

Free-response would allow fu? the léirner to complete
the activity in a s;qgle step and in a much:more natural

fashion; As the ihplicit response-model is relatively
' " ' ! . ! ‘J L ) » ’ ! ﬁ ")l
rigid, a .template such as A-template#B8 could -handle the

b t

[CI

résponse analysis on a woqd;by-word basis. In the case .of
the ‘above response: " ! 2
Paper brings.too many pencils to school.

" “the, feedback could be: - . S ] .
" ﬁ:“’ . ”" . -

: 1. "Paper" cannot substitute for “She". T
2 2. “"pencils" should be #Peplaced by "paper" _
© 3. . «..whmich woyld require "too' much" instead. of
" “too many" ‘

L .
§
14 .

-

1
¢

In 3;9.3.;v it was suggested that the .re-order-

then re-order exeércise, exemplified by 3.15(Dacanay) could
0 " ar” ¢ .
be handled in one_stép by treating.it as an ordering of gix

» -
¢

discrete ' word-units rather than ‘two separate 'ordnrings;‘;

first. of two sentence-units, and secondly of .-two word-.

1

201§
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]

' , units. As was indicated 1n 3.10.7.6, only some of the 6-
, , .
factorial possible combinations could be treated as ‘errors),

the rest falling into the “not recoqniz%dﬁ~ca{¢gor;.

3.10:8.2 Mixed operatiops IR 1

. . L of .
Thu insertiontremoval exercises, 313 (Dacanay) .,

-}.16(Dacanayr, 3.30(vaers)! a;d 3.i31($Tack), all exhibit
fairly prl&ictible}response—models. ' Freeérespgnse, using
a gcmpiatc such‘as A—templdte“ﬁ,' joins holaistac multiéle—
ehofée "am ‘being in option which allows the” }earngr to
a:ccmp;ish‘ the task in a '516919 operation. .M ,btﬁer

Wt

approaches would require two discrete actions on the part

*
L]

. ' of the learner, one for the insertion and one for the

removal. - 3.9.3.2 showed that the removal action could be

- 4

accomplished as a two-answer (first and last word of
soqﬁence to be removed).ur multiple-answe? (all the ﬁprds
to be removed) " fill-in or multiple choice 6peration.

'Variatxons' of ‘basic A-templates#4 and #6 would handlé the-

response analysis. .

-

Removal exercises illustrate a case where the

, cliciggtxon‘of.a whole series of résponses may. be . feasible.
In the case of 3.13(Dacanay), where up‘to seven discrete

responses might be required, the additive nature 6¥ the

f.pdblék that was discussed in rclat:én to template#b is

‘not a prpblcm. For each word in the model thgre are only

' .
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\
N v

“two Qdisibilitins. it isﬂto be removed or it is to be laft

/

in. Con;id-rihg all the words in thq‘modol of 3.13, there

L.

’

I.44 (Robinett) and'S.AS(Robinctt) are nnturafly done

as consecutivexpimpln drills. The rn—ordor portion could

o)

'be.,hahdled as a re-order multiple-choice or, given the

small number of elements and the fixed response model, as a

free response using A-template#8. Once all reaction and

corrections tb the first part w:{l comﬁlutnd, the second

part could easily be handled B  A-template#7 as a free—

i

' I"WDBE-

3.10.8.3 ' Choice of operations. .

No new answer—analysis mbchanisms'are required for

" these essentially simple driil:, other than the ability of

- 3

the' authoring system , as was warlier discussed with

reference td - presenmtation templates, to switch between

a

i/
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=1l Em;tczr_':"’ influencing branching betwesn drill items
The <flexibility that the author can allow to the

computer, in its choice of the next drill item to present
‘to’ the learner, is a function of the authoring ‘system's

Cb . R
available presentation and answer-analysis templates.-

'

Before examining the effect ‘of these on branching, .’ some

consideration is necessary of  the  different branchihg

-
-«

options that are available on - the computer.

——— e e cam o S ——— e s TS n G GS ey may D B, e e GG S G

Ssil.1 Brgnching ogtxons in CALL a:tivitx.s

"Eismele (1978, p.17) defines "branching" ,as a method -
of d-cisxgg_ns to the ssquence of component segments and

outlines four basis branching schemes: Linear 'branéhinq.

Poopinq, remedial branching, ' and voluntary branching.

t -~
- “ - .~ N

A. Linsar ‘branching occurs when the learner  must
continue un.to the next item, ragar&less of the outcome of -
the current item:

Item 1 ——=> Item 2 —=~> ltem 3

Some furth.r!.qualification of this category is
necessary. The situation in wﬁicﬁ the computer simp}y”
procnndln froﬁ anp' item in the data to the next can' be
considered as "fixed branching", while the situation in
which th-'comput.r-ﬂandbmly selects items  from the dafa,
or generate items accor&:ng to a rulu, can be considered as

v 7 204
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4

"randgﬁ,branchinq."x L. e . .
4// B. Looping oOccurs when the learner is made to
Y, eprat an item when immediately after haQing made an error.
/ .’ ' . .
’ / Under the present scheme, the term "brnafhing" is

{ // 3 restricted to links between f?gms and s0 the rnpntrﬁéon of
;‘ -/ an item must be :onsidi;-d as one of the immodiqéu fesdback
' / options possible WITHIN tﬁ- item. The "loéping" thn{
/ Eisele discusses would.bu considered as a special c;-n of

// _ .+ branching scheme A.
]

/ L Item I y =—=—->3 =—=> [ Item 2 ...

o

. C. In Remedial branching the next item is chosen on
. .

. the basis of the learner's performance in the current item:
e : ! ) T et

Thi%  is the interpretation most frequently applied, irf

.

' CALL, to the term "branching”.  Several patterns may be

identified: . ' e : - L
cl: -

" . , . '
Remedial branching based on one item, where, if the
learner misses an item in the main stream, the next item

'to be performed is a remedial item of the same sort as the

one missed, There may be one of these, or the chain of
remedial items may continue over a number of presentations.

Once "mast:ry" of the point is demonstrated,  through

r

providing a correct response to ons or more of the remedial

) ' 205
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items, the learner raturns to the main stream.. Those

~ .

learners who do not make an error are not divcrtna fraom the

i

,miin itr.am and receive no pFns-ntation‘of the r-midial
jtems, although’ some authors may prefer to pff-r)th;m the
option of prucééding thruugh'thn remedial exercises in _any

casn.;

’ i

~ 'CItem £1 n ===> [Item 1b) n ---> [Item 1cl A ---Detc.
L . , 3 ' Cys ‘ o Yyt .
: ) . [Item 21 < - -~ '

. c2: . Remedial branchings based op several items, is

v

‘similar, ':xcnpt that more than one error is required to

trigger the ramedial strllm; A counfjmdst be kept of. the

.o

number of errors that gheoliarngr'is making.

CItem 13 n---->‘xfx+1 ’ .
. R ' ) 3 . P i +
7 SRR S . \ B § o

. . . .
" (Iltem 2] n ~-=> x=x+1
) ' . A | )
g (e —
3 ‘ , . i o ' .
‘CLitem 3Y n -—> x=x+1: if x=3 then ---> [Item Ril...:

S N -
. o

.

c3:.' Skipping igtggté 1;ﬂ9 variationlgh c2. A count is -
kept of correct answers, and the student is branched sut of .
a sequence (or gfv-n'%he optinﬁ,}o.lnavé) nfplr i gbncifi-p ,
J)nhmb.r of correct answers. © The same prS;iis“may be in’

. -
the case of incorrect answers.

206 ' ; , . s
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14

"’tLtem‘IJ
s if yﬂtheﬁ y=y+1 '

CItem 21

[ -
-

2 if y then. y=y+1

‘- 3 ‘ .
[Item ]

: : : e .

t if y then y=y+1: if y=3 then EXIT

14

CItem 41

-

c4:' ~ Remedial branching based o

a more complex case of éi, ‘where the correct answer still

’

moves - fhe_‘ltudnnt on in the sequence, but -there is more .
<" than one possible avenue of r.mﬁdiatioh, _d-ﬁ-nding on the

nature of the learner's érrors. Where more than one error

s possible at the same t%m., a hierarchy may bea

established . so that the learner does not have to perform
’ R ' . 7 . ' .
' "all of the indicated remedial items.
) t

[Item 1] ) . .
, L, Y n -——=>a. =--=> [Item Al ... :
e T :  b. -==> [Item Bl ...-
: : s " ge ===> [Item Cl ... 1
: .. T S , t
"3 < ——— e Sk

\ -+ [Iltem 23
€S Remedial Branching bLased on doultiole factorcs

across more than gne jitem is a combination of c3 & c4.. "

i - R ..
- ot



the program will have already moved past "the iditem in
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(I k) ;ﬂ: ) o S '
: . . ﬁ R ' ' q
CItem 1] S ” ' :
' ,y“'.\:‘..'u"; 3 n ---> .' —_—-> .'...'k —'-"-—.)'
I b.===-> b=mb+1 —-—=-=33

U AR ' Com—==) Cmg+] ———=)1
: . T "3
g ————— A e
Lltem 2] t ",
1y n —-4>“§k--——) axg+]l] ——=—=>z "
: b.-—=-=> bmb+l ——=—=>:
s C.———=> C=c+]l ———=>:
H . H
A e e e =
(Item 3] _ K
J 3y’ n -==) a,-——~-) a=a+!l ———-51f a=3 then ...
3 o b.=—-==> b=b+l -~==)if b=3 then ...
.8 ‘Co—=—=> gmc+]l ~~2=>if c=3 then ...
Q f . : . oy mﬁw .
. e e
I T T e e e e e, TR
[LItem 4] :

cé: Repeating incorrect items at 3 Lat

identiacal in nature to *looping"”, which is/not considered

- .
here as a true form of branchiﬁg, because in this' ;ase,'
. ) (
question nnd\must now return to it. This,step is uéually-
" - - '
accomplished by flagging items as having been done

correctly or not.

3

— T e e e S e i e e T e e

c7s lundirected branghing, where individual items do n;t,
ggcessarxly have ‘correct” angwers. . Each 1ten leads to’
multiple paths, wach lead on, in turn, to multiplg paths.
Evehtually, certain paths lgad‘tn correct cbnclusions and
#t is 1n this way that the actigity is mediated.

»
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v

. " C[Item 13
za ) ) .2 sc
» : x.‘ - f’:-( ‘

) “Litem A . CItem” Bl . Litem C

s AT B

- : R m————t

: 4 : LA 3 ' L

LRI - [Ai1) ERY -t LBiil - 7 LCi)  TCiild

Thig is a tree;structure, such as one might be found, for
@ . . -
example; .in a game of "Twenty Questions®.- It is also

bossxble that branches of the'tree be cross-linked -'and

back-linked, as in an “Adventure'"-type simulation.

a -

hd 1

’

\ D. VYoluntary chqshi&d.dpporthnities are offered in’

many CALL activities.” These may include options to 1)

) skib an item, 2) skip to the béginhzng of the next series,

3) re-do an itém that wad not completly understood, ' 4) or

exit ;ompletly.)

-
o

‘
- Voluntary branching is certainiy important to the
learning process. The computer should be responsive to

the needs and desaires 6fwthe learners, and ' should not

oL : R .
undul y res%gxct their flexibility. With a book, for

éxample, the learner always has the option of turning the
/page forward or backward and of going ' to the- next or

prEVious tchapter. A combuter—based actiQity should offer,

[ T

‘at leiht, the same flexibilaty. . Thas type of branching
does . not derive from the cdmput-r'?. mediation of the

' - 209
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Y

activity, however, and therefore must be considered a
Ay g - o
"user—friendliness” variable rather than a topic for to be

considered in-the current investigation.

LY

Compdter—lnvoked breﬁghing for . branching

decisions made by the computer ‘on the basis of the
. R "‘ * .
lTearner 's .;ctivitxes) may also be entirely voluntary, of

course. The computer may ask, for example:

Your progress indicates that you shoulli do some
remedial activity. Would you like to do that or
continue ? o .

’
© . &

of Eiséle'#'fogr categories, then,‘“only.twn really

R

are of concern here,' namely Type A and Type c. The threé
possible types of branching toFba,:onsidered are: "fixed
branching", "random branching" and "vari;ble branching”.

¢ 3
-

The laﬁter term refers to the schemes Eutlined unde("Type

A

Cy which are neither fixed nor random;

3.11.2 . The Effects of presentation and answer-analysis
factors gn branching
13. b

In the discussion of P-templates fa} interlocked

drills, it was shown that, without the .ability to generate

' . ase ’
presentation elements, the order of the items wéuld - be

-

fixned Sy the.data. ,  Randpm braﬁch;ng would be imposéiblé”»

Y> and variable branching would qﬁickly become very difficult,

»
A . Y. ' "
'
. . f

N . 210
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as the author tried to predict and provide fur‘all possible

branchings in the data. The choice betw@en _intnrlncknd vs.

independent: drill items appears to be the onhly formal
presentatiép factor that %}rgqtly affects branching.. -

>

Branching poseibilities are much '“more directly
. S
‘affected by the subldty of the answer—analysis templates.

Remedial branching is only possible to-the extent that the

computer can identify the learner’'s errars. ’ -

N

r
-2

4 - The remedial branching possibilities of an authoring
' '

‘system which only offered right/wrong analysis would be
restricted mosﬁ}y to vsimply repeating ‘incorrect itams
S ;

(brqnch;nd‘schemei cé) . Branching to a ;frgam of remedial

\ ]

exercises &tli,énu}d only. be done where where the responge

\
¢
|

possibilities were lijnited to .dual response-set. Otherwise

l;hé,author’could notclbsure that the error committed by the

learner matched the rémedial meterial ‘offered. 9Even with
: . 1

pnly ‘right/wrong analysis, one can provide foE- skipping .

forward based on correct of incorrect respoﬁsns (c3),
» 14 I MY

. 5

albeit with 1less certainty hin the case of incorrect
o . — \
' answers.  Tree .structure branching (c7) can also ’bl

hand1ed _with ' a right/wrong (in this case Yes/no or .A/B)

anéwur-analysis. Sucﬁ tree-structure ecﬁiviti.s are often

. l .
‘more’. interesting to the learner, however, where therselis

°

-
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. -
- . s - °

more than 6p¢ branchd from each node. )

. - - g '

./
,N" ' ~ . h \- \

s -, Where the adthor;ng systém allows for multiple
’ evaluations, 1t 2s possible to take advantage of branching

séﬁnmn; based on remediation of particular errors (cil &

o~ 5

. c4). There isllﬁ direct link bBetween the subtlety of

¢

answer-analysis %nd b}anching ¥lexibility. The greater the °

L - o

+ f ! ~
., humber of possible incorrect incorrect responses that can

a

« bedentified, the greater the passibilities, for branching.

It %’ possible, -and in fact quité probable, however, that
" the answer analysis mechaﬁism be more subtle, be able to

—- . ~identify far more response vqriationsf than the system

»

N . allows'branchxng paths.

\ . . ' .
\ F
3:41.3 Independent facters affecting branching.
. ! v ,
- - ¥ Branchifhg subtype C2 and its derivatives, c3 and cS,
, ’ . ! _6 } ¢ : ’\;;r, ©
L - gmnunﬁ, in effect, to building up%a model of the learner's

’ .
‘ . performance\and taking action based upon that model. To be

5

capable of buildyng such a model, the authoring system must
~e v [

~

have some facility fp; keeping records over mere than oné

]

. drill item. Most, in fact actually, do offer ‘this
facility. 1t ie often manifest as a score-keeping

7 o .
~ mﬁfhanism, although score-keeping is only part of the

. [ N

T~ « necessary resourge. The system must be capable, not only

ﬂ'! ¢ . - .

of'"bres-nting the scorz to the learner, but also of
’ ‘_‘Y.t . ’ v

>

allowi?g thé'eptHG?nto,cause action to be taken, based upon

*\:‘\\u ol | Co212 ’ . -
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. . y

o

. . g »
the score. N

¢ [}

‘The number of cornect or incqrrect responses, and its

I

derivgtivés, such \ as percentage correct over a’ ccrfqin

‘number  of.items DF the learner’'s percentiIEvstandznq,h can

.

indicate‘bhly the crudest model of performance. In .order

oy R N .

to frame: an Fdfuratq gauge of linguistic performance, many
L . . * \ ’ . "'i )

more intangible factors must be assessed. An authoring

L
.

capable of providing a ‘wide. range of

system must be
different, types of scores. As in the case of br;nching,
howevery the subleties of score-keeping

N . T’ - -

. ) Y
related to thdse' of: the

’ — v ’ . S~ s
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S.12 Categorization by pedagogical factors

.
4
'
-

It was shown in section 3.5 that most authorities .
. ccateqorized activities ccprding to a Eecund_gradzent which
. s % N - .

4
“

reflects pedagogical, rather than formél, features. Almost

hal f ldf‘ the data represent. activities ‘pregente& to .
. N ' v . ‘
exemplify these pedagogically based tyﬁologies~(sgé table

- v
LU |

3.3 for list).

0
Y

* There is less agreement among autherities as regards 0
e € b \ : }

" pedagogical classifications than was the case "for the

operational c%téborieé discussed 'in section ’3.6; . Table
3;14 lists *ther authqfs,and;the variety of - approaches,
c;tédbries, and ’terms.employed to prfeFénti;té ac£iv§tie§, 7
along this,érad;enﬁ. " Even where tqé same or faké terms

3
.

are ' usaed, ‘they' are presented oftern with ;differing )

‘connotations. As a general pattern, !meaningful / s

contextualised" activities are unmiversally-preferred over
™ "‘, i N ‘\),

"mechaﬁical/“manipulative/J;eaninglessl non—contextualised/

. non~communicative" activities". The latter are condemned as.

. usel'ess .or even counter—-productive-to the learning process.

. There' is much less agreement .as to what the term
"meaningfui activityf actualIy‘vrepr25ents; The example
"cited by one author as a "meaningful" drill matches another ?

author ‘s example of a "meaningless" one.

1



being’ even better‘than\sfmplé "meaningful/.contextualisedf
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. o . . Co P

- ' . . .
N 1

Where more than two categories are postulated,
! - " LI 8 .

<

"Cnmmunicqtivg/ situational" actxvitigs‘are‘ proposed.  as-

” ones. Table . 3.15 shows ' that uniform criteria for

* separating’ thgsé"two‘ qrouﬁs are‘eveﬁ more di?{xcult to

find, than-' for “yistinguishihg'"meaning¥q1" drills from
"meaningless" ones. Eachci;&thr\ pseén a completely

- o

+

" different scheme for.gub—éfaséigyxngf activities in the

* N
"
. .
* - MY
Y - ]
N .
» . .,
-

. N S .
"communicative" sphere.
t
the

-

It 1s diffacult . to isolate, from

catggqnxzﬁt:on schemes exemplifaied in‘taéles 3.14 and 3.15,

a uniform set of  factors by which _tn"eva%uaté' drills

' ~ 5

. ppdagogically. . NeQerghele55, , for tHe"teacher,‘ thfs

. pedagogical classificataion Js an all ' probability the most
[ . - . .

’
¥

«

amportant. Teachers’ questions about authoring ~§ystnms
"

-most often focus on thear 5b111ty to create activities of

s F .

the '"meaningful" or "communicative" type.

a
[N
- - - L2

Such questibns cannot be addreésedlthhout havang

N ! ] ) , ' .
concrete ‘criteriq ‘by which to judge an activity as befﬁq
"meaningful " or "cammuﬁzcative“ rather than "meaningless'.

These ‘criterxq should reflect pedagogical realities, but

‘must also relate to possible implications, in terms of the

usé of an authoring system to produce computer~based

7
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. . ,

- ) % ' . ) +
activities of a similar nature. Once the factors
contributing tq‘ .an. activnfy's . "meaningfulness" are
{solatad, it ‘ should be possible to examine each factpr

indivaidually.

Nine such poséible factors have been postdlated
énq are discussed below.’ .They are based only in part Qn
points explicitly raised by the authors in setting forth

the1ﬁ~typolbgies. The p;imary ﬁasfs for extraciioﬁ of the

factors yas'anﬁinitial examination of the authors’

‘

’

supportang ‘;éxahple drills, }in which thexr” - implacit’

assumptions about pedagogical effectiveness become evideqpﬁl

-~ - 3 .
,
\\ \

I. Realistic 1ntercﬁangg: ., The stimulus-easponse

— i i o S ——— o —— — — W ——

L

pairs represent sequences that miaght be produced’ during

.normal langanE‘intéracﬁxon’(Stack, 1971, pp. 135, 137Ji38;-

Dakxn,‘~1973,} p. 62). Also ihcluded‘as positive . were

.those activities in whieh learner is working closely “with

reaixstic interchanges, ' even though the actual® "activity

does not simulate real L;ﬁguage interchange. .p

-

- 11. " Extended ‘cohtext: : %ubéequent items are

i e - o e oy — —— et a — ——

presomtedl withan a global context, or contributq to .
building up such .a contéxf (Dakin, 1973, p. 85'. A

secondary factor, . perhaps the more important, is whether

216
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L.

the context pldys any part in determining correct

N

responses. .
III. Truth valuer Responses are judged in relation
to ‘a given .context or domain on non—-grammatical, non-

lexical grounds, such that the {earner cannot produce a

t
correct response without an understanding of the context

(Stack, : 1971, -p. 134; Dakin, 1971, p. 8-9; Robinett,
examples 3.48—3.50;' Paulston, 1972, p. 134). Possible

" . ) \
complications arise out of the relationship of this factor.

s
—

to 11 (Ewtendif Context) and VII (Lexical Understanding).
The' forme- becomes clear as the factors are applied to the
data. The latter must be defined: Truth Value Fepﬂeséﬁts

more than simply responding correctly to a lexical cue,

sucq as a picture. It consitututes, rather, resbondiﬁg

';orrectly to. a given situation. ,

R -3

B (VR Information qap: There is 1nformation that

" the learner does not have, but the interlocutor does. This

factor was ‘suspected of being relqted; in some way, ¢to

factor 111 (Truth Value!}.

¢

V. Function émacticgz There is focus on the

functional aspect of the language being used, as opposed to
. - . : \
the grammatical or lexical aspgct. The immediate

217
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[

¢ !

complication in defining this fattor _was .that all realistic

int-rcﬁanqes '(I,) woald clearly expoée‘the learner to some
1llustration of the functional wuse of lénguage. - As

defined here, the isolation of one functional aspect must

be made much more explicit. .

VI. More than one response: More than one correct

—n —— ———— e . e o B A e S

response to the stimulus is possible (Paulston, 1972,

p. 1343 Dakin, 1973, p. 85).._E¥treme1y narrow cases, such
. . ‘ =° . . ‘
as close synonyms or variants like "planel and "airplane”

are not considered.

-«

H

- VII. Lexical understanding: The understanding of

3= RAN_N—4-—3—1 . e, o e o i, o e e S e

the me;nznq of "a word, phrase, or i1diom is required 'to
prodyce a correct response {D;kxn, 1973, p;:8—9). In its
narrow sensé, this can be dbéfinedsas a ctase where an
exercise cannot be completed if the text 1s replaced by
Bonsensg words\}Pauléton, 1972, p. 135). This criterion
alone ceases to be productive with more advanigd 'drill—
tybes, «where a general ;nderstanding of the langquage is
g always required. In such cases,' “lexic;1 uﬁdarstanding“

i <onsidered a factor only whére there is focus on the

meaning of a word or expression. i .

< 218
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VIII. . Elicitation of new. treative elements. within
constraints: New, creative semantic elements (not presant
\ in the overall context or in the stimulus) must be proQid-d

. ) ]
by the learner. The lgarner's choice 1s constrained, to

N v

some degree, however, by a given component of the activity. .

.
.

Completely free creation is, therefore, not possible. To

eliminate confusion hith factor VI (Lexical

&

Underséanding), this process must involve more than simply

the definition or refphrasing of a word or expression.,

Ed

IX. Elicitation of new, creative aigmggggl without

‘constraint: There 1s opportunity for the learner to

. e

include original (i.e. personally-chosen) semantic elements

. N (4

in the respﬁnse, Qithout constraznxﬁg factors. Obvaiously,

this dust only refer to creayfye additions to an otherwise

constrained response. Completely free expression would

fall outsids our definition of CALL activity.

The list of these mine factors 1s not exhaustive..
h ' -

Dther important factors are often cited in the context of

communicative drills, such as motivation and relevance of
. ™ . !

the situation to the léarner. In the case of Robinett

(examples 3.49—3.50),')for example, the relevance o? the

situation to the learner is the sole decading factor

.

between a meaningful and 'a communicative drill. The
.ols decision was taken to include only those ‘factors which'*
219
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L]

v

' -

could have a forseeable effect on the computerisation - of

'

Table -3.16 examines the relevant data in terms of ﬁhe'

the drills examined.

1

nine discrete factors post‘ulated.~ Activzties’wef@ then
grouped according to indjvidugl factors‘_(Tables S.21

through 3.28) to aobserve any possfble inter-relationships

between the factors. . o

.

Table 3.21 shows all the cases in QHich there is
. ' : R
a realistic interchange. q?ny of the cases (754) also

exhibit an extended context. Originally, the éxpe:tatioﬁ
- .

" was that all examples where the stimulus-response pair were

of a questxon—anéwer nature would automatically be
realistic interchanges. Those exémplesl representing a
questlon-answér interchange are listed in»tablé 3.26, and

» Q N
this phenomenon - 1s shown to be generally true. Beile,

\
\

however , shows wxgh‘example 3:156, that it is poésible to
create a question—apswer exchange that does not repreéent a

realisitic“iﬁterchangew"

Table ' 3.22 shows all ‘the cases in the data in

.

which there is an tended coﬁtext and. is fﬁrtheé

subdivided, according to the role of  the context in

[3 [}

'de$erh1ning' the correct answer. Many of the cases (70%)

220 \ . - o
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| .
»

[y

ai;o exhibit‘atrealistid interchange. It seeﬁs'cl.ér that

i - - v/

extended context. and realistic interbhange- tend to. be

.
’ L4 -

associéﬁed,\'bqt still independent factors. The fact that

66% of the cases where context directly affects the correct

L .
response’ also involve the truth-value +factor is not
. L4 .

v
i

surprising, as theéé‘tyo factors would $eem,'in'thg nature
of. things, to go'tqgethgr. How, then, can the 33%Z of ca;es
prbvxaing’;he exceptxon‘bé accéuﬁted for? 3.71(Byrne) and
3.73.1(Byrne) exhibit an information gap, which, as is

: suggésted below, ﬁight be considered an alternativq'case of,

~

- Truth Value. The others call on the learner’§ lexical
'skill,-which differs frémlTruth Value only according to the.

arbitrary definition given above. ’

v

S

:Table 3.21 lists those examples which invélve

Truth' Vélue or Information Gap and separates them as to
~ . '

whether \:he role of the learner is to answer a, question

.(Questxonfhnswef),\ pose a question (Answer—Feedbark), or

1

nei1ther (no quéstfon). Truth Value and Information Gap and

listed together because 1t _was felt that the difference

’

between the two factors was simply a function of the

‘direction of information flow (from the learner or to the
- ' \ .
learner). - It is dxffxcu}t to postulate a general rule

based on the small number of cases present 1n the data, but

L . -
s

the trend seems to indicate that Informéﬁion'ﬁap and Truth

221 ' L _ \
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LY

2

Value can be treated as different,man{#estations of the

*

same basic factor. . ’ .

?

»

What of the possible relationship between Truth

Valub]lnformation Gap, on the one hand, and the presente of

;n extended ' context affecting the .choice of cnr}ett
feéﬁonée, on the other?- Those cased which exhibited the
latter factor, but did .not exhibit Truth Value were

discussed above, and were shown not to be significant.

>

Truth Value, without the presence of a correspondang

extended context affecting the choice of correct response, *

o

is exhibited by 18% (3/16) of the examples listed in table .

3.23. The three exceptional ( 3.69(Byrne), 3.95(Dakih),

and ‘3.96(Dak1n)) cases exhibit item—specificv rather than

]

extended contexts; It can be assumed, then, that where an
extended context a‘ects the choice of correct answer,
/ . . .

Truth Value or‘Information'Gap will also be factcﬁg, but

2
’

not necesarily the reverse.

Table 3.24 presents the few cases in the data
X8 .

' where there 1s explicit practice ©of language’ fuhqtions.

In all cases, “therg,isﬂalso‘ﬁ céalistic inﬁerchange. -In

ﬁnarly all cases, there 1s also an-extented cnntexf, but .

the one exception,3.56(Cook), indicates that this might not

]

. always be the case.

"~
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[

.Table 3.25 examine® all the cases.in whiﬁh ;herb‘ is
more than one regpdnse. Cases can be imagined where a

purely mprpho—syntactic variation would lead %o the

possibility of dhltiple correct responses. In, all the cases

exvibxtfd‘ in the sample, however, som&, combination of

, >
factors ¥II; (Lexical skill), WVIII (Elacitation of new,

szeative elements, within constraintd), and IX (Elicitation
of new elements, without constraints) is also evident,
indacating that the variation in éorreij)énswers must be of

a semantic nature.

! N

H

. Table 3.26 groups all the examples where Lexical

Uﬁdefstandxng is a ‘factor in deﬁgrmlnang the correct
response. In 634 of the:cases,, more éhan one correct &
response mgst also bé accepted. 7" A possiblﬁ’sxgnlfibance
of this trend is explored, below, in the d;séus;zon of the
[ AN

diffgrencé between “meaningful“ and “meaning}esg‘ '
activities. - ‘ ‘ o _ . \\\ "

Table 3.27 shows ail examples where ;neatlve new \\

2

semantic elements are added, within constraints. As might. K

be expected, all such cases lead to the possibility of more

than one response. With only one exception, they also
e : ) ‘ .
require lexical skill. Table 3.28 shows those examples
223 oo
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e o
. .
. 'S ~

- Qh-r. some degree of free creative input on'the. part of the

- o /‘

_ learner was pcrm(tt.d.' Again, all Muit allow for more than
' -1 . - .

]

one_correct response. _
% ' ) .1' »
.

It is necessary jtb_pnstulatn some - manner of

-

distinguishing . between those hctivfiips, &haract-riied by

' their  authors as .being "mechanical”, “manipulative",

..' ’ . -.
"“meaningless", "non-contextualised”, or "non-communicative"

‘

l'(hnr¢a§tar-refgrfqd to simply’ as "meaningless" activities)

B

and ~ those Eharact.riz;d ‘as being .pmdagogically more.

©

apﬁropriatc' (hereafter referred to simply is“ "maanipgful“

"’ .

.acgivitinslf (The difference between ‘“"meaningful" and
"cdmmunicayiv.”v activities is not important in this
context.) In some cases, authors are in direct conflict.

Stevick Texamﬁle 3.93) classes a drﬁl} which demonstrates

Rng
o

‘only a rcalistic'infcrchangp_ad a "meaningless” drill while

Stack (1971, p. 134) explicitly defines a “meaningful®

drill as one that has, at least, a roalistic'int-r:hingea~

)

. ' N M
For Robinett (1978, p. 208), a meaningless drilI' becomes

]

m-aningful when there is Fniofchl'to truth valuli>) All

othur}factbrs are iqéidental. ‘ ) -

I .
(3]

. It was decided to explore how the nine factors

. ~

postul ated, ‘which had their ultimate basis. in the authors’

icontrasts -of “meaningless" and "meaningful" ‘' activities,

P
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[y

]

© might contribute tq:a cémmon; workxﬁg gndarstandiﬁg of the

difference . between the etwo types. + All " the _drilfl‘
identified as being of the "mganinglnss"_ variety are
gr'}uped together in table 3.19. 1t is %laar that in all but -
three cases, nhone %{ tHe nin; {actors“considered are-

invol ved. In the three exceptional cases only one factor
b - .

-

is evident, either realistiE interchange or lexical skill.
3 Y ‘}
In table 3.18 those examples characterized_as "meaningful"”, -

11

n

but, showing the influence of only a single factor, are-

- . te —

shaown. The list is quite short, ésfonly four such examples

4 .

are found in the data. Interestingly, ‘'the single factors
are the same as for "meaningless" drills, 'r-aiistlc o
interchange énd;Lexicai skill. iy , 9- . \

. . o L |

- .‘\r T
Ninety-one percent of the examples in "the data

»

™ o ' B

character‘ized by théin authors as being “mnanine*ul",

t
A}

exhibit the presence of at least twp of the pndaqégi:al*

factors. Realistic Interchange, alone, is evident in both
° ‘e C~ ) \
"meaningless” and "meaningful" examples. It 'was shown
y. - . . o -

above that in nearly a1l cases where there was Realistic = -

Intetchange one could also éxpect to find Extended Context

»
o

and in many cases where Lexical Skill ﬁas invol ved DNe

could expect more fhan one response to bﬁ possible. tanlc

’

alone Qeems to fael that the basic difference b.twnrn

"meaningless” and "meaningful" 'is the prlsonée.,of
225 h ° ‘ :
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- { °
realistic interghange (examples 3.150 vs. 3.151-4). For

\

‘Paulston  and ét-QXsf, ' the presence of a realistic.

interchange is not sufficient o make a drill meaningful
I 1 J

(examples 3.51/52 vs. 3.53 and 3.93 vs. 3.94). 3.94).

’ ¥
. \ .

1

.

e &:It is also fntnrcstinb to note that the drill

uxamplos supplied: by those authors who postulate a singla,

d.c:dxng ‘factorfactually evidence the prts.n:u of multxple
¢
facto#ﬁ (Stack, examples 3. 160 vs 3. 1613 Roblnctt, exampl es

Y

3-48 \2 TS 30 49)- R . . ]

) .

It -;-ﬁ;;-yafe tqy say, then, that "meaningful"

- activities” should wexhibit at 1least two of the rine

pedagogical factor pobtulatnd,abovn: Should an activity
. . ro.
‘mxhibit Qriy“ a redlistit interchange, or the need for
.o . ! . . Lo
lexical wskill, it' is possible to rule that it does not

qualey as a "mnaningfui“ actxv:ty. Tﬁere are no examples

in tb- data of any the other factor's in 1snlataon and so it

2
“

is impossiblc tosgp-culat-'uhcth-r'any of them, on their

3

. » oo
own, can render an activity "meaningful".

.t - -
~

Y

§;1§ .Ihe relationship bmtwesn nsggno ical and operational
‘essgrz o ,

Thl opnfitional clnssificatioﬂ duvnlopcd in l-;txon

3.7 waliappli.d to the p-d.gogical lamplu to ses if thlr-

- ’ &
were any disc-rnibl. r.latinnshipl. The results 'arq~,
226 ' > -
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—

~

summarized in‘table 3. 1745 " The brnsentation and aniﬁ-t- ’

a
3 A d

analysis factbrs, devel oped and.e*plorcd in 3.9 and 3.10,

were also applibdxto the sample. ' A dataiied analysis of

this application is shown in table 3.17, and gummiriz-d in.l

table 3.17c. Tables 3.20b through 3.28b consider the

Y

. operational factors §n relaﬁion to discrete, pedagogical '

factors.

o

tos

The breékdown:of the pedagogacal sample in terms .of

[
e

'Upera ional categories is shows similar results to that of

L

thef original operational sample upon which the categofils~

are  based. Most of the activities (82/) represent simple
. ‘ o < L
operations and, of those, most {717%) could be classified as

ingertions. All the coﬁp}ex operations 1n evidence can be
described in terms of the simple operations?® It was not’
necessary to postulate any new opertational types in order

to . accommodate the, drills in this sgmp1e.‘~Tpére are,
howéven4 ogerafionél types which are not in evidence in the

»

pedagogical samﬁle. Théré are no deletion or removal

-

opérétions and only one isolated‘»case. of a re-arder

opefation. Nor are there any mixed 5p§nations, though
this is understandable as most of the mixed operatio in
o, & . u

the operational sample involved remoyal;

-

[} S

L

A factor-by—factor examination (tables 3.20b-3.28b)

227 <
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,

o

revealed " no -evident‘ pattern. Drilfs illustrat;ng a
particul ar f;ctor seem. fo,be evequ ﬁsprnaalzﬂéross all.
‘Dberational types. The only exception seems to be in th;
‘?asg'bf d;irls having more th?n'one response, in which case

no iﬁsertipns'nf Type A are represented.. p;

Tab{é . 3.17c illustrates the presentation .and
response—aﬁalysis factofs as they apply tu’ those :drills
‘which can be:;alled,"meaningfui" by the criteria discussed
in se;tion 3.-12. Some interestiﬁé global.observationé can
be made. 1t miggt be anticipated that meaningful

activities' would ‘require item-specific response. models

1

-(mmm) because universal ﬁ‘sponse models (MMM) \would make

-

‘the activities excessively rigid and mechanical. In fact{’

uniwersal'Presponse—ﬁPdels could be set up for 60%Z (21/35)

. of those exercjses with explicit responﬁe-modél;. One
~~might expect m&hnznggul aqgivities to exhibit large ‘or
ihfﬁnite r;spongé-sets, "while 'mean;Bgless activities
exhibited small, closed response Qets. In fect, 447

(20/45) of the examples exhibit response sets which .cbuld

be termed ."very small" (vs) and 28% (13/45) more exhibit

.r-sppnse sets\?hich are still small enough to be manﬁgeable

e
using - standard answer-analysis techniques. Finally, it

might be expected that meaningful driglls would raqui;e the

acceptance. bf a large numbe? of correéct- responses?

v ( ) 228 3
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4 v

‘Thirty-three bercent (15/45) if the activities' only illow

. ..
for. one correct answer and an additional 407 (18/45) have

'qnswer'setg that could be characterized as "very small}".

“
-

Table 3.20b examines the operational factors .for
. % .o .

"those drills which are qhesiion-anéﬁer interchanges. As

miqht' be "expected, all,; including the type B insartions

‘These all have very

{C:+M:) have separate, expli&it cues.

small or small. responsé'sqts and single or very- small

answer-sets.

ind [}

Table 3.2ib .lists the drills which wxhibit a

\
R 0 . 4}
realistic' interchange. No particular . presentation or
answer-analysis pattern is observable. - Answer-sefs, for

A

example, range from’ ' a single correct response to an
infinite set of correct responses. .A similar case can be °
\ - 2 . X,

found in table 13.22b (extended contexf),'\ 3.23b (truth .

.value/information gap), 7“3.24b(functxon . practirce),

3.25b(more than one response), 3.26b(lexical skill),

3.27b (creative input, within  constraints). In

3.28b(creative anput, without constraints), there are no
very small answer-sets; which is, of cbuﬁge, predictable.

»

Thuse‘,drxils with very large or infinite response
sets or answer sets would require modification, before

229
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C e

- " response possibilities.win some way. This could be

-

accomplished ifi"a natural fashion, as in 3.96 (Dakin) where,

v, ‘ .

L if ‘the domain were restricted to musical instruments by

) ﬁbntextualisinq the activity more +fully, very -Emalli

.5 :' response— and answer-sets would resul t. Where . natural
’ ' "i . '

‘,limitations cannot be introduced, ig is necessary to resort
\tpxmuit1plé choice. "Indeed, Candlin has dlready'taﬁen such
a ‘step in 3.76 and 3.77, where the large implicit answer
. set has beeﬁ artifﬁcially redﬁced by prnvid1n§~a very small
rexplicit reseohge set with one %erett answer . . .

3

’.y, * o Drills with larée or infinite answer-sets that could
. Hot be delivered well as mdlt@ple choice activities would

. be diffxcult té accomplish on the computFr without&a full
parsing-mechanism. An'ex;mple of this case is prévided by
3.89(Candlin). Such an activity bordars‘ojlthe production

stage . of flanguage learning. .Thnugh structureﬁ and

medl ated, 1t is not inherently interactive.

° \ 3

W

230

presentation ‘on the computer,  so as to limit the range of
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Three duestions'were raised at the beginning of fhxs
thésis& 1) whether a hodel of the operational features of

language leafning activaities could be constructed that

would. predict authoring system requirements for producing

ggese act}vit195*as CALL exercises, ,2) what the range of

activities that 1t would be possible to produce through the

- # .

use of an author;%g system might be, and 3) ‘whether the
fg;tures which make activities meaninhgful and communicative
are affecfed by the flex1bilztywof the authoring system

- & .
used to realise them.

I . o .
. 2 '

~

Three: separate purboses of the model were proposed.
It ‘was to serve a) as a partial guide to. teachers in

chooélng authoring systems, b;$ to assist 'teachers 1n

. determaning how ~a partaicular activity might be realised

§%rough the use of an authnrind system, and c) toxnvae

“

.designers of authoraing systems an indication of the tygg of

-1

flexibality that is i1mportant to CALL. i

4.1 Examination of the questions raised, in the light of

—— i — — — o i o —— . o e — W — — o — o

4 8

In section 2.2, it was shown that an authoring .

231
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system functions‘by establishing a tgmplate,~ or forﬁula,
for an activity and then solicxfgng the content data
required for each disc éfe 1te$. The formal feéture model
1nvolves the categorization of egercxses according to the

behaviour of the cue and the response—-model, outlined 1in

v

section 3.7, and the factors ainfluencing the presentation,

answer analysis, and branching phases of the exercaise,

-

considered in sections 3.9, 3.10, and 3.11. The model

permits the i1dentification of the 1nherent formal features
¥

of an activity and the translat{on ~of these 1nto a

formulaec descraption. Where the model can reduce an
activityZto a formula, therefore, that activaty should be

theoretically realisable £hrough the use of an authoring

system. The question of whether existing authoring systems

v

the degree of {lexibxllty Fequxred by the formula

obtained * from the model ‘s application is excluded from the

present treatement. e o
2 . S < _
The model presented here has been tentatively
validated " 1n two ways. First, some measure of internal
consistency is demonstrated as the categdrxzation

established in sectjon 3.7 reflects regularitxés in the
‘ .

presentation and answer-analysis phases discussed in
sections 3.9 and 3.10. Second, in section 3.13, the
model was succeséfufly ~applied to the 'drill  sample

1

r - |
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o
¥

. organized pedagogically. All of thesé latter drills could

{

~

Y
*

be accommodated according te the model.
’ ¢

A further process of val{dation, not conducted in
th1; study, -‘would be to examine xistxng_'compgter—basea
-actibities, to aeterm1ne whe;:§>\‘they could all Sé
adequately' descrabed 1i1n terms of the -médel, or whethe}.
there existed CALL activities that are not predicted by:th;

7

model . ’ ' \

In‘ sect:bp 2.2, CALL was defined as consisting of
structured, med1 ated, interactive, practice activaities
involving the use of computers. In section 3.1, the role
of CALL in the practice, r;tpgr than the preéentatxonl or

¢

production stages of language learh1ng was ;é—xterated.
. 2>
The model can be uged to predict whether a gaven
activity 1s of a suitable form to be converted into.a CALL | -
. exercise. For the hoael to be applicable at all, howeve?,:
the .Act1v1ty must be a ;tructﬂred one. An unstructured
actavaty doés not submit to any formulaic description.- The
activity must be med1gtéd, as well. There must ge, " at
le;st, the possibility of two divergent paths. In the

example of a presentation activit9 as. shown in- section 3.6,

the answer—set,woald be 1dentical to the response>set. In

q -
. ' . 233
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other words, all valid responses would be

Another prerequiditn-to éobputer—mediatxon of an

correct.
Y

activity

is the author’'s ability: to provideé an indication of how the

t

correct response might be identified. Candlin’'s example

p-". 3

]

3.89, discussed in section 3.13, exhibits a very-large-to- -

‘
Al

-~

produétion activity.

infinite artswer-set aﬁd,“therefnre, must be considered a

The relationship between the model and the drills

sélected~'as exemplifying meaningful and communicative

practice was explored in section 3.13. All of the drills

could be described 1n terms of the model, indicating that

no new operational formulae are required for this second
. &, ‘
sample. The general pattern, as well as the analysis by

{ .
discrete pedagogical features, suggests that meaningful and

communicative exercises, as 1llustrated in the sample, are

e e s iy S e e e

]

exXercises.

Ih the’' discussion of Quality materials in

2.3, the Huestion 1s raised as to the degreé

-~

section

to which

quality depends, on the one hand, on the background and

. \ E
expertise of the author and, R

on the

fI-xibility of the 'software. * W afﬁ is quoted as indi:ating

that aughoring systems would 4a}1 to provide the quality

4
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desired bescause of thcir‘lnckAof'41.iibility. rt-ippuanl
from the present study that the sophistication of Adthoring
o o 1 4

systems, in general, should not have any appreciable
, ‘ : :

‘nagative effect on the production of quality cour;.uar..

‘

" (Individual diffﬁrnhces inzaqghnrinq systems will always

- affect the 'ability to - realise particular types .of

.

‘exercises;‘however,”as is pointed out below.) j .

«
«

The rnsulﬁsawould lead one to place the onus for the
création ‘of quality, ‘.meaningful and communicative
courseware on‘ the shoulders of teachers and teacher-
trainers, rather than on the shoulders of“loftwar;

developers.

2 The implications of the model to the purposes of the
u , ,

PR
V.

Teachers are normally cognizant of the pndaboqiéal
aspects inherent in the types of a;tivitins they wish to

produce. 'Befoge _they begin to examine authoring systems,

- they need to_be:qmercoghizant of the operational aspects as

well. - Similarly, where an authoring system has already.
been selected, teachers must compare the operational

features of an activit9 with the options available on the

- authoring system choian in order to determine .if the

activity can be produced in an'icc-btabll manner.

N
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Chapter Four Conclusions and Imali:ations
The ' study illustrates ‘'how slight changes to an
oD . 3 v ' o .

activity can transform a simple operation into a complex

one, or completely change the operational fype. It was
~ ,a-t' .

sho;n,"for example, in section 3.13,, how}3.96(0akin) couldﬁ

be ridically" traﬁsformed simply by adding -a  few

cbntnxtualising words. A seemingly étraith~forward“drill

such as 3.29(Rivars), was shown in section 3.9, to inbolvg

-

many discrete’ factors: variable re;pbnge model ,
Q{icitation of muitiple respdnses, "linked responses, and a

large answer-set.

Yy

It was shown 1n secfions 3.9 and 3.10 ,how evén quité

_complex activities could be modified to'fit the multiplé—

choice approach, ' allowing them to be realized on even the
simplest of authoring systemé. Understandably, £eachers

will démand‘,alternatives to multiple choice. It is not

always appropriate and its overuse would certainly lead to,

a negative reaction on the part of the learnars. The
second solution to handling coﬁplax activitities or those

with large answer sets was shown to be the construction of

PR *
»

Currently pseudo-parsers muét be programmed from
scratch. The fact that they can be described farmulaicly

indicates that they could be included in the repertoire of

236
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°

"tools; that -an authoring system should providtt Their
construction might be possible by the use of high level
"QQrbs" discussed in section 2.2. \“Programm;Fs would h;vq“
to take caré; howevnr,“not to make the resulting authorang

system too difficult to use. As was proposed in section

2.2,

- system might be provided fo'tedchers. The beginner could

° £l
1

be content to choose from a variéty of “matcﬁing"
paradigms, while. the more advanced user could create

pseudo—parsers.

o
The need to generate item-specific stimuli, rather

than read them from data, was shown 1n several cases, such

as when the stimulus depends, in part, on material that the

learner has previously provided. Similarly, there -are
cases where -the.correct response must -be determined by the

computer on the basis of choices that the learner : has

previously made. These features must be made available on

’

authoring systems.

(3

An answer-analysis mechanism capable of distinguishing -2

+.large number .0f discrete errors that the learner might

make, coupled with a reco?d—keépxng mechanism that can. keep
. , s °

track of a large number of different Factors,’ was shown to

be a necessary prei(equisite to allowing the computer to
N A v .
\ .

t
1
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3
i

build wup an adequate model ‘of the learner’'s p-rformancn;
.Authbring systems must be given 'this flexibility.

)
4,3 The limitations of the study and gxrectxons for

further research
The limitation of the study to the more or less
tradigiéhnl applications that are currently possible on the

:omput-r was nné.lsary in order to construct"a feasible

,

model. As the ‘intelligence and linguistic ability of
computers is developed, there will be a corresponding
decrease in the need. for  such a rigid, algorithmic

structuring of activitibi. The model may have to be
. Fa

changcd to allow. for a u:dur range of -*nrcxsc typnl, as
~ the :rcat;qp of prc:entat1on and pruductxon act;vitxus with '
an -authoring system become possible. Tru}ly intelligent
authoring systems of the future may contaxn a model such as
‘the one developed here; and free the author from having to

‘cnnsxder all of these operatxonal factars. A point may be

[

r-ach-d in the nnt-so~dxstant 4utura where authors can

5

simply communicate ' to the authprinq system tﬁ:ﬁitypn of
exercise ‘they wish to ;ccomplish and have it respond,

"Okay, done." or‘"So?ry,'cannnt do."

~
-
-

M '}3

+

In order to kesp the present study within the bounds

-\ of a reasonable length, no attempt was made to smbark on a

\ ' ) ‘ ,

\review of existing authoring systems, to establish their
» . B

i -
' 3 . -
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a
'

capabilities and limitations in the creation of different

types of exercises, ‘Such an invusfigation would be the

i s 1

next logical step. .The present theoretical model could

then . be further validated, and possibly adjusted to fit‘

£

- . 4 : ., .
.realities that are not foreseen at this point. While the

[

”g > ' ’
model ‘itself can be of some use to teachers.in selectingi an
.authqfing' system, an actual survey of existing systems,

-based on the model, would ba'huch more readily applicable.

¢

«

[}

3 . . ”
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] - Pependix Az Iable 321 ‘ o
" . Sources of the Oraginal Drill Examples:.

e f —— fs w— —

‘. R\- 'Dacar"ay ‘
Stack
Stevick -

J. Cook

}éuléton'..
o 1973 J. Dakin
la : 1¢7§ D.‘Byrﬁé
S0, 1978 w. Rivers
= Y & M. S. Temperley.

“ }??B'B. Ropxneﬁt
,1éi9-w;.aé11e
1981 C. Candlin

Total Number of, Examples

-

classroom drills
ianguaﬁe lab drills.
classroom driils
classroom drills

classroom drglls'

‘language lab dralls

" .
classroom drills

classrdom drills.l\,/

-

‘classroom drills

™

language lab drills ¥

'

qlagiroom drills

9

-

- Number ©of

Examples -
14
23 -

2

19

13

——— o — o — ——— -

‘Considered{
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Appendix A3 Jable S.2

List of Drill Eamples Exemplifying Operational Typologies
1. 3.4 Dacanay Simple Substitution

2.+ 3.5 Dacanay Correlative Substitution

3. 3.6 Dacanay Moving Slot Substitution’

4. 3.7 Dacanay - Transposition Trandformation

5. 3.8 Dacanay Transposition Transformation

6. 3.9 Dacanay . Transposition Tran&formation

7. *3.10 Dacanay Expansion Transformation

8. 3.11 Dacanay Expansion Transformation

9. 3.12 Dacanay Transpositicon + Expansion

10. * . 3.13 Dacanay Reduction Tranformation

11. 3.14 Dacanay Integration Transformation

12. 3.15 - Dacanay Integration + Transposition

13. . 3.16 Dacanay Integration + Transposition +
. Reduction

14, 3.16 Didcanay Integration + Transposition +

. Reduction . .

15. 3:20 Rivers# ~ Simple Substitution )

16. 3.21 " Rivers Double Substitution .

17. 3.22 Rivers Correlative Substitution

18. 3.24 Rivers Multiple Substitution

19. 3.26 _  Rivers General Conversion

20. 3.27 Rivers Beneral Conversion

21. 3.28 | Rivers General Conversion

22. 3.29 Rivers General Conversion

23. 3.30 . Rivers Combination Conversion

24. 3.31A Rivers Restatement Conversion

25. 3.31B - Rivers’ Restatement Conversion

26.. 3.32 Rivers - Type B Expansion
- 27. 3.33 Rivers Type A Deletion’

28. 3.34 Rivers Type Al Completion

29.. 3.35 . Rivers Type A2 Completion

30. 3.36 Rivers Type B Completion

31. . 3.37, Rivers Question-Answer Practice

32. 3.38 Rivers ' Question-Answer Practice

3I3.. 3.39 Rivers Rejoinder Exercise '

_ # (Rivers & Temperleay)

34. 3.40 Robinett Simple Substitution

35. 3.41. Robinett Correlative Substitution

36, 3.42 Robinett Moving Slot Substitution

37. 3.43 ‘Robinett Moving Slot + Correlative

e Substitution
38. 3.44 'Robinett Transposition Transformation

2350 s
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Appendix A:

39.

40.
© 44,
" 482,
43\.
a4,
45.
46.
47.
a8,
49.
50.

51.
52.
53.
54.
55.
S6.
57,
58.

. 59-

60.
" bl
62'

63.:

64.
&S.
bb.
67.
68.
69.
70.
71.

3.45 -
3,86

3.47
3.54
3.59
3. 60
3.61
3.62
3.63
3.64

. 3.65

3. bb

3.106

3.111
3.114
3.116
3.117
3.118
3.120
3.125
3.127
3.129
3.130
3.131
3.132
3.134
3.136
3.140
3.142
3.143
3.144
3.145
3.146

Table

Robinett
‘Robinett
Robinett
Cook
Cook
Cook
Cook
Cook
Cook
Cook
.Cook
Cook

Stack
Stack
Stack
Stack
Stack
Stack
Stack
Stack
Stack
Stack
Stack
Stack.
Stack
Stack
Stack
Stack
Stack

. Stack

Stack
Stack
Stack

3.2

Integration Transformation
Reduction Transformation
Response Transformation
Typical .Drall

Plain Substitution

Plain Substitution

Sequence Substitution
Lexical FPair Substitution {
Lexical Sets Substitution
Lexical Meaning Substitution
Pronoun Substitution

Knowl edge Substitution

S

/;;placement
Repl acement s v A
Replacegent
Transformation: verb tenses
Transformation: verb tenses .
Transformation: directed increment
Transformation: negation
Transformation: comparaisons
Transformation: word order-
Question Formation
Chain Transformation
Paired Sentence: relative pronouns
Paired Sentence: conditionals
Faired Sentence: teénse linkages
FPaired Sentence ) .
Fixed Increment . .
Analogy Drill: tag questions ?
Analogy Drill: tag questions
Question Drill: you-l conversion
Question Drall: narration sequence
Question Drill: directed answers

1

&N -

251 ‘ o
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Appendix A: '
List of Drill Examples Eanmgf?%xinq Fedagogical Iypologies

1.

2- Ve

3.

'4.

5 .‘.

6'
7.
8.

9.
10.
11.
12:

13,
14,

15- '

16,
17.
18.
19.
20.
21.

22.
23.
24,
25.
26.
27.
28.

29.

30.

3.

32.

3.48
3.49
3.50
3.158
3.159
.-3.51
'3.52
3,53

3.55

3.56

3.57
3.58

3.68
3.69
3.70
3.71
3.72
3.73.1
3.73.2
3.74
3.75

3.76
3.77
3.78
3.79
3.80
3.81
3.82

3.84

3.85

3.86

3.87

Tabler

e

3

. Robinett

" Robinett
Robinett
Robinett
Robinett

IS

Paulston
Paulston

‘Paulston

Coow
Cook
. Coak
Cook P
Byrne
Byrne
Byrne
Byrne
Byrne
Byrne
Byrne
Byrne
Byrne

Candlin
Candlin

Candlin .

Candlin
Candlin
Candlin
Candlain

3

Candlnn
Candlin

Candlfn

Candlin

3.3

S . -
bl v

S

& . .
Mechanical Drill %
Meaningful Drill
Communicative Drill
Manipulative Drill
Communication Draill

Meaningless Drill -1

" 'Meaningless Drill -2

.o

252

Meaningful Drill

Non-Contextualised Drill

.Semi-Contextualised Drill

Contextualised Drill
Situational Drill o

Mechanaical Drill

Meaningful Dralil -t
Meaningful Drill -2 f
Special Meaningful Drill

Open Ended Responses )
Imaginary Situations -1 lf
Imaginary Situations -2
Meaningful Drill -3
Meaningful Drill -4

. Bet Organized: CoOncept
Get Organized: Narration
Get Organized: True/false
Get Organized: Connecting
Get Organized: Multiple chc’
Get Organized: Recognition
Get Organized: Word .
Scramble .

Implanting Skills:.

. Memorizing Cognitaive

Language *

Implanting Skills:

{_anguage
Implanting Ski}ls: -
Picture Skills
Implanting Skills:
Restoration-1 '

Mamorizing Aprctive

a



b Appendix A:

s

33. 3.89
3

34, 3.90

, Ty
35. 3I.91

36. 3.92.
37. 3.9

38. 3.94 .

4
39. 3.95
40. 3.96
41. 3.97
42, 3.98
43, 3,99
44, '2.100
45, | 3.101

§

46. '3.102

47.. 3.150

48. 3.151

49.” 3.152

r

50.  3.153

S1. . 3.154

¢

52?/’,3;155
83, | 3,156

‘%4, 3,157

S5. .3.160

56, 3.191

o

" stack’

Table

Candlin

-

%]

Gandl{n

Candlin

Candlin

Stevick
Stevick

Pakin’
Dakin
Dakin
Dakin
Dakin
" Dakin
=rDak1n
Dakxn
\
[

Beile

»

Beile

- Beile ‘

-—

Be}le

Beile

Beile
?eila

“Beile

Stack.

w

* 4

3-3 ’ ~

imp)ant1ng Skills

Restoration:
Catchwprds = 4.

,.Implanting Skills
Restoration:
‘Gap Text

- Implanting Skills
Restoratyon: ‘

© Bap Taxt/New Tex
Implanting Skills

< Restoeration:
Defective Dialog

: )
MaJ;pulative

Meaningful ¢

Applxcatann Drill

General Knowledge Drill

Collocation Drill
Synonymy Drill
Hyponymy Drill
Antonymy Drill
Converse Drill

Consequence’D(ﬁll* A
Co ‘ . ‘.

t

ue

’ R A
Non~-Communicative

- Interchange

isolated, Commun:catxve

Intnrchangl

sol ated memun1cat1Ve

Intgrchange in a

x> Situational .Context——
Connectgqd Communicative °

Interchange

Connectad Cummunxcqtav-

Interchange In a

Situational Context
No Contgxtualisation

‘Dialog-like but

Not Contéxtualisable

Contextualisable. ~

= .
Meaningful Drill
‘(unpatierned)
Meaningful Drill

(patterned)

s

V.
[N

Y

W
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1

Appehdix A Iapie [ C

3.  Pause for
reflection is - X . ‘
possible. No ° Yes Yes Yes’

4, Mediator can i :
focus on a single . -g ‘
student. No No - Yes Yes

5. More than one . S 1 f;
acceptable response ‘ . : ;

tan be handled. ~ Yes . No © No Yus

6. Immediate, »
feedback ., . . 4
can be given. " Yas . Yaes Yes . Yes

7. Fondbai: ¥
related to the : o

* individual can be

‘given ' - . Yes " No ' No Yes
a.  For the La ua'- Lab éolumn, alsuho the learner. is
working with the tape only, without a twacher monitoring
the interchange. : - 2

[ . R
b. For the Written Drill éblumn, assume that the material

is NOT programmed instruction and that, except in the case
¥ of point #4, the answer—-key is the sole mediator.

|
»

‘ 254

The VYariable Enxi.rnnmgns af QLf_iicgnt Dc:u.l_ Bresentation -
tadia ‘
" ' 4
) o Oral = Language' Written® CALL
Classroom Lab. Exercise
- brill Drill s
1. Variation in the » .
flow of the drill, R . ' . > T )
based on situation. Yes No - No Yes d't :
'2. Vartation'in oo @
individual stimuli, '
based on the | :
situation. B Yes No ~ . No . Yes

-t
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Appendix A

2

Isble §é

" Iyeical Categorizetions of QCLLLE and ﬁEtLVLLLEE egsucdanq.
ke Iﬁldltlﬁnll Qngretannal Type:

-

;" DACANAY

STACK

STEVICK .

COOK

DAKIN
W

RIVERS |
‘% TEMPERLEY

.

ROBINETT

S

(1967, p:107) - . a.

(1973, p. 48) .- . a.

4
4

b.
c.
d.

{1971, p 140) a.
' " 'bl

c.

¢ ‘. . ‘ d-

‘ ' ‘e.

e L 4,

v - b.

- ~‘
(1972, p. 1248) .  a.
a ' ' b.

1 \‘ ! ‘~:‘ C-'.
- d,'_

b.
" Ce

1978, p. 126)  a.-

¢ . N =

S e
(1971, p. 394) a.:

suhgzzlutibn
transformation '
response
translation -’
replacement
transformation

.chain transformétxon
‘paired sentence

fixed increment
analogy .
questid? drills

sdbstitut;oﬁ

transformation
[

bstitdtion
mutation

repetition

additiaon

substitutiaon |
mutation . .
transformation

repetition .
substitution
conversion

sentence modification

.

.respohse practice’

translation -

imitation
substitution

.transformation

response
translation .

. .
o
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Appendix A Jable 22 .
. Gorrelations beiwsen traditippsl drill tvpologies
e N 4 n
i % « .'
. | : . . - -
' DACANAY . STACK ‘B8TEVICK ) COoOK 4
. A. . Lo i - © . repetition
N . ’ ' . 3
¢ B. bubstttpt} on repl acement . . mubstitution substitution
* ,C. transformation transéormation ‘ transformation uutntiov:l
‘ T A chain transformation z. :
i - ‘ :
| 0. ' . paired sentencé . addition
| , ‘ fixed increment ‘
1 ’ ‘anal ogy
-t -
E. response . question drills .
F. translation ,
L -
le - LY
. : . DAKIN RIVERS ROBINETY
. Y repetition © 7 imitation
oy . f L A .
) substitution wsubstitution 4 substi tutibon
e i Y -l 5 _.T
' . sutation conversion ‘transformation
) . transformation ' !
. sentence modification ' ’
response practice ( response -
y . oo L . ~ .
. translation . translation
B - ' . : . . . ’
o= ¢ d
. . . ' |
. 257 . o ) '
iy ,‘ . ' v -
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enn!nnix As JTable

3:148

Ed

1

- Iypical QGSODQELZESAQDE.Qi Drills and Activities essgrglnn

to ngagngxcal Bradlen§°

—— .

P

Y

258

LY

STACK (1971,pp. 133-137) a. - meaningless ~
: - .b. meaningful. .
DAKIN (1973, pp. 47-89) _a. meaningless
" ' b. "meaningful"
'STEVICK (1971, pp. 394,401) a. manipulative
: . . b. meaningful
BYRNE ° (1976, pp. 33-38) a. , mechanical
. . b./ meaningful
ROBINETT (1978, pp. 207-211) a. mechanical
) ' b. meaningful
, R €c. communicative:
and, .. .
R ' a. manipulative
N i ~ b. communication
2
‘PAULSTON 1(1972) a. meaningless
‘ A ) b. meaningful
° c. communicative
COOK 1972, pp.‘122—124) a. non-contextualised
» o b:. semi-contextualised
ce contextualised
d. situational -
BRILE (1979, pp. 115-121) Communicativity gradient:
a, non—-communicative
b. (communicative)
. Conteitualisation
grad:ent:
@ a. no contextualisation
b. dialog-like, but not
contextualisable.
t. contextualisable .
CANDLIN (1981, p. 5) _a. (non—-communicative)
b. communicative

v



Appendix A: ‘Table - -3:15

4

‘Various Degrees or Ivpes of “Communicative Activity!

+

" STEVICK (1971, p. 30 o .

T . a. realistic language use ’
- : , © . be | real language. use
. o - .
- BEILE . (1979, p. 121)
. a. ~isol‘ted communicative
. * b. 4+ isolated communicative in
» S situational contekt _
. c. connected communicative
d. connected communicative in

situational context.

'CANDLIN | (1981, p. 5)

\

Exercxses for ... -

. . “
. ) i getting Skills
- N P B\ implanting Skills
.- ' . ol i11. developing Skills
iv. using Skills
PEIPHO . (1981, p. 20 o
| Activities which .:. .
- prepare for communication
) b. ~ develop commun1catxon
C. structure communxcation
d. - simulate communication
e. are inherently compunicative

259



Appendix A: The Original Drill Sample

I
) #1

#2

A
i

#1

#2

Example:

Model :
Cues -
Response/
Model:
Cue:
Response:

Example:
Model :
Cue:
Kesponse/
Model:
Cue:
Rasponse.

Example:’

Model:

Cue: . '

Response/
Model :

.Cue:

Response:

Example:

Instruction:

#*1

2

~ Model:

Response:

Model:
Responset

)

-

Simple Substitution

I'm doing home.
away.
I'm going away.

later.
I'm gq;ng later.
* /

(Dacanay, 1967,

p-

112)

Where does Mary live?

Jose

Where does José live?

the boys
Where do the boys live?

'(Daganay,

The train leavésbtumnrrdw at seven.

tonight t,

The train leaves tonight, at seven.»

bus

The bus leaves tnnzght at seven.

-~

(Dacanay,

Iranseesition Tr

Change the stateMent to a question.

The giTl is ready.
Is the girl ready?

The bpy is coming.
Is the boy . coming?

"(Dacanay,

260

1967, p.

1967, Pp.

1967, p. 11

11

113)

6)

7)
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Appendix A: The Original Driil é:hplu .
‘ .

3.8

i

Example:

Instruction:

#1

%2 -

#1

#2

#1

A 4

Model: .
"Response

"
o R

Model :
Response

_— v — e = =

Model:
Cue:

~ Response:

Model :
Cue:

Iranspgsition Transforeation -2

Change the position of the sentence
modifiers o

This morning he was here.
He was here this morning.

Occasionally he comes here.
He comes here occasionally.

{Dacanay, 1967, p. 117)

Tranpsosition Trar@"formaglon -3 - ©os

— et i o S i S e s e . g S i A i W S S —— -

Mother made me a drgss.
far me.

Mother made a dress ftor me.

My friend gave me the pen.
toc me. :

-

Responses

—_— -

My friend gave the pen to me,

A\ B [ >

(Dacanay, 1967, p. 118)

-

"Order of Modifiers"

.Model:
Cue:
Response/
Model:
Cue:

Response/

Model:
Cue: .

Response/

‘Model:
Cue:
Response:

The napkins are on the table. )
two
The two napkins are on the table.

paper . :
The two paper napkins are on the table. .
pretty : )
.The two pretty paper napkins are on the
table. - b :

yel low ,
The two pretty yellow paper napkins are
on the table. . ~

\?acanay, 19?7, pP. 1?0)

261



Appendix At The Original Drill Sampie

= -

2edl Example: Expansion Transformatjon =2
"Placement of Advnrbs,of'Frequeﬁcyh
’ . - e
v N 2! Model: He's on time.
‘ Cue: - always
Response: He's always on tlme. o
#2  Model: I write-to them. ' . -
- Cue: ajl ways
, Response: I always write to them.
- #3 Model : 1 write to them ;
Cue: regularly
X .Respgnse: 1 write to them regularly.
' 1 regularly write to them.
- «~ #4  Model: He’'s leaving. , L
' Cue: now: R .
Response: He's now leavang. ,
He's leaving now.. ' : .
. ', ’ I‘
(Dacanay, 19267, p. 124-125)
312 Exe_elga ‘fransposition & Expansion
. - -« :
#1 ~ Model: He 11kes cof fee. ..%\\
' Cue:’ not :
: Response: He doesn’ t like coffee. . . .
"2 Hoqeik Mary buys 1nstant coffee. R
Cue: not L ' B
Response: Mary doesn’'t bgy 1nstant coifee.i
, (Da:anay, 1967, p. 127)
) r
L * :
3.13 Example; Reduction Transformation q '
v . LN ¢
‘ - Model: The children who were making a- lot of, noxgg
. were sent to bed.
Cue: noisy
Response: The noisy children were send tb bed.
(Dacanay, 1967, p. 128)
262 .



Appendix A:r The Original Drill Sample

3.14 Example: Integration Iransformatico

N

Instruction: Combine .the t@ guestions. hithoqt
’ transposing ofFf reducing “any of the
elements. o

Model: ' Who made ‘the report to the principal?
Do you know? . ' : o
the

'éespcnsez Do  you know who made the report to,
principal? ; ’
e ~ (Dacanay, 1967, p. 130) ' o '
3248 Example: l1ntegration . Transformation with
' Jransposition g |
Instruction: Combine the two guestions, putting the.
: ' vyes/no question first.
' Model: Who 1s he?
» - " ® Do you know? .
Response: Do you know " who he ig?
- ' (Dacanay, 1967, p. 131)
.16 Example: Integration JIransformation with
: Reduction '
'Ingkruction: Combine the two sentences using
: '"too...to"
Model s Mary is sick. oo ’
‘ She can 't study her lesssons.
Response: Mary is too sick to study her lessons.
. ' (Dacanay, 1967, p. 130)
- - ‘.

. \ ‘263



- Appendix As The driginnl Drill Sample

”

- 3.20 ,. - Example: gimole Substitution
. '#1 ‘ Model /Cums '.Do you ss® my uncle over thoru?
Response: Yes, he's across the road.
#2 Hbdiilcdugl' Do yoﬁ see my sister over there?
- : R.ibdns.; : Yes, she's across the road.

(Rivers & Temperley, 1978, p. 123)

NOTEs " - . Referred to in the text ass
" 3.20(RIVERS). Similarly for all of ‘the
Rivers & Temperlay -xamplls. .

—— — ——— g ———— o to— - — —— — —

3.2l Exannger Double Subhtitutien Driil

*1 Hodnll If I find it/ I°'ll gQive it to you.

Cue: If you want it ‘ .
Responi;:Alf you want it / I°11 give it to you.
#2 - Model: .

Cue: ~.he’ll sell it to you -

Response: . If you want it 7/ he’'ll sell it to you.

. ) ]
(Rivers & Temperley, 1978, p. 127) -

4 [ [ s -

t4

3.22 -  Example: Correlative Substitution.

L
#1  Model: He brings his lunch.
- . Cues You

. Response/ You brxng your lunch.
' »2 Models

‘Cuet John and Mary
Response: John and Mary bring their lunch.

+

(Rivers & Temperley, 1978, p. 128)

&y B , 264 ' -



T

Appendix A; The Original Drill Sample

—

: . Exemple: MHultipcle Substifutioo '
. #1- Mpd.l; SH- brings too many pnﬁ:ii- to school. |

Cue: " Pater )‘

Kesponse/ Peter brings too many pencils io.s:hoél.
#2 Model: . ' ' _ T

.Cues' money

‘ Response/ Peter brings too much money to school.
#3 Model : ’ , , :

Cue: libra}y
. Responsa: F-tnr’brings téo.much ménoy to the library.

(Rivers & Temperley, 1978, p. 129

~ '§;2ﬁ : Example: GCeneral Conversion o

Instruction: Convert the following statements into
questions ) P *
#1 Model: - Peter has a new car.
Response: Does Petér have a new car? or o
. Has Peter got ‘a new car?
#2 Model: They stop at stop signs-

Re;ponse: Do they stop'ai stop signs?

;' (Rivers % Temperldy, 1978, p. 131,132).

e \

-

' : [
1

265 .
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Appendix A: The Oriqinql Drill Sampiu

. 3.27 Example: Gensral Conversion =2
L e ("Mixed Drill™)
Instruction: Change the following. stat-m-nist into’
questions ‘ )

#1  Model: : John and 1 are sitting in the classroom. .

Response: Are John and I sitting in th.fclassrunmi

)

#2 Model: The actress lives in"Canada. .

Rospons-x DQII the actress live 1n Clndda?

-

(vaqrs & g.mp-rliy, 1978, p. 131)

- , . B
3.28 Example: General Conversion <3

\ (Reduction Conversion) ) S -
Instruciion: ' R-ﬁiacq“ the 1nd1cat-d word. thh thQ‘
corru:t pronour. S
| *1 Model: Janet rnad her mother the letter.
- Cums’ her mother o -__ ¢ ;-

. Response/ Janst rpad har the letter. .
Janet read the letter to her.
#2 Model: ’ ‘ A

Cums’ the letter

4

. Response: Jan.t‘rnaq it to her
(Rivers % Temperley, 1978, p. '133) .
v L - R

P .
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#1  Models Giv;:me'the kﬁys;

Appendix At The Original Drill Sample _ﬂ‘uy;;

. . . . :‘ .

2122 Example:r’ General QQQ!!CILQD == Lol
(Expansion Conversion) ‘

. : . . o,
. Instructions Replace the pronnun indicated with a
: _ substantive word. ' :

#1  ‘Model: I gave it to her. " .
Cue: it :
Response/ ] gave a car to hnr;h' ) i
. 1 gave her a car. L. «
»2 Model s °
Cue: her . ®° S e

! 7 fe
Respgonse:s 1 gave a car to Janet. . v

) (Rivers & Temperley, 1978, p. 133) ;

- . . R i

3.30 E&aanéL qubau!taen Conversien .. .

s -

Instructxons/Cue.‘ Combxne each Df the followxng palrs
of sentences into one acceptable sentence, using . "that"
where necessary and omitting it where possible. Make the
first sentence the main clause. " L

I left you the keys.
. Response: Give me the keys I left ydu. - .

#2 - Model: The car is oypr there. - e =L .
' ’ I bought the car .yesterday. .

- . /
‘o, R-sponsl: The car’]l bought yssterday is over there.
N ) .
#3 Model: " Don‘t close the door.
‘ " The door has just been painted. .
Response: Don‘'t close thc dqpr that's just bl-n
* painted.

N
q

: ’ (Rivers & T-mbnrlny;‘1978, b% 136)
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, 1 .
‘oa ‘ﬂur . ¢ , /) [ Wait, plwase. - o ]
' ' ~ Alice, wait !° C

v

& s . Alice, wait up !
' , - ~ Just ‘a minute, Alige.
¢ ‘ ) 7+’ Hold on for a secondy, .pl*le. .
o . i !
) A y < ‘ etc. ) - }

- N /' T

¢ ¢ , 1 " (Rivers % Temperley 1Np. 137
Lo ‘ 4 - < \{

'Y " , . , 9. . N \
- 4 R Q P ‘ . - e \ I .
) ' . - A ' N . .
: i ’ * +
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pendix A: The Original Drill Sample . e . e .
. .- L ' P |
 ZeSla N&&!@RLIL“ Restatement Conversion
‘ 1 Cc:.lp: v Tell George your ‘name ili Ronald.
7/ Rcspons-. Bnorg,, ’my name is-Ronald.
" °g v ;
LR - Cuu Ask ice where she’'s gding. ) ot
¢ ~ ’ / ¢ v
qv . : . R-sponi-: hérm/are you going, Alice ?
' ' : e ‘
: ﬂ.‘S 2 Cuu Ask her to wait for you. ®
A !
e . Rulpons’-: Wait/| for ‘mey please.
- LN } ] k »
. e .
/ - (Rivers & Temperiey, 1978, pi 137) -

» Coy . . ‘-l )
N3a31, ' Example 5‘/§;§£esgmgn§ Conversion -2 - ‘
‘ N o i .
g h‘antrﬂction: Restatc thu &llqmng quotations, using
s . ' ;l\g;ﬁn:t spasch. SN e
#1 - Models . She lnd, "I've Just arr1ved but I'm lnavan’\‘
c s T . in a few m:,nutes "
cL Response: Shc said she had just arrived _but  was
e . lwaving m a few nynu‘tes.
*. > o ‘ ‘
2" Model:  She gsk-d,v "I»lhy*i are you looking at m- ixke <
. that ?*
S 5 . ' » . " il ; °
"+ > ' “Response: She asked he why I was looking at hey IXike
- / + that. ' .



Appendix A1 The Original’Drill Sample

232 Example:

#1  Model/Cue:

o i
Response/

#2 ﬂq&nl/Cue:

#3 Response/
Model /Cue:
3.33 .- . Example:

Insﬁruq&}on:’
§ -
#1

Model : The
R?span;ll The
Model : | She
Rﬁﬁponsq: She
Model : ”You

Response: You
. You

. -~
i
i
-
N S

¥ ¥

Iyee B Expansion \
. ‘ ' N
Thi\hun':rops-s the street. -
k)

. The tired old man; croisel the busy
street. J

L
4

The busy business man crosses the
street twice a day. -

(Rivers & Temperley, 1978, p. 140) -
. 1

Iype ’B ﬁsl_e.sinn

y haven’'t any coffee.
y have some coffeea.

didn’'t come. )

- #
came. "’

came, didn't you ?

didn‘t come, did you 73'
came, 'did you ?

(Rivers'& Tempefley, 1978, p. 140)

v

Ps
H}

\

¢

° Delnfe the negative elements in th-‘following
sentences, making any necesgary changes.

°

o
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. Appendix A3 The Original Drill Sample

3.34 Example: Iype Al Coopletion "

'Instructionsl Vary the final segment from future to
: conditional, according to the fxrst segment

ui Model : 1f I swe him I°11 tell him °~ . .
N Cug: If 1 saw him ...

" Responss/ If 1 saw him I°d tell him

#2  Madel: . 6
| “Cum "if‘you toék it ...

Respbnse/ 1 you took it I°d tell him
#3 Model: :

Cue: ‘ I€f she comes ...

Response: If she comes 1°11 tell him

(Rivers & Temperley, 1978, p. 141)

. 1 .
3.35 Example: JIype A2 Completion

Instructions: Domplete the following statements wzth the
' appropriate occupational’ term

.81 Model : A person who drives a cab is a cab driver.
Cue: " A person who builds houses ...
Response/ A person who'builds houses gge a builder

v N £

#2 Model: . 5

"

;unl A person who sells'meat ...

Response: A person who sells ﬁeat is a butcher

b .
(Rivers & Temperley, 1%79, p. 141)

€ ' . bl t
p ~
’

/
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Appendix A: The Original Drill Sample o ‘

'

2298 Example: Type B Completion

Instructions: Invent a completion containing an infinitive
construction for sach sentence you hear

#1  Cue: She has decided ...
Response: She has decided to marry him
She has decided not to marry him

*

She has decided to leave the country .
She has-'decided to take a job - Y,
#2 Cue: You needn’t ...

Response: You needn’'t go to school today -

You needn’t pay me yet ; b Ca
You needn’'t tell me your secrets .

~ (Rivers & Temperley, 1978, p. 142)

v

P—pAv—t-2y —4—0—F3 ————— — o e S S P S — — -

(A Film about the)adventures of a group’ bf young
people in Boston) ' ’

- -
#1 Cue: Why didri‘t they come home before midnight? e
Response: They didn’'t come home because there were:
fireworks over the river. It was the Fourth
of July. ‘ . ’
#2 Cue: Do you bften'stay n%t late at night? ‘

Response: No,‘ I go home early because 1 am always '
hungry.

(Rivers & Temperley, 1978, pp 1446-147)

’
+
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Appendix A: The Original Drill Sample

=8l Example: Aonswer—Question Eracice.

"In JTwenty Questions one person (A) thinks oOf
someone or something. By asking eliminating questions to
which A may reply only yes or no, the players narrow the
field of possibilities until they are able to guess the
person or object in question.” (Rivers & Temperley, 1978,

Pe 1?5)
=e28. ¢ Computer Example: Answer-Question Practice
Animal (Apple Demonstration Program)

[y

#1

p s Cnmpuéer: Think of an animal. 1 will try to what it
3 )
is. .
Press Return to Begin

‘2. Computer: Does it live on a farm .?

. ' . ~
3. Student:' No. ' f
4. Computer: Is iL an elephant ? \

S. Students No. : .
6. thputer: 1 do not know this animal. What is it ?

7. Student: A rhinoceros. -

8. Computer: Give me a questioﬁ to __distinguish a
rhinoceros fpdm an elephant: :

9. Stydent: Does it have a horn ?

o

10. Computer: For a rhinoceros, is the answer Yes or No 7 »

B : N
5}. Student: VYes. !

12. Computer: Thank you.
w2 |

x . LS
1. Computer: Think of an animal. I will try to what it.
i‘. > )
Press Return to Bmgin

o

a : \ - .

272 . U N
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+

:

’

and

1 ]
2anl Example: ERedicinder Cxeccise
Instruction: Listen to the following sentences
respond with an appropriate exclamation . or
rejoinder. '
?
#1 Cue: Didn’'t get the job. Just got there as

"2

.

manager went off to lunch.
Response: Tough luck !
- Too Bad !
That's too bad ! ¢
Sorry about that !

+

Cue: See you at the bus stop.

¢ - ' ' o
Response: 0Ok. '
Okay.
Sure.
Right.

Sorry.
Can't maKe it

' (Rivers & Temperiey, 1§7B. p- 145)
, AN 4

. TS T T :
'Instructions: G&Substitute the givén word at
indicated place in the model.

Model: ° The book is 6n the table. . _

Cues pen .

Response/ The pen is on tﬁe tablae.
_Model: )

\ .
Cue: box - . ¥
Response: The box is on the table.
\

(Robinatt, 1978, p. 48y

'S

.

th-‘

. the



Appandix At The Original Drill Sample :
. . ]

3.41  Example: Corcrelative Substitution
Instructions; Substitute the given word at the

indicated place in the model and make
whatever changes are necessary to. the

- verb.
~ ‘ » !
*1 Model: Mary is studying. 4
|
Cues Mary and John

Response’/ Mary and John are studying.

#2 ' Model:
‘ Cums My brother’ .
e R-iponsns My brother is studying.

. (Robinett, 1978, p. 49)
{ B '
C 382 E&nmplﬁa Moving Slot Substitution (Robipett)
¥ - |
Instructions: Substitute the' given word at “the .
| ‘ appropriate place in the model

.

*1 Model r She bought a car yssterday. -
"ue:  °  He ' =
\ -
Response/ He bought a car yesterday. Y
“2 Model: o .
Cue: house ) N

RegpSﬁ)e=nHe‘bought a house yesterday.

¢

(Robin-tt,'§978, p. 49)

»

P
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=282

Example:

Instructions:

#1 Model:

w2

'Rlspnnsii Thay bougﬁt a car yssterday.

.
~

3.84, -

Instructions:

#la

#18

#2a

#2b

Cue:

‘

Responsl/ She bnuqht a car ynstnrdny.

Hodel;

Cue: -

Model:

Response/
Model: -~

Response:

Model:

R-spnnsn/ Can she play tnnnxs’

Model:s

She is buying a car today.

Combined Meovina Slnt and Correlative
Substitution ]

Substitute the given. word at the
appropriate place in the model and make
whatever resultant changes are
necessary. » Cn

3

yesterday \

They

SExample

.
-

She

a

¢
(Robinett, 1978, p. &%)

\./\/?
Transposition Tranformation

a. Transform the statement into. a
question, then -
b. answer the question.

can swim.

Can she swim?

Yes,

she can

No, she can’'t ; w e

She can play tennis, ‘ ?

R-sponl-: Yes, sha can %

No,

she can t

(Robinett, 1978, p. 500 * «

275



Appendix . A1 The Driginal Drill Sample

o . ¢
2 N -

248 ‘, Example: l;tlnC.l‘hi.RD Icanformation

instructioni: a. Combine the two questions into one
' question, then
b. answer the question.

#ia Models + Who is she?
Do you know?
- ) .
.Response/ Do you know who she is?
#1ib Model: & ' ,

Response: Yes, I do.
No, I don‘'t’

#2a Model: How far is it to Chicadb? ' .
Do you know?

Response/ Do ynu know how far it is to Cﬁxcagn?
#2b Model:

Respohse: Yes, I do.
No, I don’'t..

(Robinett, 1978, p. 50)
- . s

©

S:46 . Ezs.emeln* Reduction Iransformation

- ' Instruction: Paraphrase esach sentence as in the
' example below:

Sha's going to Hav. someons paint the garngy.l
She's goznq to have the garag- paxntld.

2! Modull She's goxng to have sommone mow the lawn.

Ay

hasponsg: She‘'s going to have the lawn mowed.

l, , (Robinett, 1978, p. 51)

' #2 Model She’'s going to have someone fix the sidewalk.
' ' M~RDIPDHI‘I She's going to have the sidewalk fixed. \\\\{/fh\“

=]



Appendix A1 The Original Drill Sample

IR ¥ 74 Examele:r Bespoose Rrill =i o

- Instructions: Answer the following questions in the

i affirmative, using. "“"just a ¢Famw" or
C o "just a little", as required."

#1 Model: Do you nesd any chairs?

- ~

LY

Response: Yes, just a few, pinasn;

- #2 . Modelt . Do you nemd any. help?

Cue: Yes, just a little, please

(Robinett, 1978, p. 32

&

3.48 " Example: Mechanical Drill

Instructions: Substitute the following words in the . .
" sentence and make the appropriate '
- change in their form. :

-
-~

» - #1 Model: John is taller than Bill. .

(iua:_ . old . ’ A , .
Response/ John is older than 11, ‘

w2 ‘ﬂodelr

»

K Cues big .
. L}
,Rqspnﬂig:—EPhn is bigdﬁr than

ill.

, ‘ , - (Robinett, 1978, p. 208)



Appendix A: The Original Drill Sample

.

=42 Exampler Meaninaful Drill

Instructionss Answer the following - questions
according to the information contained
in the picture. . “0 ¥

(Picture of several pweople, showing height and citing
waight, name, and age) | ’

~

=

L3} Model /Cue: Who is older, Susie or David? -

_Response: ° Susie.
#2 Hodnl)Cuq: Who is shorter, Susie or Mary? *
. Response: Mary.
(Robinett, 1978, p. 208) o
"3.50 = Exagele: Communicetive Rrill
Instructionss Anlwn; the followiﬁq ' qu.stions:
truthfully. . .
‘ : &

(Obvious visual information and students’ know}ndqé of each
other) .

Su;iaror DaQid?

#1 Model /Cue: Who is Dlden(
Response: Susie.’ ’
——— )
w2 Model /Cue: Who is shorter, Sugie or Mary? .
Response: ' Mary. ' ,
' . ' (Robinett, 1978, p. 209)
' . o TN
A
- \ ’
-, \ - . }
4
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Appendix At The Original Drill Sampre

Example: Meaningless Drill =1

- (Paultson, 1972,

Sl
instructions: [qulacn*th- adjective in the model with
) the cue given.l )
#1 Model: the thin stu&lntv
Cue: tall ,
. Rnspon3l/‘ihn tall student
#2 Model: ‘ \
Cue: 'fqt’n '
. . Response: the ‘fat student i
ykPaulstﬁn, 1972; p.-133)
3,82 Example: Meaningless Drill -2
" Instructions: [Make the following agti&- santences into
: : passive ones according to the sxample:
John kicked the &;or.
. The door was kicked by John.1]
;1 ﬂodel: The dog bit ihe man.
Response:lTh- man was bitten by the. dog.
#2 Model: The boing bn%nqud the boing. )
RﬂspbnsnslTh- boing was boinged by the boing.

p. 135)



-
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Appendix A3 The Original Drill Sample

v
[

J
3,53 ' GExaopler Meaniogful Drill-l
"Agsociation/Fixed Reply Actitity"

Instruction: Ask the question suggested by the answer
"1 Model ;..for five ysmars.
Response: How long did he study?

#2 Model: .;..during March.

“1

. Response: When did he register?:

\> '#3  Model: «..until four o’'clock.

Response: [Until whén did he study?
- Until what time did he study?]

(Paulston, 1972, p. 134)

e

3.54 Example Iypical Drill

Instruction: tAnswﬁr'thn question in the naegativel

#1 Model: Is‘Billlplayinq tgnpis tonight?

- Response: No, hu;s not going to ﬁl;y. .

»2 Model: . I; Susan helping her mother this evening?
Response: No, she’'s not gging to help.

#3‘ BModnlx Are Mr; and Mrs. Graen paying.the bil

2 .

tomorrow?

Response:s [No, they’'re not going“to ply.J'

~
»

‘ (Cook, 1972, p. 122)

280
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APpendix Ar The Original Drill Sample

1

/ ' - . y

%85 /. Examole  Neo-Contextualised ncil..i"~" A

Instruction: [Bubstitute the cue for the appraprxat. wnrd
s : in the. mbd.l] T

.
t N .
! “ 7

an

\ , N
, . (Cook, 1972, p. 123) >

— ' | _
3.5 °  Example  ‘Gkmi-Cootextualised Drill -
Instruction: [Use :;: name from théﬁﬁhodnl in Qour
' . response. in the modell ;
#1 ﬂoﬂ-l/Cuez ~ Fred’s qging to change hiiﬁjob.i )
Regponse: Frad? ‘ChanQina his job ?

I don’'t believe 1t ! ‘

ﬁé Model /Cue: Jane’'s going to clean’ the car.
) M A
Response: Jane? Cleaning the car ?7
I don't believe it ! . oo
e . (Cook, 1972, p. 123)
[£S g ()

.r\../ R ‘v \ B AR . ’
C]
A T J ®
o
'
; -
i ~
Ld
4 -
i 1
! < e y ’
A c
- : !
= ' . . . :
£
281 - : ,
1 ' . ‘ : ! '
\ ’ ) ’ , >

) .
0« \
“ay a
v LYV 2 - v
. . .

#1 ‘Model:’ John's going- to Paris. Yo ‘
Xtu-: . He ‘ ' o ’ v -
dilpoﬁsi/ He's going to Paris. "

. #2  Modwel: \ .
AN ’ B . N S
Cue: \\\ She y N . ' I
Rcspdns.\\@h- s going to Parxs.
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App-pdiﬁ A: The Original Drill Sample

\\ e "

)

\

I
.

3.52 ¢ Examgle ~ Contextualiwed Deill |

Instructgonl

#1 Model /Cue:

Response: °

>

#2  Model/Cue:
Resporise:

#3 pMDdel/Cuez

' - ’ o
[Respond in the negative, using the correct
pronoun. . » -

a ' )

A ere you coming to the party ?
ND% I'm not.
But Susan's <Pming, I'm sure.

-‘No. She‘'s not.

Well I know Basil's going to be there.

Response: {No, He's not.)]
. N ‘
(Cook, 1972, p. 123)
N
b t
3.38 - Example  Situational Drill

Instruction:

-

#1 Model:

®

Cue:

Réspoq§e=

K3

[Answer. the question, " based on the
situation.l

(Student is cleaning bl ackboard)
'*‘ N »
What ‘s he doing ? i

He‘'s cleaning the blackboard.
He's working.-..

He 's erasing the board.

etc. ) - s

-
e ‘.

(Cook,; 1972, p. 123)

v
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. Examdler Plain Substitutico Deill =1 - .

Hiqinaf Drill Sample &
1

an

Instructions: Respond ‘to the cue uszng the model:

. 1

"2

«

1

%1

*2

TBebl

Instructions:

~

"1

3,60

Instructinns:
[a] -

"I‘ lov. .a

"
.

X

Cue: ' Do you like whisky 7.

o s

Cue: . Do you lfke tea ?

Response: I love fla.

Response: 1 love whisky, ’

L

(Cook, 1972

E&eaniL. PLeLu Substitut

"1 love whisky"

Cue: ¢ whisky

Cue: hate

'Rlsﬁonsnz I love whisky.

Response; I'hate'whisky.‘

!
Cum: He

Response: He hatés whisky.

(Cook,

1972, p.

skat;ng best.

s Pe 125)

ion Drill -2

“

125)

Examele: Geauence Substitution Orill -

Insert the second item mentxoned in the

into the model "Oh, I prefnr .

Response: Ch, I prefer skating.

w2

Cue: 1 can't decidé whether I
: T walking best.

(Cook,

1972, p.

" Responses: Dh, 1 prefer walking.

125)

Iqsnrt the cue 1nto the model:

.

Cue: I-can’'t decide whether I 11@3 swimm:ng

like d ncind

-

or

or
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Appendix A:. The Original Drill Sample

A -

=202 Examplew: Lexical Pair §uhttitntinu Roill

Instructions: Respond to the cue ih the negative, uiinq a

the model "No, he's (antonym)‘.

#1 ° Cue: . 'Is Bill young ?
Response: No, he’'s old. Lo N ’

#2 Cue: ' Is John rich ?

-

hesponse: Na, he’'s poor.

(Cook, 1972, p. 126)

—— e s E Gy iy e e — —— ——— . i i e e D e S S G dmm S

Instructions: Respond to the ':u. using the moanl
"Couldn’'t you .... ..;.. on (day+1)
instead?" . } o ’

“

#1 Cue: "I'm seeiﬁg'hfm on Tuesday:

#2 Cue: - He's meeting her on Saturday.

. Response: Couldn't.you see him on Wednesday iﬁsﬁiad ? .

Responée: Couldn't he meet her on Sunday instead ?

(Coak, 1972; p. 126)

1

- R v

3.64 Example: Lexical Meaning Substitution Prill
Instructions:, ﬁeqund“ appropriately to the cue using
' "How annoying!" or "How nice!"
#1  Cue: It's raining! : T

' Response: How annoying!
#2 Cue: Thc.sunfs come out' ) LT e
L4

Responbe:lHow nice!

. , . : (Caok, 1972, p. 127)

v
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Aﬁpnndix As Thl'Originnl DriII*Snmpll_

3.6 E&nmhz. Eraneun Substitutian ,th_ "
Instructions; Substitute a name for the qiv-n pronoun
in tni model "Oh ye#s, .... was there."
#1  Cue: I suppose he was there. . . .
Response: Oh yes, John wa;'thc;?. L. .
"2 éh-z; * I 'suppose she was there. ‘ -
Ris;onseé;oh yes, Mary was the;;, ' : 7 . )
. 4 L “ - o J‘ J (Cook, 1??2, p. 127} s
.66 .y Example: Knowledge Su bgtitution Deill
Instrﬁctians: Answer the = qulstxon usxng the .
grammatical pattern ".... did“;or " ....
was" ) ‘ . 7 .
#1 Cumi ~ | Who wrote Hamlet ? ; i
Response: Shakespeafﬂ did. oo
w2 Cue:  Whp was Queen Victoria’'a husband ?
i RhsponQQSnAISQrp pas. . ' o
| ~ . (Cook,’ 1972, p.. 127) '
'$.68 - Exspple; Mechapical Substitution Drill e v
Instructions  [Insert the cun'imté ‘the model.) |
#1-  Model The dictionary you asked for Kas been étmljnn.
- Cue:. ﬁse LOSE o | :‘
Response/ The dict:onary you asked for has been. lost. :
#2 ' Model . » ;7
. - e "
Cums . Use BORROW - e

R-spons.x The d:ctionary *you asked for has been
" borroued. - ' -

u

{(Byrne, 1976, p. 34)

285
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[ 3,69 | Examoler Weaningful Practice -1 (Bycom)

.Visual Aids: Eight pictures: a bike, a car, a radio, a
. ‘ . . television, a guitar, a pianb,-a boat, and a
plane.

Instructions: CMake TRUE statements in connection with the
v (”’abova pittures uszng the model s:
- ' o o "A c.a. costs more than a ...." or

It is easier to vreswes than to ....."]
. s 4

#1 Response: A pian& costs more than arquit;f.
#2 Response: It is easier to ride a'Eikq than'io d;;v-
_ car. ‘ ' 3 e
. (Byrne, 1976,_ P 35) = "
370 Example: Meaningful Drill -2, (Byrpe)
Context: Picture of a room full of objects - e
', %nstru:tiuns: [Cite f@o osjict; in thn~p;ttnrn:
’ "There's a ... .‘ near the ...." ’
=0 as to make a true utteragge.l .
#1 Response: Thoén's a bonkcas‘/;-ar thljgghn, ) .i
_ iayrna,'197b, p. 37-38)
3.71 ‘Example:; Special Meaningful Drill (Byrne) -
' fir ‘ . Visqpl Aids: Picture of room full of obj-cts, NDT saowN to‘

Instructions:

[ 4 N V

. K 31 Response:
‘ Feedback:

y + -’ :
' .#2 Response:

Fesdback:

Yes

students.

LAsk questxons

‘to d;tarmine wnnt is in
pxcture.] . ) h

yh‘

Is there a Tv-xn thu room ?
Yes ¢

Is there-a clock in the rdom ?

(Byrne, 1976, p. 38-39) /
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Appendix A1 The Original Drill Sample

. Instructions: Ask me questions ahout what I have

2

‘using the pattern "Have you bought
yet?" .

*1 A.Rniponscz Have you bought a bed yet?

'Feedback: Yas, of course 1°'Ve bought a bed.
Rpsﬁons.p Have you bought a TV set yet?
Feedback: No, I haveh't.’ .

. (Byrne; 1976, p. 40)
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222 Example: ,Qn:n Ended Besponses sBvene)
Instructﬁnn,z Complete the following sent!n:-s
L 2 Models / Johh was hungry, SO ...
Responses: «+/s he had a sandwich.
‘ | ofee. h@ had some biscuits. )
\ _4.. maybe he had some bread and cheese.
' 7 v.. he had some thocolat.
A | e,
w2 Model: ° Mary. was| thirsty, so ... -
. ' ’
Responsnszé\q:.. maybe she had a cup of tea.
. +.+ perhaps she had a glass of water
..o she had a glass of beer. )
J -
. (Byrne, 1976, p; 39~-40)
.73 Examples Jmaginary Situations—1
8ituation: : I’v-' just bought a house. I haven't much
‘ mon-y and I'm furnxlhxng it very slowly.
bought,



Appendix A: The Original Drill Sample /

s & i ' J

3,23  Exemelw: Imeginacy Situations-2
ﬁsituitinns I hear that George wants to hav a meeting
: - tomorrow. 14 he rings me, I'll may I°'m busy.
Ins€%uctionsx Make your own excuses: s h
#1 ‘Cue: . [What will you say 73 Lo
r 2
Response: If he asks me, I'1]1 say I'm pot free.
#2 bCun:«f\\\\hoat will you say 73 . VR
Response: If he rings me, I°'11 say I/'m not well.'
.“'. . n : . “w o
#3 Cue: .[What will you say 71 . //,//
’ Response: If he rings me, I°11 sa it's too soon. ,;’ .
| (Byrne, 1976, p. 40)
4 o S N
3.74 Example: HMeaningful QrLL =
CoR \.": A

Context: ’g Picture ofuﬁrnom owing people engaged - in

, various tasks.

‘Instructibnszx [Rcspond to the assertions using the patt-rnl
‘ ‘"No, he/she isn’t. He/she's cogees) )

ﬂﬂl Cues + John's reading a‘géok. “ S .

. Response: No, he isn‘t./ He's watching television.
#2 Cue: Mary's watching television. .
» l )

Response: No, she isn’t. She's doinq her homuwark. v

By .~

. ) ::"(BY ne, 1976’ p- 41 ’ ) . /
- o "‘ ‘
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Appendix A: Thw Original Drill Sample R
i~ Example: Meaningful Drill=4l .
‘Instructions: [Infer from the statement éivnn th!: correct
adjective to place in the model: "You must
b. . .’ - " J ¢
1 Cum; "I’'ve been working all day.
.Response: You must be tired.
#2 " Cume: I haven't maten a thing since breakfast.
P -1 + '
Response: You must be hungry. ; K .
43 Cue: .1 haven’'t had anything to drink -:thﬂr. .
Response: You must be thirsty. >
e 1 2 4o o S e e S S S S S S o iy T S S S S S T S P S S R VS SR S D P o | S —p—
’
' Complication
“4 Cue: l And .now 1°'m going to a party.:
'Rg:pons-: You must be mad.
(Byrne, 1976, p. 42) - ¥ N
3.26 Example: GCet Qraanized (Concept) ‘
. , . [
. Instructions: Match the term. with its description
“TERM - DESCRIPTION ¢ "
*1 a shoplifter a.' spots shoplifters
. ' b. ‘pinches things from shcps “
' c. has often shoplifted . v
' d. steals from the same shop
. ' Oft.n.
" ®. tries to catch shoplifters
f.. is stealing things from shops
2 a ‘"regular'’ a, — . '

(Candlin, 1981, p. &7)
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Appendix A: The Original Drill Sample

el

n

Instructions: Compfut- wach *éntnnc-.

" #1

. .Situation:  Readingt "The Mystery Object Lands"

> |

Example: Getting Qrganized (Narcati®o)

- by

. 3 P

The‘mystnry‘§bjuct landed 4 .. ’
a, came to rest nmar an clnctricify sub—:&atian.
\ b. between 30 fest and 40 fest across.
. €. on BGibbet Hill. ‘.
d. sealed the area off from th. public. \
®. - saucer-shaped. .
f. that the object was a Runs:an spacnhhip
Q- told the police about the my:tury object.
Sh. was closed to normal traffic. ‘ ’
¢ i. ' &xamined the "$lying sauc-r“.\ ' ' 4
* j. + acted on. rnport from a local ﬁe:xdnnt. .
Y A
#2 The-police ... . TLh ¥ -
. (Candlin, 1981, p. 6&8)
S:.28 Exdople: QQSSl"Q Organized (True/False)
Context: Rﬁrdingr A dialoguufabout a flyinq saucer
" Instructions: Decide ' whather the sentences bolow are. Eru-
A or false -
o L
t . . o
#1 Cue: There is a thing on Russian Hill.
. ! , X ' J +
Responég:LFalse "
#2 Cue: There 'is a thing on Gibbet Hill. .
Response: True . %J .
» N ; ’ Lo

7. (candliny 1981, p. 70)

o



Appendix A: The Driginil Drill Sampln .

=212 _ Example: Qquu:qxﬁnn Exmrcise

(Getting Organized) \\

Situation: Twelve 'qunnct.d cartoon scenes with nn-tng

the twp parts of the d:aloqut mx:szng.

]
Instructions:, Complg;- sach cartoon dialogue by inserting
the appropr;at. piece of the d;alogue shown

- bel oW, .
" Cuess '

2 "Coupll nf chewing gums,. ‘'course you can have it for

one. "

#2  “Ng, sir.
#3  "The Head

etc.’
}

A

3.80 Exspple: Multiple Choice

gh  CDnnggl

'Ihstraﬁtianq:
-8l Model:
K . ‘ ’ \ . -

b Cues:

Circle the letter of the correct answer

1 just did it.” o | )
smokes:. ” - : : ~ : .

(Candlin, 1981, pp. 72-73)

RS

(Cetting Drganzzpd)

[

Reading: The tmxt of. anm interview .

The '.polico want to see the headmaster
because: ) - -

a. thiy wantnd to play in the team on the

) estate.’ .
b. the two boys’' parents did not pay a
" fine. s
C. two of his bays were :aught stealing.
d. lelxams, one of his boys, stnl! a
jersey. .

(Candlin, 1981, p. 75)

*
A}
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Appeddix A: The Original Dr{}l'Bampln

-

3,81 . Exabele: Bt:qnu;ttﬁn Exercise (Card Gaom) *
’ . (Getting Organized) ‘

Contexts . . Audio .Aid of horror story, which® contains
twelve identifiable sounds ‘

. b , e
Instructions: Listen to the tape. .- Put- the cards into the
order pof the sounds you hear.

. /

P -

Cards: : C . .-
.. - Hollow laughter . " Scream
- Scratching Fire
Creaking ' " Whining _
Tapping ¢ ° / Buillotine
.Footsteps . - ~ Hissing
Hdwl ' . / Dripping ' )

. , . ;
(Candlin, ‘Ppe 77-78)
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=82 E&lmallL Word Sccamble
(Phase 11 Getting Drganxz.dx ) f 8
8ituation: The teleprinter at thap.ltown Station, isn‘t
. working properly. Some ‘information got in

which didn’'t belong to the message.
(The learner alrsady knows the dctn1ls of the

-, ’ message) - ) \:

Instructions: ‘First cross out the’'wrong parts, then collect
the others and put them in the right ? order.
~, Compare your message to the original.

¥

v N A

Cums: ' An entire png- full of snippets:

. . green jacket
‘ scar on 4or.hcad

. Namm: '
’ * his mother -aid to the po11:e -
. ) ¢ 5 6“ ,
.- : etc. ’:f

¢ . ‘ . ’ .
(Candlims, 1981, p. 79 A-11)

=:84 . QanQt!r Exnmelzx nsmg:;z;nndﬁéénnzt;xg: Lgnnusng
. : (Implanting Skills)
Context:  8pring Clnaﬁing Day: ®Pictures of individuals

performing contributory activities.

Instructions: ' Respond to nach question by st¢t1ng what th-
person in thé picture will do.

. i Cum: (picture 1) = : 0
.o ‘. What about you, Richard?

Response: I°11 take th‘ drawing‘ronm curtains down.

#2  Cuws’ (picture 2) v
' ‘ What nbnut Andraw and Harry ?
. ‘ o
. Response: They’ 11 roll up the cprpnts.
~ (Candlin, 1981, p. 84-85)
293
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3.85

»

v .
ot
N

Example: Memprizing “affective” lanquage’
Jlmplantxng Bkills)

’ Pﬁrpos.: To luarn how to deny something and strlssing ‘the

denial | = ] -
Context: Learner takes th- roln of someone accused of
a Crime

Instructions: Deny the following assertions using the

2

#1

model: " XX ‘s wrong if XX says that, sir,
honestly" ‘ .
Cue: - But the store detective say;j%!,watchnd you

taking the tool.
" ’ e -7

Response: He's wrong if he says that, sir, honestly.

. l ) { r
Cue: - The manager and the detective say you
ﬂadmitted everything. - :

Rasbons-: They're wrong if th-vﬂhlay that, mir,
hon.stly. 4‘ .. ‘

]

(Candlin, 1981, p. 86)

. Example: Picture Stimulus -

(Implanting Skills)
l, . ' . ‘e »
Context: Dialogue presented via stylized {llustrations
J of what is being said, using a set of
nstablished symbuls. - !

e

Instructions:” Say in words what is 111u;trit-d in the
: . pictures.
Cues (Stylized pictﬁre of .a man looking at a cat)

R
@

Response: The man is lpoking at the cat.
The man sees the cat.
. etec.

(Candlin, 1981, .p. 88) ..
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© 2287 Jyﬁaaanta Restoration exercise-Insgrtion

Instructibns: From the'list of verbs provided, find the
appropriate verb' to insert in each blank in .the
text. Use the form "has/have just ..."

(List of verﬁy)

The police —-——-. They ---- rope barriers, =---- the
area, and ~——= the, road. Hundreds of people -—-———-,
Scientists _ ~--- too. They ---- their instruments. The
Ministry of Defence ——-- that eight other craft —-——-. The
Army ——-- several units. 7 ®

(CandIin, 1981, p. 90)
" ' :& :
(, s

(Implantxng Bkills)

3.89 Example: Restoration - Catchwords ", e

Instrhdtinnsx From the key words given below, construct the

A story of Mr. and Mrs. Shields and their large
s family. .
B o _

) - ———— - - I A ————— e e
_Q,Qrs. Dora thnlds * Mr. Albert Shields, 46 %
e el e e 4 e e i s e o S T M o T P S T " S T T - o o o -

.o® ﬁ' , S ch;ldnon' *

i % . twins no *

s # Brighton Generial . boilermaker : *
# Hospital *» ' abit ng‘ shock *
" . wanted a large family , »
* trouble making ends.-meet »
——————— —— SORT . - — ———

£
) «
e ol
¢ ’ ' ) ‘
- é}' _
a i
e .
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Appendix A: The Original Drill Sample

4 !

Example; ‘Bgitqcntihu {Gap Text)
I (Implanting Skills) -

Context:  Paragraph: I came home one nigﬁt; Fell flat in

B

the dustbins, ‘cCause I was drunk. And, well ...
there's this bloke ... he . shouts from the
window. ..etc.

. Instructions: Re-tell the story by_filling in the blanks.

]

*1

#2

#3

S

”

Model : 0I::’I came home one night. .5.")
Cue: The young man-——-—-
Response: came home. : .

Model: ["Fell flat in the dustbins,..."]

 Cues He fell ——— o k . .
ﬁezfnnse: in_the dustbxns | ’ : -
Model: ["...'cause I wascdru?k; %,.L; T
Cudi éncausn — ) o v ’ 0

p) . 1

Response: he was drunk.

[}

,(Ciﬁdlin, 1981, p. 94) N

Example: Restoration (Gap—text/New-text)
3 [ ;

Context: Readingéj% Th;;n dialoqul ' scenms = concerning

Caroli and Roland. . -

*
-

Instruc&ipns: Imaglnq, you are Caroline. Complete th.ﬁx-

" following diary by filling 1n the blanks
% based on the dxalogucs.
. * ' : 4

CARDLINE S DIARY

<

1

Honday, 25th July '

3
4

I bought A —————— at the camp shop today lnd-fmqt° a.

smashing _boy. He's from -———, e H;- namn ig ————e, etc.

o

}Cnndlin, 198, p. 95)

>

.
, : . ‘ ¢
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Appendix A1 _:The Original Drixx;Sampln o C

L]

=222 E&nmnllz Ry toration (Defective Dialogue)
&' (1 lant:ng Skillwm)

Instructions: Complete the followxng dialogues using t;L
: word indicatcd.

#1 Cuei »
Jackt Do you like this town? ‘
Johns It bores me stiff. ,
Jack: | mm—————— ?  Qive)
A

. Johnt For .3 months.

qRelbonsnk How long have you been living here?
- How long have~you lived here? -
For how long ...

° E

-~

. #2 . Peater: what.'s wrong with your bicycle?

Bab: It's got a flat tyre. .

©, I can‘t find the hole. '

Pater: —r————— 7?7 (look) '

Bobs For 2 hours. : ‘ ) :

(Candlin, 1981, p. 104) Co
. e . s i Y

$.93.1 Example: Beniaules;xs Drxll ssssvzsxz

\Instructjqns. '[Re—state the tue thh the verb'in the past
" ' v . participle accord;ng to the model: "Haven 't
' ’ th?y evewm Y&t ?" ] ) ' )

N o
¢ -
’

S %l Cues ‘When u111 th-y Qo 7
Rnspons-: Haven't thny gnn- yet ? o S ’ .
v \ L3
. W2 Cu.:- Whﬁn will th-y l.IVl hprn ?

R-spons-z Hav.n t thny left h-rn y-t b R

3 .'Cu-- . When will they catch the bus 7
R-sponsnz Hav-n t th-y caught the bus ynt ?

. (stétxck, 1971, p. 400) - NEN

f Cps

CLt2e7— s

) . ’ . . 4
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©%.98 . Gxagpeler Ueavineful Drill (Stevick) .

Rnaﬁinai Paragraph about grocery stores

R 4

Instructions: “LRe-state the cue with the'verb in the  past

participle accoriding to the model: "Haven 't
‘ . th!y LU N ] ) y-t ?"ﬁ “";.: ' -
"1 Cue: When will tﬁ-y buy groceries .?

Response: Haven't they bought groceries yet 7

%2 Cue:  Whert will they stock the counter ?' .

Response: Haven't they stocked the counter yet 7

#3 Cue: When will they display the food 7
: Response: Haven 't they displayed the food yst ?

¢

v L , (Stevick, 1971, p. 402)
. ‘ ‘o -
3:95 - Example: Application Drill oo
: . (Meaningful Drill) .
¢ .
Context: - * Scenes of known characters involved in-
activities . ‘ . L

Iditructigps: Describe what the character is doing in’
~ each scene.

——— - “ ' "~

"1 Cue: (Scene of girl ;i;nping)

Response: ﬁeiicity is sleeping.
¢ ), ) ’ ' . . :
#2 Cuyer - (Scene of boy- taking bath) T

M

Response: Anthony is havihg a bath. .~

(Dakin, '1973, p.&4)
¥ M .
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Appandix A: The Original Drill Gample

2226 Examnple; General Knowledge Drill
(Meaningful Drill)

Context:s’ ' .The ro.l world. : ' .

[

Instructions: Make a trun sentence- abnut sach of the
. following pcoplclusing the pattern:

xx‘,pl.y' IIIII.U

#1: Cue: 4 Paul McCartney . e .
‘"Ruspon;nt Paul'McCartncy g&ays the qqitar.
21 ' Cues: " Yehudi Menuhin
R!sponic:’ Y.hudi Mnnuh1n plays the vxnlxn.
T 4 - ‘ (Dakxn, 1973, p. 65) )
227 E&lmnlll QQLLQG!tLQQ Prill
, " (Meaningful Drill) =

*

Instructions:: CRespond to each of the statements below using
‘ aither tho model :

" Good, I’ d like to ..... it. or
GDDd, I llk. ...l.J ¢ )

#i ' Cues This is a uond.rful book..

R-spdnll: Good, I d like to. read it.
L borrow. . . /

Good, 1 llke books. -
good books.

. o : ) wonderful books. - S, ;

#2 Cues ' There's a good film at the cinema this week.
Response: Good, I°'d lik- to sem it.
: : Qo ses .. N
o Good, I likn films.
. good films.

. .. - (pakin, 1973, p.&7) ‘ Lo
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Appendix A: The Original Drill ‘Sample K
. \ ' 2, e

=28

#1

#2.

2232

'y ,

Example: Synonymy Drill
(Meaningful Dr:ll) : .

-

Instru:tiqps: [Restate the followiny sentences using

the pattlrn}

PRONOUN came on/by ——-—-.1

Cues '.Fathcr\wa{kgd here.

‘Raspbpie= , He came on foot. 5

pue:l Mother flew here. //\ i
Respnnsé:, - She came b; plane.

\

(Dakin, 1973, p.71)

] . *
i '
A .

Example: Hyponomy Drill ,
_(Meaningful Drill) e

&

xIn?tru:tioan [State ' the consegquences ‘o¥ the situation,

#i

Cues -

using the model:

I Thnr. was/were soO many/mu:h BRDUP NOUN that
he/she/l couldn't _APPROPRIATE VERB itlth.m
all.3 ‘ L

The old woman who lived in a shoe had a 1lot
of sons and daughtcrs; :

o

, /,
Response: There were S0 many . ch:ldren that she cnuldn t.

CQ!:

feed them all.

- sFor d;nncr, she gave me a huge amount of ri:l
and chicken.

o,

o

Response: There was S0 much food that I cnuldn t cnt it

all.

(Dakin, 1973; p.74)

&

~300\,. 3
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Appendix A: The Driqinil Drill Sample

3:101

vy

=100

o

#1

W2

ﬁlf
#1b
JZ;
#2b

L

Instfuctionsl

Cuet .
Response:
Cum:

Responses

Instruchiorns:

"Cues

Response:

Cue:
Ruspbn;nz
‘Cuer -
Response:
~ Cues
Response:

Cun $

Rcippns.:

Ex ; mple: Converse Drill

E&amnln; Antonymy Rrill

(Meaningful Drill)

N

5h--ltltc the +#ollowing
using the model:

Thcr.ﬁs still a lot of —~-—=- .

Pala isn’'t-a rich country.

"There's still a lot of poverty.
Pala isn’'t a healthy dountry;

Thnro s still a lot of diswmase.

(Dak:n, 1973, P 77)

(Meaningful Drill)
(Open-ended)’
truthfully.
Who is sitting op your left ?
Mary.is.

So you ....

*So I am €itting on ﬁari'é_riqht;

Who is sitting on your right 2
Sue is, . '
So you s e

So I am .sitting on Sue’'s lcft.

Respond to the following

proposityi ons

Hary and Sue are s:tting on .either side

YyOu, SO you ..

So I.am sitting between Mary and Sue.’

(Dakin, 1973, p.78)

-
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//Appeﬁdix~A: Th-‘Origin.l Drill s.mplu o N
- ' T ' - R
// isiQZ ' E&e mples Qeu!:uunu:t QcLLL o
' Too (Mra?xngful Drzl}) : . ;
///.P_ llnpfru;tibnsx' Respond to the in#ormgtién us{ﬁq éhu
VA - forms It/hg;is NOW ===>=, ’
/// © W1 Cued The cat has been kikled.
R;sponsgz It g; now dead.
gz , Cue:ﬁ K Frankenstein's mogster has escaped. 4
) °Respon;se: He i nﬁq free. o ' ' ~
#3  Cues - Harold Bys ﬁot wHat hilwantnd. ”
" | Respbﬁsﬁ: He is now contlnt. ’
| ’ (DAkin, 1973, B, 79
3:.106 QrLQLuaL Gxampler  Replacement.
Instru:txons' Rep}ace. ‘tha‘ direct object by the
' appropriate pronoun. ) .
ﬁ% K '%Mothz o 1 am buying the fypwr;tlr
// ' :,ﬁ;spons-: ‘," I'n& buying it.
#2  Model: - I1 amJbuyinq the books.]
- // :_"}: Reﬁpop;-r LI am bu§§ﬁg them.3 . ‘,“ e
;/ (Stack, 19?1; p.. 144) '
/ S.411" E;emalg; vBépl ns priry - . :», N

N Instructions:' R-plac- the appropr?at! ph(asé withf"y?”'

’

. #1  Model: Allons au cinimi.
'Rnéponsnzz " Allons-y.
J‘i #2 . Model: . (Allons & la gare.] , .
. - Responln:<' ,[Allons—ypi L. ' oo .
\e : e ) (,_‘4 ‘ . . L . , > ’///
, A : . (Stack, 1971, p. 14%5) w7
.’Q ‘ ) "’y‘;’ ‘ ' 3'02 N . N . " xf{’ ’ -

<>

‘f""
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t ° Appendix A: The Original Drill Sample .
¢ ‘ . B —
2dld Qciginal Examels: Eeplacement s <

- Instructionms: chlicc the number by the next ,high-r‘
“ number ,
O Model: Paul has twelve records
' Response: | Paul. has thirtesn records. ‘
» = s 4 N
"2 . Modeli. . [Sue bought three cars.) . .
A . i B -
.j Response: {Sue bought four cars.3 _
- : . ' ' ¢ .0
‘ ' (Stack, 1971, p. 144)
a o \ [‘
" 3118 ' Example: Replacement (Adverbs of %?uant'itw ",
' s :-'»-‘ T ' " . \ oo,
.~ .lnstructions: Replace the adverb of quantity with "beaucoup
- ~wda" - ¢ : .
Il a peu de . livres. .
. beaucoup de S .
PO S:116 Example ITransformation Drill
Instruttions: ' Change the verb to the future tense: ’ S
#1  ‘Model:  He's working at the store.
Response:’ He'll work at the store ’
#2 . Model: [I'm walking €o work. 3 ,
_ " Response1LI‘1l walk to work.] ,
T - " - (stack, ‘1971, p. 147) . L, '
? L
’ v 1] . - .
~ “ - . .
3 g}._n - ” ]
‘ ) ’ :-l ' ' .
- ' . ;

- -~ ' B ' * : " l\ . l.sos N '

¥s-
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Appendix A: -The Driginal Drill’Sample
T &

‘ ’ . s g .
- Gxample: Transformation: yerl fenses

Instructions: Change to the passé composé.

# Hode{i\; Alain commande un bon diner.

Response: Alain a commande# un bon dfner hier.
]

#2 ﬁodnll (Roger parin & nes .Mi!']
t Response:[haqer a parlé & ses amis hinn.]ﬁi"
. (Stack, 1971, p. 147) : .
2.118 Example: Iransformatioon; dicgét:d'insc:mlnt
#1 Model:  Si Paul est fatigue... o
Cue::‘ . 11 se repose. |
Respons.i 8i Paul est 4a;igué:il (-] r-posnrq.'\
*2 _'Modbls - [8i ngie-th chanceuse. ..l .
' -~

‘Cues [(Elle gagne.] S ' o
Response: [Si Marie est chanceuse slle gagnera.]

(Stack, 1971, p.. 148)
/ Y . o . .

. 3.120 | Example; Irapsformatigni Dpegation.

e ‘fnsfructiahs:, Make the statement negative.:

#1 Model: They're reading..

Response: They're not‘r.adina N
' [They aren’'t readingl _ co e,
[They are not readingl B

- [ 4

.#2 . Model: ° [Ha's walking.3

) i R-iponl-:[H-‘: not walking.]
' [He isn't walking.]J .

[He is not walRing.]

.’ (Stack, 1971, p. 149)

.
d . L *
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&

| - .
| S.128  Examelw: Icaosfocoaticor Compariscos

‘Instructions:.[HQkuethcvfollowfna sentences comparati

-
¢

*1 Model: .Eit- reloj es bonito.

Response: Este r.fbj:.i mas bonita.

. -

#2 Model: ' [Esta casa es grande.)

Respon‘n:[Esta.:asn es mdi‘qranq-.l

-

Complication: buen->mejor.

(Stacky 1971, p. 154)

?
. -
he2

“

3.127 , Example: Irapsformation: word order

Instructions: Begin each sentence with the adverb.

~ #1  Model: Der Brunnen ist tief. e

" Response: Tief ist der Brunnen.

#2 Model:s L[Der Antwort war falsch. 2
‘. . . . vy
. Response: CFalsch war der Antwort. ]

©

(Stack, 1971, p. 155)-

[

3.129 - Exappley Qgsssign”Eécmsigéﬁ . -
Instru:tfﬁni:h Make a quultisn by inversion
#1  Model:  Nous allons en'ville. .
- ' Response: Allons-nous en ville?
#2 Models CVous allez & la campagne. ]
Rdsponsi:[éll.z—&oqs ala campngﬁl?i

]

(Stack, 1971, p. 157) :

i

' Q

ve.l



Appendix A: The Driginal orill Samplc’ i o

22130 Example; Qhamn Icau:tn roption Deill-
Basic Utterance: He doesn‘'t study. T
#1 F?ngmnnt Cue: . . She K ' ’
_ Rg}gonse. ﬂad" ’ She domsn 't study.
#2  Fragment cuﬁiw; " They : co
Response: They don 't study. ‘ e
' #3 Siot Change: ".reaq ;ﬂ -
\ Responsezl - They don't ruad.

(Return to Main Point)’
#4 Fragment Cue:’ He

Response: .~ He doesn’'t read. =~ . o .

(St.q«,‘1971, p. 158). -

< 3

S.131 | Example: . Ee;:sg Sentence; cslasxx: erpnpuns
Instructions: Combine tha two short sentences 1ntn a singln
7 ' sentnnce using a relative pronouno '

.*1. Hodel' * The " man is a Joctur. ¢
AT CUI- .1 saw the man last night. )
. - } . . M . - N . V' B .
"Response: The man !l saw last night is a doctor.
- that e
e, who ,
. . . .

(Stack, 1971, p. 131
4 : - o
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Appendix A3 The Original Drill Sample

2138 Examoler Eaired Seotence: Conditional Seotences

Inltfuctions:A Join thc‘ufolloﬁing tdbt‘s.htnnc-s together
) using "if..." I ‘

i . . . Q
#1  Model: _The weather is nice. I am going downtown.

Cue: If...
“Response: 1f the weather is niceg I will go downtown
) . ‘ [1f the weather were nice, I would go
' . downtown.l
[If the weather is nice, I will be going
, downtown. ]
(If the weather were nice, I would be going
‘ downtown. ] .

L4

(Stack, 1971, p. 163)
A . ‘ 1
3.434 . Euample: Paired Sentences: tense linkages’

Instructions: pombiﬁc the two sentences, putting the first

verb- into the imperfect and the second verb
into the passé composé.

[}
A

‘f #1 Modely Al ain ttudin.) Je rantre. o

¢

Response: Alain étﬁdiait quand jé suis rentreé,

.#2° ‘Model: [Marc parle. Roger, vient.]

Response: LMarc ba?lait'quanﬁ Roger est venu.l

(Stack, 1971, p. 't6d) . -
W A | ’ s
* 4
< .’ ) ) \ W ' ' N
! - 7 (';A
. ) . . . . . A‘. g
Y J‘ﬁr 3Q7 . . N “. N N . :



Appendix A1 The Original Drill Sample
’ r

3.136 Example; Paired Sentence Drill

Instructions: Respond to the question aécordinq to the -

model: "The boy speaks politely"

o
#1 Model : The boy is polite. . -
Cue: «+ . How does he speak?
Response! The boy-speakw politalo/. ’ g

*2 Model: [The girl is careful.]

Cue: [How does zpe walk?] o

-
'Response: [The girl walks carefully.]

(Stack, 1971, p.165)

=2:130 Example: Eixwd Increment Rrill

Instructions: Complete each sentence by adding “hablar
- ! ¥lspaﬁol"

*1 Cue:

-~

"f El aprende ...
A '

Response: . E1 aprende a hablar espafiol .

<

- w2 Cuﬁt ' LEl racuerdal >

¢ '

&

Response:’ '[El recuerda de hablar espafiol.]

. [Le gusta f..i
\ gnsez [Le gusta hablar espafiol.]

. (Stack, 1971, p. 169) °

— 308



- " Appendix A1 The Original Drill Sample

¢
-
Y 14

; “=1.142 E&nmil: Analegy Drill - Iag Qu:!tinui

. Instructions: Respond Q‘th- affxrmnt:vc using the mod.l
3 Yeeoeeoeaes too." ‘
L #1 Model: I read a lot of books.
LCue: How :béut Paul?
- ‘ Response: Paul reads a lot of books too. B
%2 ° Modsl: CThey eat a lot.1 . e

- f Cue: {How about Carol?)
Responae: [Carol sats a lot too.]

(Stack, 1971, p. 171)

r . .
‘ S:133 Example Analogy Drill - Jag Questions
. Inqtruc%ibns: Apply the adjective used in ‘the first half of
. T . each sentence tp the noun suggested in the
. ) second *half.
\ N #1 Model: La pluma es negra.
. « & Cuer Y el 1a 1z? v ’ -
RV BN | ‘ P
. £ Risponsn: El lhpxz nﬁpnlgro. :
. , 4
» . %2 Model: CEl profesor es altol
\ . ¢ o ' :
X \ Cuws LY la.profesora?l ‘
\& ( o , X T e
T "7 _ . . " Responsae: [La profesora es altal : : ‘ 2
I )

(Stack, 1971, p.. h;7’ : '

v

( | .
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Appendix A: The Original Drill Sample

=e 184

o

<

. Examples

Instruct:;§1(\

“

gt

'
> . . e .

Question Drillsg ‘ you-l convecsiQa

Answer the qucsfiuns affirmatively,
using "I". . AT

#1 . Model: . Do you like music? o -
Response: Yes,-l1 like music.
) - Yes, ;\do. .
#2 Model: ° Do you attend the Sunday concerts?
Responsey, Yes, I attend.
. Yes, 1 attend thgm.
b Yes, I attend the Sunday concerts. o
‘Yes, 1 do. o ' «
h (Stack, 1971, ps’ 179
2:133 Exacple; Question Drill: narcatioo seausnce
Cnntexti \(Stnry}‘ Little Red B}ding Hood)

Instructions: Answer th.ﬂaqustinns tﬁ‘kh%ully{

#1

»2

~ Response: No,

Mode] 3 Did she like her red cape?

Response: Yes,
Yes.
Yes,
Yes,

etc -

Model : ‘ bid

No,
No.
No,
" No,
etc.

she liked it. , = -

-shHe did.
she liked her red cape.

:
1

she,use‘tﬁe Cadillac?

she .didn’'t use it.
she didn't. 2 . .

she didn‘'t use the Cadillac. ©
she didn't have a car. S

S

(Stack, 1971, p. 160) : SR

’

£
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Example: - Question Deills: dic::tid Answery.

i

Appandix Ag The Original DrilJ Sample )

4

1nstruction|:,,ﬂnswnr affirmatively usinq tho cue ward.

»1

*2

-Model i DDII Robert study his lessnns?

Y

Cuey_  always. . o
Response: Yes, .he always studiuﬁ-hiq,lnsséns. -
Mé&plx(, Does Gmorge work .on Sundays?

Cue:r ~ sometimes

" Response: Yll, hu lomntxmns works on Sundays.

' (Stack, 1971, p. 191) S

. s
-
© ]
4

Example: Non-Gommunicative Intecchange

Change the sentehce. from. prnsent to

_ Instructionss.
N T ) past tense
- Model: He ur?tl;'i lot of ;ssays:,_‘ R
Cum: He Qfogé a lot of\ossays.?‘ | ;
o ~ ' (peile, 1979, p. 115)
§LA§1 EﬁlﬁEl!l\ Isolated EémmgniéQSLxs Lntsrsbengis .
' Instruct\onsx Aéé : y-s/no question blﬁld on the statamnnt
Qiven. - .V ' -

#1 ,Mod.l; f‘v; alway; wantnd to run a garaqa.

N P

~

\R-sponse:‘HaVe you 7/ ' ' , b

-

Mndil: Mr. . _Sharp's talking. to thl dzr-:tors
P aftnrndan. .

3
[

<

" Response: Is he. ?"' ‘,’ R . -

43-11., 1979, p. 115)

. ' P I

v
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§L1§2 '

#1

o+

#2

.Modei; - Iiye always wapted tolrun a garag-; .. ' / ‘
Résponseg,Have:you ? ' . ‘
Modél:A' Mr. Sharp’s 'Qaikiﬂu_tofthe directors this
. '%f§¢rnooq.‘ oo oL - |
Response: Is he 7?7 . e - ' T
(Bwilw, 1979, p.-llbi . .
Example: Conngcied sempupicat tive LHSchhsnng:
Cue: Y Amk Helnn whether shn lik-s playan tennis.
Response.-bn yau like play:ng tlnnil, H.l-n 7
Cue: . Ask Thomas whether he nnjoys listnntng to:

.#2‘

ndix @1’ Thu Drigxnal ’Drill Sampln

s~

. Eitmnkli lznlntld connuonicative iutlc:hnnqti in n
gituational cootext o

&
»

Context: dnhn is trying to carry on‘ a convarsation

w:th Colin. ’ : .
, Instrictions: But uhatnvnr he Iays, ‘Colin only ng.l ‘a
: ’ polxte ruplya;

classzcll musac.

Response: Do © you lnjay stt-ning to classxcnl mus;é
Thomas 7 .

-

. (Bmila, 1979, p. ;16},

cay
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Appendix A: The Original Drill Sample

’,

/ .
Exadoles Conoected cqmmunicntlx:,Luggr:hauntt in a

S.iw4
o situatjonal context
‘Cnﬁtnxt:.';inda': ill. She’'s in bed. Mrs. Scott has
" -got some hot tea for her.
_Instructinnsi ~ Take' Linda’s part. You don‘t want
o anything.
- ﬁDdlil . 1've got some hot tea for you, Linda.
"chsanllz 1 dqn't want-any hot tea.
#2  Models fhen(havc some milk. ' A \
Response: I‘donjt uaﬁt';ny milk.
. ‘J _(Beile, 1979, p. £17)f
| 3,189 Example: - No Qéﬁig;&ueli§e£ign (Nan Communiéitiv9>
Instruction: [Dé;c?ibc° what 'the 6;rson sells, using' thu
L model : The XXXr XXXes obJe:t b
,*I © Cues ‘ﬁhker' - : bR . f
Rgspénsa: The baker bakes brg?q.‘ SO (
‘;2 . Cue: 'lAQ;ICquDClr ‘J 1
hespoé%q: Thelgrnnngrocar‘sullﬁ fruit énd.vnqetgbleén'
(Bhilw, 1979, p.121) . f
/ - o .. . } R
' EiSe  Examples Dialoa-liker Not Contextualisable E
, ;In!truct1on= Answer the questrons o o : r
o Model:  What does the bakcr do ?
Response: Thn bak-r bnk.s bread.
w2 Modeli whgt“dpcs the grlengroc6: do ?

Response: Thn,gfcnﬁgfocef‘lnlll fruit and vqgltabins;

. , &
(Beile, 1979, p. 121> . .
313 - n e

“« i .
. A
0 1 ¢
. , . - ’
H o N
- .



e o e i o e, ' [}

: fg Appendix, At The Original Drill Sample L g

N ~ ) . L.,_ . - ',Y .t
,:‘3;1§Z,~ E&QQBL!L Contextualisable . : S
"*Ipstructibn: Answer the question by stating that you -“do"f

" your omn., .

*1 Model: Where do.yoq‘buy your bread 7 -
*» . » ’ . 5
Ah-sponsez,we bake our own bread. ’
Model: Which greengrocer to you 96 to 7
) Response: We grow aur own fruit and v-g.tablll.
- ) S : ,
(Beile, 1979, p. 121) R i !
' 3.158 Exapple: Manipulative Drill
Instructions: Place the words in the correct ‘places.
#*1 Model:  We haQE ~-é1 milk, but we don’'t have -—
- ' ' cream. - . : '
'Cles some/any : : :
.. Response: We Have some milk, but we don‘'t bhave * any
' . " cream. - ) ‘ L,
" #2 ° Models We don‘t have =-—- milk, but we have ----.
. cream. 3 ‘ ‘4; . :
- '. Cues some/any o
= . Response: Weﬂ don‘t have any milk,' but we: have_.iaml

cream.

: ‘ (Robinett, 1978, p. 210)

il
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App.nd;x A: The Original Drill Sample *

Example: Comnunication Drill

3,139
‘Instructions: Choose the :a?rnct‘uofd,fur mach case
: 5 :
*1 Model: I d like ———- ®ggs, plnas-.
Cue: som-/any . '
Response: I°'d like some nggs; please..
[V ﬁodlla I'm morry, thire ar;:$¥ -—== laft.
Cue: some/any
Response: I'm sorry, there aren’'t any lcff.t'J
#3. Model: Do ybu.havq ~——= milk ori-—-ﬁ crqg&,?
Cue: | some/any 2
Respénll: Do you have soma miik.or some cream 7.
. any . any
' (Robinett, 1978, p. 211) *
o ¢ i .
22160 Example:  Meaningful Qcill 1 (unpatterned)
Contexts: A Agrratzon descrlbxng Robert’ ; vimit

~

Instructions:

#1

2

3

A1

Models

Rpsponsei

'Hodc{x
Response:

Model:

. Response:

rnstaurant.w,

Respond to the questions truthfully.

Where did Robert go ?

He went to a restaurant. :
When did he arrive kd

He arrivad at seven-thirty.
Where did he find a tibla ? . .
He found a table near the window.

(Stack, 1971, p. 13&)"
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Appcnd{x Az The Driqinai DriIEQSampln;

. ' + . -:‘ - ..
Exasele: ulauxnniul QctLL:Z (patterned) - . - :

Instructinns: Rcspond to the sxtuat:ans appropr:at.ly usinq

#1

#2

#3

the 'model:

Cue: -

" Response:

Cue:
Rqsponbiz

Cue:

‘e

1..§espbh§e:'

st

"You must ... , ‘ )
Hy pnncil-ﬁbint is broken..
7 T . " s
You must sharpen it.. .
My hair is too long. | -
_You must get it cut.
My phone is rinﬁinq.‘ )
You must answer it. = ' k /
(Stdck, 1971, p. 137)
4 . . 2
;A. . - " .
- \"\ 1
5 e DA
;o . TG .
.‘:; ~ (A o
, .
# '
* ' , ‘ ,
y
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Appendix Bi Table 3.8

- N

Summary of -Operational Classification based en

e T e S

.

Response Model

Siaple Operations: Only one discrete og:::ﬁigp/tn perfara

{Type of Operation: Final qoil,of the operation 15...)

L

I, [nsertions intp mpde} ' <"
&, lnosertien of tue into spdel: G =) )

1. 34 Dacanay Sxiplo Substitution  °

3. 36 Dacanay  Mowing Slot Substitution !

b, 3,9 Dacanay. Transposition Transforsation

7. 3.0 Dacanay ' Expansion Transformation

8. 3.1 Dacanay  Expansion Transformation

1. 3.2 Rivars _ Double Substitution

34, 3.40  Robanett Simple Substitution o ST

36, 3.42 "Robinett Moving Slot Substitution
- M, 3,80° Cook Plain Substatution
45, 3.81 Caok Sequence Substitation
56, 3.118 Stack ' Transforsation: directed incresent
57, 3.120 Stack Transforaation: negation-
58, 3.12% Stack Transforaation: comparisons
9. .14 Stack  -Question Drill: you-l conversion

a

B. Insertion of secondary eleaent into agdel - E: --) MGy ()

-t B R Dacanay Correlative Substitution

. 8 334 Rivers  Type Al Cospletion .
" 29, .35 Rivers = fype A2 Completion e :
385, 3.4 Robinett Correlative Substitution 1

. 55, 3117 Stack Transforsation: verb tenses
© &7 83, 3432 Stack  Paired Sentences Yonditionals
+6b, 3.140  Stack®  Fixed Increment
87. 3.142  Stack  Analogy Dridl: tag questions
88. 3.143 Stack Analogy Drails tag qulltxgpg‘“

s . o7 x
£ .

Cc Insertion of wipesnt traggered by cup  Ci-dEa--SMi() °

15, -3.20 Rivers  Sisple Substitution

N 21, 3.28 Rivers  General Conversion ”
Ne_ 22 3.29 Rivers = General Conversion
0. 3.4 Robinett Reduction Transformation. -
i} - H. L4 Robinett Response Transforsation .
6. 3.2 Cook Lexacal Pair Substitution

", '.' LY 1Y Cook Lexical Sets Substitution .

\ ' © 317
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Appendix B Table - 3.8
, . ” . < ' -

48, 3.64 Cook Lexical Neamng Substitution’ Lot

49, 3.65  Cook - .Pronoun Substitution
o 50. 3.66 °  Cook Knowledge Substitution :
" ‘ 51, . 3.106 Stack Replacenent -
- © 52, 3411 7 Stack  Replacesent - :
54, 3.014  -Stack  Replacement y

-

L. l&i!t&l:& of elesent triqoered by deletion of cue Mo =) M- + L1 (ks

21.° 333 Rivers  Type A Deletyon
E: Frep logertion  E 4> WD) . .

26, 3.32 Rivers  Type B Expansion :
. 30, 3.3b Rxﬁlrs. Type B Caspletion oL

s P
1l. Resoval of redundant elements  MisRds --5 Ni--'
. , C10. 313 , "Dacanay . Reduction iranlfurlation
’ 23, '330 . Rivers  Coabimation Conversion
' UL Reserder of wudel elments - :01302) =) w201
b 37 ‘ patanay Transposition Transtorsation
S. 38 o Daganay Transposition Transtorsation
1. 3.14 - Dacanay Integrataion Transformation
5. L1 Stack Transforsation: word crder
* . 40, 3.129 - Stack Question Formation ° -
19: Production of new slesents; basad on sodel Ce==DRe==) (M)
© .. L3I Rivers  Restatesent Conversion
3. L3 Rivers, Question-Answer Practice
o 32, 3,38 Rvers.c  Questibn-fnswer Practice .,
. _ 337 439 . Rivers  Rejoinder Exercise )
\ : 42, 3.54 ook Typrcal Drill .
DO . 70, 3,445 - Stack . Question Drill: narration sequence
S ’ - ) o
v ‘ Gblplcx'uiirafionsz ‘Thi application of aore than one sisple operation rlqutfad'
BULTIPLE ggggé[;gug:b Hore than one discrete bpiration of, the sane tipe
* Lo Insestion + [nsection, proseted by the wase Cue
. 9.7 3.2 . Dacanay Transposition & Expansiop
3Tt “ 4% 3122 - Rivers - Correlative §ﬁbs§itutxon

"84, 334 Stack  Paired Sentences tense linkages |

<

316

-

v

™

<



-

Appendix B Table °~ 3.8

4

1% Broduction of nes tltitu@i. then wneertion

G

°

Ue lneertion of cues then [nserticon, prosoted by cue -
8. 324 °  Rivers  Multiple Substitution - - : ’
19, 3,26 Rivers  Seneral Conversion ‘ ..
© 25 3.31B Rivers  Restatesmnt Conversion ’
-3, L& Robinett HMoving Slot & Correlative Subltitutlnn
© b5 3,138 Stack Pairsd Sentance . S
-

i

- ls Becorser, then Be-order

12, 3.15 Dacanay Intograt:on + Transforsation

' n[xgn QPEQQ[[Q[S: Hore. than one discrete npnrntxon nf different types

\

L Toagrkion ¢ feapal . - -
r 10, 3.43 bacaniy Reduction Tranformation ‘ T e
4, 3,18 Dacanay Integration.Transtormation with Reduction =
AT B vanr: Cosbination Conversion . - %
d1: Josrsion, Shen Resovals Shen Insertien ~ . .
82, 3.131-  Stack _ Paired Sentence:s relative pronouns ‘ *1\ L.

"Il Rezorder, then productizn of e tlenent

38, 3.4 Robinett Transposition Transformation
LR L Robinett Integration Transformation

ﬁl. LTI Stack Question Drill: directed ;nsu;rs . .
MO
1 Iosmrbien or Bessrdst ‘ V. L

20, . 3, 25‘ ) Rivtf:~ ' Glncial‘Conv1rsion /

v

lh Lmr.mri um:&?. r losertion, ﬂm:m. l o e
61. !.130 - Btack “~cp.xn Ir;ns#ornatxon ' ‘



.,

Aooendix @ Isble 3.9

Detailed Analysis and Categor i.ntmn ‘ef chl. Euml.u ‘j~
according to Cue mq Response-Model: ,
¥

1. This table :Dntaxns excerts from th- original drills
listed in Appendix A. For a complete undnrutanding of the ’
nature of a drill example, reference should pe made to the

o

original. . ' Py

2. For a. :ompletu undnrstandan of this tablu, r-f.r.ncn
should be made to s-ctxonran7 of thn t-xt.

3. Symbols and corventions .used in this table:

" C - The cue (where the cue is presented as part of a
: cue-framework, this is noted. Only the
* - raw cue is shown here, howeaver)

&

M:,',' "Thu response-modal | ) " ‘
C: +M: T:e response—modzl,j éith the cue imbedded w{tﬁin '
, 3 N o
R:- . The i-arner s rqspnnse,: in cases where there isﬁ
RO explicit response-model -«
-.Rda ’ "Redundanﬁ elements which must he‘rémovcd from th!. h
-response—model . &
.'M{+Rd: Thn rcspeys.-mnde%, containing redundant olum-ntl
"tJ , \ Anjxnsnrtxon-slot in the rnqunqn-mndn{.
C13 Positional slots | - 4. .
Cxxx1] -; An . insertion-slot .in the - r.sp;ns-;modni,

‘ ' containing the original mlement which the learner
- . "  must replace with a new slement

525‘ a. A cue imbedded within'th-‘ruipons--modnl, . 3
' b. Redundant elements within the response-model Pz

;—-—complication A situation to be considered in outside ”
: of this table ~

—. An action of some sort. For .xampln:

C: ——-K\ Mz refers to the action of insnrting
; the cue into the model .

[, . ! . >

~, \
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| Part Qnes

3 8 3.1

Table 3.9

(NN N "
-

'ﬁilplo Dperations: bnly one d‘i’scrit!‘ operation to perfora

{Type of Dperation: Final goal of the operation is...)
I Inuzmﬁ inko wodel
Lz == #;00 -

" [nsertion of té aogdel:

. L 3.4 Dacanay Sieple Substitution
. Ct amay -~ #: 1'a going [} e
Ci later .==> M1 1's going (] o '
30 3.4 Dacanay  Moving Slot Substi tution

e s b1 toniqhi_ - M The ) Teaves {1 at seven.
Ct but «=) Mt The {] leaves [ at seven,
b 3.9 "Daunay' Transposition Transforsation .
“ * a ' ' )
o, - Cidorse - =) W Mather sade (J'a dress [},
- Ci to-ae  * ==>  Mi- My friend gave () the pen 1.

: 7. 3.0  Dacanay _Expansion ‘lnm!omhoﬁ

s “Ewo . M _The [) napkins aFe dn thl table,

Cropaper  ==) M1 The [ two [) napkins are on the table. i
- ©Ciopretty  --) M1 The 1) two [ paper [) mplrms are on the table.
MLThl 9] tuo {) pntty ] papar [1 napking are on the table,

Gt yellow -
by

-

g Dacmy Expaniinn Tnnlfumtaon
C: ahuys --) > He IJ s () on tise [),
Ci.. almys: =) Hx 1 () write [] to thea [).
C: regilarly =) M2 1 () write [) to thes [). .
Ci -now . ==) "M Hell%s ] lnving U.

-

S lbe 321 Rivers noubu Substitutwn

SN o

o

I you want it

A 321

"

--) m (41 hnd xtl {1'11 give it to you].
he'll sell’it to you =) M3 Uit you untﬂm (1l gm it to youl.

\

8



Append1: H:

34,

. 13
e °
= 36,
P
a“.
\d‘
. 45,

. S,
57,

\_ -
. D

Table - 3.9

340 _Robinett Sisple Substatution
.Ct pen "-=) M:. The (] 15 on the table,
L3 box =-) M:  The [} 15 on'the table.
3.42 Rabinett Moving _Slot Substitution -

. u ’ 0
L+ he == .M (Shed (boughtd-a fcar) [yesterdayl. .
C: house  ==> M (M (boughtd a Ccarl [yesterday).
€ last week ==> M:  {He)'[bought] a fhouse] [yesterday).
L:  sold ==> Nz (Hel (bought] a (house) ([last weekl,
e b0 Cook . Plain Substatution -

i whisky. ==> M (1) Clovel € ),
C:  hate ==> M “[1) Ulove) [whiskyl,

g coaplication '
t Correlative change to other sleamnt '
G He - =<3, M (1) (hated Cwhiskydv -

2, . B He hatel) whisky, ;

'3'.61 Look Sequence Substitution .

' lsolatiun' of cue fros :u; framevork.

s-meesiomee-cobplication

skating  -=>- M

] Dhy I prefer L1,
G walking -=> M

Ohy 1 prefer (3. -

[

3. 118 Stack Iransforpat:oﬁx directed incromnt
C: ‘xl‘ se repose ~+) M éi Paul est htxqu; 0. -
C: elle gagne --)> M 51 Mirie est chanceuse (.
P ' : --co;pgxtat:ou
. % cue changes in fora to confora to sodel ‘
3,20 Stack Transforsation: negaton. oa
t Forealized nriu:ycue isplicit ' ,
s : seves --==goaplication
C:t not == W They L[] reading. .
: not ==} B He ) mlking. o
: - —_— T reremsy --cosplication
t Fors of cue can change: not/n’t x -

-

v
- [}

4

.

L Y
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Appendix B: Tablé , P

v

\
’ N \Forulmd drills Cue is isplicit
v

1

e e g,

v

’ ‘ /

8. 3.125 Stack  Transforsation: cosparisons

- —emmereacesas :nnphutx'ori
G m/n: Esteireloj es [) bomto,
L1 ais M: ,Esta casa o5 [] grande. .

69. 3.144  Stack  Question Drill: you- conversicn

1

#1solation of cue froa cue framework

T et --- complication
‘ L1 Like ausic . ==> M: VYes, 11[]
Ct attend the Sunday cnnnrts =) M. Yes, 1 0]
cwns ; comsplication
?\ * Fors of cue can change: ... da/attendlatttnd thes, L
Ds Inpertion of secon rx elseent 1nto sogel B -y ml: 0

{Cue 13 inserted, tngqmng correlated change effected by’
insertion of‘n:,ondary thnnt in another position in

lbd!l ) o
T ‘3.5' . Dacanay  Correlative Substitution , D
itz Where [) Jogt live? P
ey Where [) the bdve l‘;u?' .
28, 3.34 Rivers  Type W1 Cospletion e
| l illsohtiu\nh of cue from cue franewmork ’ "." |

Ciely 11 gsaw hin 1 () tell hin,
Caeme 14 you took it 1 [ tell.han.
Cien: 1f she coass I 1) teld Mo,

29. 3.35  Rivers  Type A2 Cospletion

-

~

tlsolation 06‘ cue from cue frasework

- smenemmens r--colphcmon .

= -- - complication

CasM: A person who byilds houses is a (),
Ci+: . A person who gg{,{; et isa il

N
35, 3.48 Robinatt ‘ Correlative Substitution

’ .
v Ciels Bary gngd John [) studying.
Ciels By brother (1 studying.

g 323
CON
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Appendix B:

55 .

&3,

66,

7.

tisolation of cue froe cue frasework

r

Table 3.9

-

3.117 Stack ~Transforaation: verb tenses

!Pa?tially'Furna!tzdﬁ Drall

. —-—-- R “-----tosplication
, CisM: - Alain. (] uh bon daner hjgr.

CieMs Roger [) 3 ses amis higr.

3,132, Stack  Paired Sentence: conditionals -

Cielf: = If the weather is m:/f, J 1) go dburr_toun.
C1es If the weather were nice, ! [J downtomn,

t

3.180 Stack Fix!d In;rtnnnt

tisolation of cue from cue framework

' complication
Citl: El aoreade L) hablar espafol, <

CieMs El racuerda () hablar espafol.
CieM: - Le gyusta 1) hablar espafiol..

£

3.142 Stack Analogy Drili: tag questions

.

: : eem=ncz==--=-=--toaplication
Paul {1 & lot of books too.

L
C: Carol [ a lot too.

LLH
L
3.143 Stack Analoqx_arill: tag questions

tisolation of cue froa cue frasework

) meesesesssecesscsmmcccsesccscsscunconnne cosplication
C:eM:  -El lapiz A5 £
o Ci¢M:  -La profesora es ().
? . ] . 5
C. lnsertion of element frigqered by cue - E1-9Es - 1)

-

{Cue itself is not insrrild. Cue triggers thditt,of |ﬁofh¢r

elenent %Fﬁch is inserted in its place)) .

135,

[y

%
3.20  Rivers  Sisple Substitution :
tIsolation of Cue fros cue frasework ' : .
‘ pemm=mans coaplication
Ct uncle M5 . Yes, [ ‘s across the road.
C: sister - Ms  Ves, [)-'s across the road.

324



Appendix  B:. '

’

20, 3,28

.
*» . L

Table Z.9

oy

Rivers  General Conversion -

Ciher sother~ Midanet read [3 the letter (1~
Cithe letter  WtJanet redd (] to her. -

o .. her sother ==>*her* in one location

2 IR

CLut

Ciher -

*to her® in another location
L] '

Rives  General Conversion

N:l gave [] to her,
N:1 gave [] a car.

&

o, Choice of aodels

1 gave
1y

/ T 40, 38

*1solation of cue from cue frasework

Lo her/I gave her []
{3 acar/ 1 gave a car [)

Nodel dependent on pravious ites

* Robinett Reduction Transformation

:uinl i cat‘i on

cosplication

L

C: mow
"Tr fin

t o, .

‘the Tawn

conplication

M: She's going to have [

he sidewalk M- She's goidg to have [)

A, 3'.47‘ " Robinett Response Trmsf:}utld

!Iso’létiun of' Cue fros cue frasework

%

3\

¥ i cchairs M Yes, just a (3, please.

M:  Yes, just a (], please.

° K C: help
s , ¢ - Lo
e . 46,362, Cook . Lexcal Pair Substatution

% h

tisolation of Cue fros cue frasework

complicakion

o

»

. Ci young M: Mo, he's 2.

Ciorich M Moy he's (),

8. 1.8

4

a

F(;ok' ' Lexical Sets Substitution

tisolation of Cue from cue; frasework

:olplxcitinn

T 0 Tuesay
C:  Sunday

M Codldn't you.ses hin on [)
M Touldn’t you see his on [) instead?

cosplication
instead?



Appendix: B ‘ ) ‘Table 3.9 .

4

8. 3.64 . ook Lexital Neaming Substs tution

» 1
G It's raimng o M Howld ! )

;o . ", Ci The Sun's come out! M:  How [1.!.

8 oA, 3,68 Cook  +Pronoun Substitution . | .

¢isolation of Cu2 froa cue framework . ' g

== -—- caeplication

C: he M Oh yes, [) was there, -

C: she M Oh yes, él nas therr,
[)

¢

!

50.. 3.66 . Cook ~ Knowledge Substitution

i Who wrote Hamlet? C oM D dd
C: *Who was Quesn Victorig's husband? M: (] wmas.

St, 3.006  Stack  Replacesent

tisolation of Cue from cqi Sranwvork

. conplicitxon
C: typewrater M: [ as buying (3, © o
L C: thebooks M ‘f. a» buytng [),

.“52. 3441 Stack ﬁrplauient :

#Forealized Drill . o N
, : e eneniena me--cigt-complitation =

Ct au canema A -Allons L1,
. " Ct 4 1a qare M Allons ).

v

v
-

56, 31 Stack  Replaceaent. - -

l'lso!atum of Cue f"a’ cue. fraaework - S i

: ¥ eees tonﬁh tation
€t tuelve M:  Paul has (] records. PR
€t three M:  She bought [) cars. '
. { .
- _c‘ -
: ' <
’ "

- 326
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' . Appendix B: Table 3.9 o

' - ‘ A ’ L - . . ' "
’ Q.. losertion of eleweot triquered by deletion of gug, = Mi¥C: ==> Mi=- 4 [1 (-<Er

{Cue 13 deleted, triggcrinq” correlative change effected by
insertion of secondary elesent in sodel.)

! Y 1 fuvers  Type A Deletion T e .

~

- Foraalized drill: Cue is ilplltlt)

' : cosplication.. .

C: n't M:® They have--~ (] cofiee, . ' A

: Ct "a't M Bhe did-- [} . *,
v ‘ : '

’ 1
VB Eree Insertlop B =) M)

d

,

~N

. 2. 332 Rivers  Type Btmpangi on
M The [J nan Crosses the [] street .[).
30. 3.3 Rivers  Type B Cospletion T

N: “She has decided {) - ) <
M You needn’t [3 '

e Besoval of regndany oty . Miskes =-) M- |

Not Present 1h Sispld Operations

s Y

10, 3.13 Dacanay Redu:tinn‘TnMorntion

. . ‘ 4

.. G ==>mN o S P

- L1 noisy K
M: The {) children (] who were making a lot of noise...

R 2, K The noisy childran who were making a lot of noise ...
B | . R: The noisy children ... e

23, 3,30 Rivers - Cosbination Conversion

T "l; C: Gave ¢ the keys ¢ 1 leét you the keys. o ’ .
M: Give se the keys (] I left you the keys. "o )/“

_ C3_Don't close the door + The door has just been painted,
* .M Don't close the door (] the dogr has just besn paintid.

. 327 .k
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Appendix E: Jable 3.9

*
© ’ f - -

’ .
L1l Recorder of sodel slesents  M:[13(2} --) Mi(23(1]
§, 37 Dacanay Tr‘m‘spositinn Transjoraation
M CThe girl) Cig) trmadyd, =) 120 [1) (302
. (r (21 . (3 .
N:  [The boyl C[is) [comingl.--) [2) (1) (3]?
5% 18 Dacanay  Transposition Transforsation
K (Ths |orni|igl the was.fered. ==) (2] (10,
o mw : 2] N
UH lﬂccafxonllly]'lh!‘colls herel, -=) [2) {11,
B § PN 7% L R Daca'nay. lnte’gra'tit;n_Tnnsfornhnn
N / [dho \n‘de the report to the principal?) (Do you know?)

n (21 . -
RSN ) -

<. . R .- vhe weepemmeceeemes césplication
, tother interpretations possible R K

590 3r127 Stack Irinsforntion: word order

M- [Der Brunnen] [ast] ' [tiefd. --) 133°[21 (11

v et : . o ;33 . b
v . M:  (Der Antwort) (war) [falsch).’-=) (3] £2) (1),
- 60 3.129 Stack  Question Formation . .
', ' o H. (Nous},(cllons] enuvi‘lh. C ey (21 (1 en .vil,le.,
NSV 43 co :
M (Vous).[allez)'d la cispaghe --) [2F (1) ala ..,
L . -~ S
. 1% Proguction of neiw eleaents, based on que  Ci--dR:--)(M) . .
2 LHAC . Rivers _ Restateamnt Conversion L
Lt Tell George your nase 1s Romald, IR
. Ry George, my name 15 Ronald, - e
’ " -1 ksk Alice where she’s going, L
v " TRy Where are you going, Alice? ) -
. C1 Ask her_to wait for you. ‘ e
Rs ~Mait, please, e
Alice, wait! ‘
. . Alice, mait up! .
. . .tc. . /‘ s
- u ’ ‘ | -

328



Appendix B Table: 3.9 ' . )
3. LW Rivers  Ouestion-Answer Practice
C:  Mhy didnt they come here before aidnight?

Ri " They didn't cose because there..,’
' €t Do you often stay out late at night? "

)?/ﬂn I go hose early because’l ...
33, 73,39 Rivers Ruqmdcr E;m:m

\

- ’ ' L Didt;'t get the job. Just got there as'...
’ R: Tough luck! a . N
Too bad! .

Sorry about that!
Ci  Gee you at the bus stop.

. RS Ok. - . R .
- nk‘y. . “ . ' . \“ﬁ . . A-
sur.o n" ' ©
Sorry, can’t sake-it. ,
' 42, 3.4 ook Typical Drill o
# Forsalized Drilli  Negative answers
€3 Is Bull playang tennis tonight?
R:  No, he's not. (going to play),
© No, he 1sn’t lgoing to playl.
Bill .4,
C: ' Is Susan helping her sother this w:mnq"
. "R No, she's not gotng to help. ;
) . No, she's not mlp:ng her, B
. ete,
N o _‘ 70 3,145 Stack‘ Question Oriils narrmd quuence
L: Dld she hke her red cape? ‘ ,
Rt Yes.
Yes, she did. N
. Yes, she liked it. .
. Yes, she liked her red cape, oo
32, 3.38 . Rivers  CQuestion-Answer Practice
-7 C:  Does it live on a fara? T
Rr Mo (mediated) .
coaplication

C: Give ae 2 question to distinguish a rhnoceros from an elephant.
R: Does it have a horn? "(unsediated)

" ‘

329



Appendix BH: . TabBle . - 3.9

Pgrf Two:

Cosplex Operations: More than ‘one siaple opiratxoﬁ

- MULTIPLE 9253_119§§= More than one discrete operation to perdors

?

Lo

e

[nsertion + [nsertion, prompted b the mam Sue

9. ‘.12 Dacanay \ Jransposition & Expansion . A
1, Insertion of :::bngirj eleaent 1nto lodll; E--) M)
*Formalized cue = not=-)n't | " '

L hm he 13 nt [like) coffee,

. d b, oL

177322 Rivers - Corcelative Substitution

1. Ihsertion of secondary #leaent into sodel: E3--) nigt)

oM Yor {1 () lunch,
o b

1

. 3 134 stack 'Paxrid Sentence; tense linkages

iParttally fornalxzod Cue: r .

T an . b, rlntre . . .
" M ALkl quand esiis (. . o
d :

a . b !

Insertion of cus then Insertion, !caangtd'hz w

18 3.24 Rlvers ' nultxpll Substntdtidn

1. lnsert1on oi prisary elesent into eodel: C:--)'Hi[].
CiPeter o
Hx[SBcJ br:nqs too many [penciis] to [s:hool).

2, Insertion. of so:ondary eleaent anto |od|l: E°--)Hx§:[l

'c:+n= Peter lbrxngp] {too many] pyngils to s:hool.. .

Qe === R a1 . - '

v \
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Appendix B: - Table . 3.9
, 19, 326 Rivers. General Conversion A I
v : : . :
N ' tforsalized cues Do'IDuls T,

\

L 1,  Insertion of piiiary elesent. into model: " Co--) Mal)
. L . - ‘g, ﬂ‘\ .

- ‘ L:Do/Does
' * ML) Pgter has a new car.

YRS

-2, ’lnsor*of secondary elesent into model: E:‘--V)Hxl;;,l].

~  CieMs Does Pyter [has) a new car”

.--.?)

N 3.}13 ﬁivtr_s Restatesent Conversioh -
Ve tForsalized Drill
. | \ " . L . Insertion. of tue into wodely Ci--M0)

~  [ishe °, . : ' .
- MShe said E) L) just arrived but (1 [) leaving in a few

C oo b _ L sinutes’

Y ¢ . 2 Insertion of 'momry eleatnt 1nto models E1--MM3Ci() '

Ciell: ©  She said ghe ¢ ju-st: arrived but 0 (] leaving in-a fow

e '37.‘ .43 Robinett nmng' §lot & Correlative Substitution.

1, [Insertion of pria;}y eleamnt into sodel: Ci1--) mll.

Ciyesterday
M1(Shed is buying a car {todayl.

E . : 2, Insertion of secondary elesent into sodel: Ei--M:fil) .

anutes. - .

' . ' t:'nn:‘ §l\g [1s buyingd a- car yegterday. _ ‘

- Co smee) «:

y-© 85 L3 Stack  Paired Sebtence

-~
1. Insertion of prisary slesent into nﬁo\l; Cz--)i ‘H:(J

1 !

. Cispeaks p
-, HiThe boy (iNgeg



: Appendix B

C %l

. 1l Recorder, then 'Be‘tm!c

12,

1. Re-order nf-nndel'.ilntnm MiL13023-->%s04312) .

e Rn-ordor of aodel olonntn ll:ll]lZl--)HtllJlZl\

Table K -~ 3.9 - .. . C

‘& lnsertxon of mondary eleaent tntu lodm E:--)mml '

i:un. The boy !D!!!! Ipohtl) .

----a-) a

}.15' Dacanay lnt‘ogntinn & Taanspasition

sPorsalized cue

Wt

M (1) Who is he? - o
I21 nn you &nou’

Mt 9o you know who {is) Che)=->Do you know 3]34)
S S S I ¢) .

.13 Daéan'ay Reduction Tranformation” '- L

1, Insertion.of cue intd sodel: Ca--Ns 13

-, Ly novsy : @

\ Q9

W The [ children 3 who wete nkmg ) lot of, noise were nnt sto bed, -

2, : flesoval uf,redundant eleaents: HuRd:-v)ns-- .

MieRd: . Iho nnrsy 'chxldnn"nhn were saking a lot '
L o4 poise were snt to bed, .. . .
Ms-- The noi1sy children were sent to bad. ‘ PO
2 ‘-._
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Appaendix B:

14,

" o Formalized Drill

~ W34Rds Mary is sick, Sh

.. Table . 3.9 )
: ' 4.

3.06°  Dacandy Integration Transforsation with Redgftin®
1, ’Resoval of redundant elesents: ! Nt +Rds~=)N; ==

can’t study her lssons.”

4

== Mary 18 -~ sick -- study her lesions.

2. [Insertaon of cue into sodelt Ci--2M:l)

L to, too

K Mary 1s [) sick [] study her jessons,

N

3.1 Rivers . Cnbil;ation Convarsion . .

1. Resoval of redundant elements: ' NieRdz--)H:--

-

M= Don°t c)'on the° door has just been painted.

2. Insertaon of cue into lodl‘l‘l ;C:-‘-)Hx[] )

Gt that -,

M:  Don’t close the door [} has just been pmmd.

L Jorton theo Bewls She et

62,

“’

3.131 Stack Paired Sentence: relative pronouns

K- ) Tho mn 1 nn last mght is a doctor.

3. lmrtwn of secondary sleaent into sodels Ec--mwl

s thatluho. ' %

Mt The san {1 [ saw last night is a doctor.

333

ﬂfop: Don t close the door the door has Just beep painted

%

’ 1. " Insertion ?f cue into sodel: ’;x-;)m[l
Cr 1 sam the ;an last night. :
Mr The man (] is () a () doctnr L.
2 Ruoval of rodundant eleaentss MisRds=-Mi--
MR Ihl aan l saw the un lut mqht is a doctor.
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Appendix. Bs . Table 3.9
11l Be-grder, then production of dew elesent
38, 3.4 Robinett Transposition Transforsation
sForsglized drill -
3 ~
1. Re-order of sodel mlesents: Wi[11(2)--YMi111(2)
M [She) [can) swin, =-) [2)[1] swia?
(13 12)
2.‘ ‘,Prndu:tinn of new eln}nt, basid on sodel.
_ . . Ci_ Can she sma? -
I Rt Yes, she can, .
No, she can‘t.
39, 3.45 Robinett lntigntion Transforaation
' #Forsalized cue
L] .
1. Re-order, then Re-order
‘a. Re-order of aadel elewents: Mi{1I020--ML10(2)
LI O) Who is she?
~ {21 Do you know?
. b, -Re-order of, sodel elenentss Mil13(23--)R[11(2]
M ‘Do you.knaw who [is) [shel-->Do you know (2(1) '
v t ot

. . , [N
2. Production ot new elesent, based on sodel.

©>*C: Do you know who she 187 .
R Yes, | do. T o ’
© No, [ don‘t. g

1. Production of new slessnts, then insertion _

M. 3.M6  Btack  Question Drillt directsd answers

] {

{.  Production of new elements based on models Mi--)f:

! "W Does-Robert study his lessons?
' + Rt Yes, he,studies his lussons, *

.
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Appendix B: Table 3.9 .
oL o 2, Insertion of cue into model: C:-=)K:() )
G always y
i Yes, he [1 studies () his lessons [). -
A
. SHOICE OF JEMPLAIE
1 Iossection br Be-order
-
200 3.27 Rivers  General Conversion
el
A.  Re-order of apdel elemsents: M:L1}{21--)M1011{2)
* - M Llohn and 1) fared sitting in thcﬂclusrom. -
. _ 1] {¥3) . . --) {211
B.  Insertion of cue, then Insertion, prompted by cue
' . §.- Insertion of plrinry eleaent into aodel: Ci--) W]
v ; : " Cado/Does ) a
o el the actress lives in. Canada? . &
2. - Insertion of secondary ‘slemmnt into sodels Er--MiGel)
' LS ‘.. Cifr Dows the #55ress Llaved in Canada?
g e . mesas)
o - & : -
11 lossrtioo Styew B) or Ipsertion (e € - -
. 8, 3130  Stack " Chain Transtorsation .
. A, ln;grtim of secondary eledent into lodel‘x "Ere-)MeGyl)
. Caefi:  She (1 study.
o - T . . -
. . B. " Insertion of cue into sodel: ™ Ci--YktT
. Czrmad : "
N:They don“t )
'3 .
e
' # ’
- 4 -

333 o
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Appendix B: 1able 3.10 )
insertions tompared with ceg'ar;gi_\ to fixed er variable
insertion-siot
o
1. This table shopid be interpreted with regard to

section 3.7.2 of the test

v

2. Symbols and conventions used i

n thig t;ble:

-

* ﬁjinﬁ1cates the category to which the drill example has

been assigned.
- %

N -2

might be categorized differentl

Ny pértains'to the first operation,

operations to be performed.

o

Fxd Che . SINPLE OPERATIONS
I. Insertions ’
e CA DD
r . o 1. 3.4 Dacanay S
¢ oo hib Dacanay
v 6, 3.9 Dacanay
' ' 7. 310 Dacanay
¥ . 8. 341 '  Dacamay
A | . ; 16, 3.2 Rivers
] , . 34, 3.40 °  Robinett
' 3b. 3.02 Robinett
) t ) 4, 3.60 Cook
] y 45. 3.6 Caok
' : ‘ Se. 3.418  Stack
) 58, 3.125 ~ Stack
3 57, 3A% Stack
t 9. , bqn ‘301“ ‘ St.:k
v - S

A .

Y.

Simple Substitution

Moving Slot Substitution
Transposition Transforsation
Expansion Transformation
Expansion Transformation

- Double Substitution

Sisple Substitution

Hoving 5lot Substitution

Plain Substitution

Sequence Substitution
Transformation: directed incresent
Transformations cosparisons

Transtornation: negation " e
Guestion Dril)s. you-1 conversion

indicates that, under certain conditions, the example

-,

where there are two

s
’
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Appendix Bi

L I A . L
)

b

-

L4

.t.,a,“o“.o.....

4

Table 100

B. E1---) Mgy (]

i’i ’

2.

28,
29.
35.
55,
3.
Bé.
87,
68.

r

3.5 .
3.
3.35
3.4
.17
3.132
3,140,
3. 142

L3

C G-I

15.
21,
22,
1.
AL,
4.
4,
A8,
e
+50.
51,
52,
54,

3.20
3.26%,
3,297
3,46
3.47
3.62
3.63 -

*3.64
3.65
3.66
3,106
3114
3,004

Dacanay
Rivers
Rivers
Robinett
Stack
Stack
Stack
Stack
Stack

Rivers
Rivers
Rivers
Robinett
Robinett
Cook
Cook °
Conk -
Cook

* Conk
Stack
Stack
Stack .

A}

D, MeCs =) Qt--“* {1 <&

%
Correlative Substitution
Type Al Cospletaon
Type A2 Cospletion '
Correlative Substitution
Transforaation: verb tenses
Paired Sentence: conditipnals
Fixed Incresent
Analogy Drill: tag questions
finalogy Drill: tag questions

Simple Substitution

Beneral Conversion™ °
General Conversion

Reduction Transforsation
Response Transformation
Lexical Pair Substitution
Lexical Sets Substitution
Lexical Neanjng Substitution
Pronoun Bubstitutiop
Knowlgtdge Substitution
Replacesent
Replacesent
Replaceasnt

o

! 27, 3.33 Rivers  Type A Deletion
E. B - M) - T
{ ’ 26, 3.32 Rivers.  Type B Expansion ’
30. 3.36 Rivers  Type B Cospletion,
MULTIPLE OPERATIONS . ’ \ ;e

a

I.. Insertion ¢+ Insertion

" tbased’on Jikelyhoot of soaeone making slot
arror on insertion) o

Dacanay Transposition k Expanl;an

. 9. 3.12
, 17, 322 Rivers  Correlative Substitution -
! od. 3.134 Stack Paired Gentence: tense linkages
[
¢ . t
337
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Appendix E: Table 3,10 7 0

3

1. Insertiop of cue, than- Insertson .

/ﬁ ) 18, 3.24 Rivers Hulizplo‘ Substitution
HE . 19. 3.26 Rivers  General Conversion -
7w ) : 25, 3318 Rivers  Restatessnt Conversion ’
oy - 37, 343 Robinett Moving Slot & Correlative Substitution
UYL B i 85, 3.138 Stack Paired Sentence .
HIXED OPERATIONS
. C UL Insertion ¢ Reaoval .
10, 3,13 Dacanay thﬁctwn Tranforaation
1, 316 Dacanay Integration Trapsformation mth Raduction -

¢ - . B,-3.30 Rivers  Cosbination Conversion

L 1L Insertion, then Rnuv:l. then Iﬁs.rtxon "

. - '
> y b
LN 7 . N 62, 3,134 Stack . Paired Sentence: relatave pronbuns
- . s . .
1V:‘ Rroduction ot naw elesents, then insertion
. o : -*14. 3.146.  Stack Question Dall: dxrettetf answuers
, . ) . \ ’ .
CHOICE OF TEMPLATE . - , =~ o, - 0 R
. 1. ~dnsertion or Reorder
t - - ' (20, 3.2 Rivers  General Conversion
“ 1L ‘Tnsertion (type &) or, Insertion ftype C)

Hi * o1, '3.130 . Stack Chain Tﬁnsiorntzon
i )
Py



j

—_m e R AL SR - =S _-—— e o e T e e

le should be mter'preted with refer'em:e
o+ the text. .

2. ' Symbols and’ convent:.cms adopted in thxs table
‘glossed in previous tables are not repeated):

Cf: A formali"ed cLI

- S s o e e e e e e s e e e o oo e o

. No explicit Gue: formalized orill 5.

No explicit Cuet other reason 6.
Cue 18bedded 1n aodel: .
Cue separate: alone 1

20 3( ‘0 ’5' b. 70

[

B . . -qilph Operations ) R
N - " \_,. ¥ ’ P -
1. ' Insertions into mode) e
< A G M MLy Ct
P : R WO " Dacinay Simple substitutxon
Gt away,later...
ot Co. SR R 3. 3ub Dmnay Noving Slot Substitution;
: P1 The Ctraini leaves [toncrrow) at seven.
' - .« The [train]gleaves Ttonigh) at seven, .
3 Lt tmﬁqht. bus... -
T . . s, 3.9‘ Dacanay  Transposition Transtoraation
’ . G for n, to me... . .
-~ . . " . [} >
‘ U \ 7. L10 Dicanay  Expansion Transfonmon
L tno.paper,pretty,yr)lon... ‘
' 8. 1. . Dmnay Ekpansion ‘lnnsforntmn
. (] aluys.alnys,nqularly.non...
§ o, TR % Rivers Doubl'o Substitution
w - Ot If you mant’it, he'll sell.it to ypi..:
S T34, 340 Robinett Sisple Submtutxon

s

e " e s e s i e s ey e P et o e ———— o — A o o o s

Cue separate: 1solation of cue from cu frnuork

Partially forsalized dril)
{instruction needed to isolate cue)
Stparate Prompt needed

‘Ct Pln,box.-. . N

339}: T



Appendix b: Table -

3

No explicit Cues formalized drall 5.
No'explicit Cues other reason b,
Cue isbedded in model:
Cue separate: alone

’

b

o

1.
2,
3.

LY 1.

; ,ll 2. 3. 5-

4 h

] 36,

4.

£,

Cue separates 1solation of ‘cue from cue frmuork

Partially forsalized drill .
{instruction needed to 1solate cue)

Separate Pﬁrolpt needed

v
.

.8 Robinett Moving Slot Substatutson
€ Qc,houu,lut week,sold...

3.60  _Cook Plain Subststution

t: nhuky, hate..,

3.61.  Cook  Sequence Substitution
Cf: “use second element* .

C: .1 can't decide whether [ like smaming or gkgting best.

\ &1 un 't decide whether 1 like dancing or !!Ilm! bm. _

<

, ¢
~ 56, 3.118 Stack Transtorsation: directed mcrlnnt

3.

58'

89,

B B --> mg; O

2

28.

- 29,

.€1 Do you mm the Sunday ;Qnurn"

C: il u repose, elle gagne...

3.120 .
Ps

Stack Tnnsfornhnn: negation
They_ re rnmq.
He's’ malkang’

*sake negative” --) not

Wt

Cf:‘

3425
Ch‘

'Sta'tk Trlnsiorlmon: colparmns
"sake cosparative’ ~-) aas
3.“,4‘ Stack -ﬂuuhon Drills you-1 conversion
C: Do you like aysic?

>

.
]
-

o ~

. e,
3 5 Dacmy‘ ; Correlatave Substitution-
P1  Where [does) Mary live? --) interlocked
CiéM: Nhere [) J0s¢ live?
- Where 1] the bovs hve"

3.3
Ps
Ciths

Rivars  Type Al Conpletxon

“» 16 ] sae hin 1 [mil) tell ma.

I# I gguham 11 tell Mo, -
I4.you took it I () tell mam.

3.35

Cash

Rivers, Type A2 Bolpletu;p

A person who Qyilds housgs 15 8 ().
A person who sells seat ) is a [},

340
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L1, No mplicit Cum

‘ i.," 2' 3. ) “l

'

Appendix bt Table

2. No mxplicit Cues other Leason 6.
3. Cue’isbedded in mpdels :
4, Cuq separate; alone ‘ 7.

- SN

¢ '3 3.

63.

b1,

+

o8,

formalized dr3ll 5.

3-11 - i *

Cue separata:

'

isolation of cue from cue frasework

Partxllly formalized drill

{instruction needed tn isolate cue)

Separate Prompt neaded

3.4
Ps
Ciely

3. 447
P

.Ch
" Cislty

- Robxnnlt Cnrrnlatxvo Subst:tut:un
Mary (18] studying. --) intirlucked

Hary ang John () studying.
By brother L) studping. -

Stack . Transforaation: verb tenses
Alain [consande) un bon diner.
Roger [parle} 4 ‘ses ams. °
*Use passt coapose” D
Alain-[).un bon diner .hier., =

- Roger [ & ses alis hier. ~ .

3.132
Cf:
Ciths

. ' TR SR
v . Ciehe

“.Le qusta

3,142
WPt

Cieds

3,143
Ps .

- Ciths

Stnck Paired Sentence: condxt:onals

-Use a form of ‘will®

I+ the weather js nice, I (] go downtown.
it the weathér were mace, | [J go downtown,

Stack Fixed Increaent *
El aprende [) hablar espafiol,
El cecuerds [) hablar uspaﬂol.
.[) hablar espatrol.
Stack _ Analogy Drills tag quest!ons
I tread) a Yot of books.
How about Paul?
They [eat] a lot. o
How about Carol?
Paul 11 a lot of books too.
Garel 03 a lot too.

Stack ¢« Analogy Drxllx tag questxnns

. Ll plusa s [negral. ;

Y el 14piz? ,
El profesor es [altol, <

Y Ja profesery?
El lfpiz , ws Ll
1a profesory #s (1.
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Appendix b:. . Table
1. . No explicit Cues forsalized dr1ll 8.
2. No explicit Cues other reason b,
* 3, Cue inbedded ifv sodel:
4 Cue separates alone L

N S PR N Y A

¢

Partially forsalized drill .
{instruction needed to 1solate coe)
: Suparatl Prospt needed >
v i' . .
BBt S )
’ 18 320 Rivers  Sisple Substatution
R C: Do you ser sy yncle over there? o
Do you see my gister over there?
L ,
' ¥ . " 21, 3,280 Rivers.  General Conyersion |
' W Janet read hgr agther the letter. .
Janet read the letter to her. (interlocked)
K2 2 3.29 Rivers:  General Conversion
L I gave 3t to her,
. I gave gg; 2 car. (sust be generated) -
' _’ : o _40. "3.46° " -Robanett " Reduction Transtorsation .
. . C: She's going to have someone sgw the Lamn.
L i ﬁl: 3,4 Robinett Response Transforsation
. C: Do you need any chairy?
* Do you need any gg1g7
t, <7 86 362 Cook Le:}ca] Parr Substitution
- PR 5 " Is Bill 1qunq° : ‘
T ' Is John rich?
- . ‘ ) . = . .
A © 47,7363 . Cook Lexical Sets Substitution
BN {'s seeing his on Tyegday.
o He's seeting Her on Syturday, -
. . . ) ot “ . - N * * ¥ 1
§ . R | PR Y1 IR, . Lexical Meaning Substitution
; B It's raining! :
!hg sun’s cose out! "
¢ . | 4% 3.65 ' ook ' Pronoun Substitution
. I suppose hg ‘was there,
Y Y

o

>

3.11.

.Cue separates

-0

3 b Cook
Wo wrote Haelet?

342

’

I’ suppose ghe vas there,

Knnulidqn Substitution

Nho was Queen mwu.z numnv

4

©

isolation of cue from cue framework

l
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Appendix\b:. Table . S.11

o WNo mplicit Cull forlalxzod drill 8. . Cue snparatl- isolation of cue 6rol cus {raltnork

2, WMo wxplicit Cues other reason’ 6. " Partially forsalized drill

'3, -Cus {sbedded in sodels ‘ ) * {instruction needed to isolate :ul)

4, Cue ssparate: alone ' 1. hnnh?mntmuw'fé
1' 2! 3! - .. 5. 60 70 ~

' ' 81, 3,106 + Stack-  Replacesent :
v C 1 a8 buyiig ‘the typmwriter.
b T buying the hggk;. :

? i "' s, L1 Stack  Replacesent

. L *replace cue with -y '*
C:  Allons au anemy.
. Allons g qace
t ' 83, 3414 Stack Replacessnt
' ‘ ‘ C: Paul has twelve records. .
' Sue bought three cars,

S AT Y IR P
N& ¢ 2. 333 Rivers  Type A Deletion
' ' P They haven't [any) ‘coffee.

. She didn't [come], -
e . Ch 'Dcloto hegative elesents’ =) n't.

. B =) Ml
26, 3.32, Rivers ‘Type B Expansjon |
30, 3.3&% Rivers Type i_polplrtibi
Cés ' "Use infinitive construction® =-) (not) to ...

,/ 11, Removal of redundant elesents MieRd: --) Mi--

. Not Present in Sisple Operations ¢

I11.  Re-order of aodel slements Hijll[2l --)'H:IZJIIJ‘

See Chart 3.9 Models

» ' y 4 L7 . Datamay - Transposxtxon Transforsation
‘ ' Cf: *Change to question® = [13{21[3} --) (23(1)(3)

"3, 38 Datanay Transposition Transforaation

i . ) -

* . “Cts *Change position of modifiers’ = [1)[2) --) [21[ll

2]

X
i
¥



Appendix b:’ Table Ty 3.11

A

1. - No wiplicit Cue: formalized drill 5. Cue swparate: isolation of. cur fros cue frasework
2. ° No explicit ‘Cue: other reason & Partially tormalized drill . .

3.. Cue inbedded in sodel: el {instruction needed to isolate cue) °

4" Cue sepirate: alone . 7. Separate Prospt nesded

‘o 20 , }o . " 5- 6|‘ ‘7. , .' j
¢ L M. %4 Dacanay  Integration Transforsation
' < , C#:-“Coabine the questions mithout transposing.or
reducing any of the eleaints® = [1][2) --} (2311)

t ’ ‘ -1 B 3,127 Stack T;ansfnrnltxonl word order
’ : Cf: "Begin with adverb® = [11[2)[3) --) (3}(2)(1)
', S ’ % 800 3129 Stack  Question Formtion ‘
o ' Cf: "Make a question by inversion®
v ' : ’ . u (1302) xxxo==)  E21(1)

IV, . Production of new elmeents, based on model Mi--)R:
g N 24 L3IA Rivers  Restateaent Conversion
. . ' Cf: *Follow Instructions given 1n Cue’
’ C: Tell George your nase is Romid.
Ask Alise where she's going.
Ask her. to wait for you.

1] -
.

H

' ] M. LY Rivers  Question-Answer Practice
- © Cfs “Answer the questions truthfully® .
L: by dadn't they cose home before midnight? .
Do yoy often stay out late at mght?

. o . o, - = .
4 L 32, %38 T Rivers  Question-Answer Practace
e Ct: “Answer the question or provide a question as
sndycated’ o |
C:  (generated)
Does 1t live on a fare? "
— ) Is it an elephant? '
e What is it? ' ‘
™ _ Bive me a question to dastanguish a rhanoceros from an
. _elephant, ‘

' ] PO 339 Rivers  Rejoinder Exercise
: ) Cé:  "Respond to the cue math an appropriate réjoinder®
. : * C: Didn't get the job.. Just got there as the sanager .
went off to lunch. . -
- ' - See you at the bus stop. o
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Appendix. bs Table

\
‘

.

1. No sxplicit Cues formalized drill §.
2. No explicit Cue: other reason | 6.
3, Cue isbpdded in-sodel: :
4. Cue separates alohe 1
2. 3! ‘l\ 5. bl 7l - -
| ] . #\‘ 42,
<
' ' 70,
N v t.‘ ].o
# .’ '9.
3 k4
K ¢
" )
AN} b4,
e
2
Lo l"‘ ‘.
-

- NULTIPLE OPERATIONS:

.

"CaeMs He - 11 pit 1) cotfee.

3,11

“Cus separates isolation of cue fros cue frasework:
Partially formalized déill
linstruction needed to<isolate cue)
Separate. Proapt nesded

-

Cook *  Typical Drill
*Answer the questions in the negative*
Is Bill playing tennis tonight?
Is Susan helping her mother this evening?

3.54
Cfs
L

3,145 Stack Question Drill: narration sequence
* Cés "Answer the questions truthfully"
C: Did she like het red cape?
Did she use the Cadillac?

Coaplex Drills: ’

K

Insertion ¢ Insertion

‘3.12‘ Dacanay Tr:nsposxtlon & Expans:on

He [likes) coffee.

Mary [buys) instant coifee.

_Mary [ 0t (3 instant cottee. o ' \’ . '
322 Ravers  Correlative Substitution .
P+ -'He (brings) [his) lunch. ' .

*You [bring] Lyour lunch. {interlocked)
You () 03 lunch,
1qhg f0d' Nary [ [ lunch,

fieme

3.134 Stack Paired Senttnce. tense. linkages
Cfs *first elesent to impertect, second to plsst
" composé® = quand
Pr Alain (etudie), Je  ({réntrel.
Narc Cparle) . Roger [vient) .
C:eM:  Alain [ guand je L),
Marc [) guand je (2,



App?ndix b: " Table DS.M ) to

1

1. Mo explicit Cue: formalized drilli 5.° Cue separate: 1solation of cue froa cue framework

2, Mo explicit Cue: other reason b, Partially formalized drill

- = 3, Cue'imbedded.in model:
4. Cue separate: alone < < 7. Sepirate Pruopt nndld

¢ ,ll . 2- 3-

/8

)

/&

{instruction needed to unlcu cue)

‘l : 5! bn .71 . - .
11, Insertion, then Inbrtion

L7 * 18, . 3.24 Rivers - Nultiple Supstitution: | .
: Co P: ~ [Shel . [brings) (too many) [pencils) to [schooil..’
‘[Putef] [brings) [too sany) [pencils) to.(school).
{Pater) [brings) [too such) [soney)  to [schooll,
C1:  “Peter, sopey, the lLibrary... :
C2:  Peter [1 [] pencils to school,

Po_tor 1311 gooey  to school.

LTI TR 19. 3.2 Rivers  General Conversion
v Ciz Peter Chasl a new car,
‘ . They [stopl at stop sagns.
' Cifs "Convert to questions® --)‘do/does
' C2: Does Peter [ a new car,
L "w Do they [) at stop smigns.

# 8 > - N 33 7 Rivers  Restateaent Conversion ‘
T Ci3 She said, °['ve just arraved but ['s leavidg....
™~ She asked, "Why are you looking aUhef like..,
: . «< " Cl4: “Restate usxng mdxnct speach® =) Prononn Conversion
oL o Rules
' B €2 She said sh: [) just amvud but 0 £) leaving..:
She asked ig(uhy 1 [1 looking at ] like..,

0/; rooH 37, 3.8 Robinett Moying Slot -k Cornlmv: qustltutmn

- P lShQ] {is buying) a car [today].
P (She) (bought)  a car tyutnrday]. hntlrlockld)
. « Cir yesterday, they...

LE2: She (] a car®esterday
. They () a car yesterday

o VA n b5, 3.136  Stack - Pajred Sentence .
‘ Pi  The boy is [politel. '
The girl is [carefull, © e
Ci: How does he  gpeak?
*- How doms she wglk?
‘ C2: The boy spisky (2.
R The girl walks (1. -

346

P



Appendix b1 ] ﬁ Table 3.

§

RV

2 3 4 5 & T

11

, .

No lxpli:it Curg fnrlal:znd d¢rall 5. Cue separate: isolation of cue from cue iralunurk '
Mo explicit Cues other. reason 6. Partially forsalized drill

Cue 1abedded in model:

{instruction nesded tp isolate cue)

Cue separate: alone , .1, Separate Prospt needed )

12, .15

£t

£

" ‘MLXED OPERATIONS

111,  Re-order, then Re-order

. Dacanay Integration & Transpogition
*Coabine the questions, putting the yes/no
question first®

N

:I. Insertion ¢ RlluVJL

v : S0, 343 Dacanay ‘Reduction. Tranforlatxon

Cs

nOISYyeas

2L I 14, 316 Pacanay  Integration TransicFaation with

Reduction _ ;e

Cit: 'Colhlne the two sentences™

\ - ' ;; C2:

too..to

(:::; o f' . ‘ 53. 3.30 Rivers  Coabination Cnnversxon am

:lfz 'Cnlbxn- thl two slntnncls'

' I lntcrt:on, then Reaoval, then lnscrtioh

s

ot ,' B 62, 3.131  -Btack  Paired Sentences rulat:v: pronouns

cif: 'COIDlnl the tuo sentences® .

11, Re-ordnr, then production of new elesent

Py

A - LI T TR AL L Robinett jranspdsitiuq Transforaation - -

She can swia
Ehe can play tennis

Cif:. "Nake £ question®
C2¢1 "Answer the quastion®

£2:

Can she swia? K
Can she play tennmis?

"\‘
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Appendix b:

1t

3
4

.

&/

[ L
L

Table 3.11°

¢ . w

No explicat Cums forsalized drill 3, Cue separate: unlatwn of cue from cue frasework
No explicit Cues other reason . Partully torsalazed drill . «

.Gqe isbedded in aodel: - (instruction needed tp isolate cus) /
_Cue separater alone 7. Separate Pmpt nudld
! - " ' - 3 //
2| 3- : ‘l 5! o 6. 7: M ' '\ /
\ i ) I3 ' ) M . / ‘
4 B o8 39. .48 Robinstt Integration Iransforaation

. P1  Who is she? Do you know?
: Haw far is it to Chicago? Do yoi: know?
- €11 "Nake a question® ° .
C2¢: "Answer the question®
£2: Do you know who she is?
Do you knmt how -far 1t is to Bhnnqo"
IV. Production ni new olcnnts. then insertion
t s R 71, 3446 -, Stack Question Drill: dxn:hd answers
‘ . : Cit:  “Answer the quomon mirntinly...
€23 ®...umng the cue word," .
- . c;: Does Robert study his lessons?
: o Does George work on Sundays"
t2; alnys.sontuu,... s

s .. CHOICE OF TEWPLATE
.6 Insertion or Re-order | -
20, 3.2 Rivers General Convérsion
Cf: .*Change the statesents intd questioms’

= (1M2hxxx ==> [23083xxx
“ = C: do/does ==) Wsl}

11, Insertion (type A) or,lnmt‘ion (type 0
be o o bk 3,130 8tack " Chain Tranuorut:on

& O read,... : -
b, Ci¢M: . She L) study.



-.}";":" w— e - — , =v - . . '

anundu B.L Inhl! 2212 yncusipn! in Bssagnn sn.

-
1. This.  table lhould be itnterpreted uith rcfnrcnc- to

section 3.10.1 of the text v o gt

2. Symbols and conventions adeé§ed in this tablc;

!

¢ d t - ’ L N .
. enotes a -? o | .-

{R} Uﬁivorsal response-set -
(r} Item-specific response-set

* (UPPER CASE denotes universal material :
- lower cése d-notls item—specific matlrinl)

Tb . - ¥R} Inhcrnntly explicit r.lpunso-s-t (Wh-re there is an . ?
. 4 . mxplicit response—sbt, it is assumed to be “very

p small”. Hence, if column 4 is indicated, then
g.column 5 is not.) . . .

. w

. @(R¥ Actual rnlpon---lot
v‘ ) ‘ - .
' €13 Muitiple-chai:- respaonse ' ;//?: -

(DATABASE} Use of larqn-scalc database t-chniquui required

aai/bbb/c:c/.../hnnl . Posnxbln responses
aix/%py Possible r-lponsls that diffni in 4érm only £

. . , !
{a)/{b3 Patterned r-sponsnr;-t

‘349
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2.
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Appendix B Table 3.12 - <
No ¢#inite response-sat ' X .2 Vory‘Sul) response-set _
Universal response-set: (R) . 8. Relatively Small response-get
1ten-specitic. response-set: {r) 7. Llarge, but still finite response-set
Inherently wxplicit response-set:d{r) 8. Patterned response-set .
+ . ° & .
2 3 & 5 b L8 = .
' ,Sillpl! perations
’ | §
1. Insertions into model <
. A =) Ml '
¥ 1. 34 Dacanay  Sisple Subsptut-wn
(RY=(DATABASE) = (words that collocat® with
L ‘I's going") )
] ] .4 S PR N Dacanay  Moving Slot Substxdtuhon-
. v $(R} = &{R} " ((1)/12]}
t o U 6, 3.9 .~ Dacanay  Transposition Transtorsation
R = RR) = {[1)/12)}
P S 7. LW Da‘canay Expansion Transtorsation
- Ay = el = (LI /4 003/120) 1 LLEN2ME30).
2N R ' ) g vLu Dmnayh"ixpmsion Transtoraation
' . #HR) t‘ﬁ?) = {0y
-3 . [N . - - - K
» : X .
N 16, %21 Rivers  Double Substitution
- HR) = ¥R} = (112/020)
, ' 3. 340  Robanett Siaplc Subititution
‘ q\ . (RY=(DATABASE)={seY of objicts:that can be on tables)
IR < 3. 342 Robingtt Woving Slot Substitutaon
’ $(R) = AR} = ([11/12)/033/14]) .
» |° ‘ T \v .
- ] 4, .60 Cook Plain Substitution
: \) ' HR) = MOR) ¢ CCL/L3D) ¢
. LN
B " 5. 381 Cook Sequence Substitutlon.
{ S{r) = {aaa/bbb) = (smmming/skating}  ~
‘l.‘ o . e J < ”
’ o . . 4 ¥ ]
L7 a R N
%
S ~
/ 350 N
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Appendix B > Table 3.12 ' ¥ ]
f. No finite response-set L 3. Very Smll mpnnn—'m .
2, Uniwersal rasponse-set; (R} - &, Relatively §a3]]1 response-set :
3. Ites-specific response-set: (r} 7. Large, -but still tinite response-set

4., Inherently explicit response-sets¥#{r) B8, Patterned response-set
1

ll 2. 3‘ .‘l 5- bl 7I el

. Iy ) °

- ¢ ' v ©sb 3018 Stack Transformation: directed incresent

{r) = ({a)/{b)A 4 id(n)}

{a} = right tense, faulty fora ; \
(b} = wrong tense . ‘ '
{c} = sissang, faulty eleaents

RN ﬂ : ¢
] ¢ y .87, 3120, Stack Transtorsation: negation )
. LU

(R} = ({AY/(BY/ueul(N})
(R} = (A} = (aren’t/are not/arent/arnt...}
g = (B} = wrong verd fora
* (C} =-failure to neqate properly

P

-

K Y S ~ 58. 3.125  Stack  Transformation: comparisons
' ) {R} & (AAA/BBB/CCT} = (mis/sejor/mis bien)

t ' 69. 3,144 Stack Question. Drill: you-1 conversion
' {r} = {aaa/bbb/,../nnn}
» {do/like it/like music/like it the music...)

.
'*s |
. "
.

Dacanay @;prrllatxve Substitution.,
BBB) = {do/does)

3

v y " 28, LW - Rjvers  Type AlLompletion
‘ (R} = (ARATANX/BBB/BBX) * {wi1l/’11/would/*d)

' ' : 29, 535 Rivers  Type A2 Coapletion
{r}'= (aaa/bbb/ccc) = {butcher/seller/seat seller)

(I ' . 9 35 34 ' Rabinett -Correlative Substitltiongoﬁ ‘

{R} = (AAA/BBE) = (is/are)

¢ P ¢ S5, L7 Stack  Transforsation: verb tenses
. * . {r) = {a) = isproperly toraed
: - {b} = wrong tense
' . {c) = wrong agrepsent
: - . . .
¥ * . 63, 3.132 = Stack  Paired Sentence: conditionals
(R) = (AAA/ARX/BBB/BBX} = {will/'1l/would/"d)

. 351

B, E1 ~-) MiCy () ' ‘.

.



Appendix B / Table

3.12
i v
i, Mo finite response-set . ‘ - Very Small rnponsl-nt o,
2,  UniVersal response-set: {R) 6. Rclmvely Smll ruponu-m )
3. Itea-specitic vesponse-set: (r) 7. Large, but still finite ﬂsponu-ut
¢ Inherently explicit response-setzd{r) 8.  Patterned response-set
{ l' 2. 3-”: 4- 50 ~6| 70 8' \‘ A N
' a . b 3.180  Stack  Fixed Increaent .
Co . {R) = (ANA/BBB/CCC) = {a/de/0}
) & = “. ~ . S
£ * ¢ b7, 3.142  Stack  Andlogy Drall: tag questions -
- {r) = {aaa/bbb) = (rndlrnds) ] .
4 R 68, 3.143 Stack Analoqy Drills tag quuhons
. {r) = {aaa/bbb) = {n!gro/nogra)
C; oA
. , £ C:--)E:--)H'[]
* v - .-‘ <15, 3,20 Rivers ~ Suplo mbstn&wn
’ ' {R) = {MMBBBICCC) ® (helshl/they) .
& ] A, 3.28 - vam . Gengral Conversion
(r) z hn/bbb) = {her/to her) -
. s e 2 .3, 29 Rivers  Beneral Convmxon
¢ e v , . {R) = (DATABASE)
= {nouns that could su tatutn for '1t )
- (proper nouns that subsitute taor *her®)
. etc. . ’
R Y T _ " M0, 3.4 Robinett Reduction Transtorsation .
? ' BN (O (iulbbhl.../nnn) = (:olhxnmm of nsn/tho/lun)
$ | M 347, Roblnetf Response Transforlmnn
i {R) = {AMIBBB) = (f:uLhttln)
ot
' ' 46, 3.62  Cook mea) Pur -Substitution
: _fry s (ualbbb) s (youngluld) A
i N . 543 . Cook  Lexical ets Substitution
. ' v (R} s (ARA/BBB/...) = {Days of week)
Y . . ‘ e
. I S '8, 3.64  ‘Cook  Lexical Weamng Substitution
{R) = (MNBBD) . (annoy:ug/mu) v
' | _ 9, 3.5  Cook Pronoun Substitutxon B
‘ . {R) = (DATABAGE) -
s lpropnr nanes nrnd taggod for prmoun)
352
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. , ) w
. t,  No finite response-set 5. Very.Ssall response-set. .
‘ 2. . Universal response-<set: (R) . bs. Relatively Small rnponn-ut
’ 3. Ites-specific response-set: {r) 7." Large, but still €inite response-set
4 lnhnnntly explacit rnponu-ntu(r) 8, Patterned response-sat
TN T N ST A R o C
SR v . .7 5. 3. CooRy  Knowledge Substitution _ '
' L : {r) = 1 = Shakesprare , ,
o . : 2 | . 3 Y.408 Stack Replaceasnt .
: B \ o * (R) = {RAA/BBB) = {it/thea) o ‘
v ' 4 2. 3111 Stack  Replaceaent .
o \ {R) = § =y
J o 'L 5, 304 Stack Roblaco.nnt .7 °
. - T ° {R) = (ARA/BBB/.../NNN) = {everyday tounting nuabers)
K . . i ’ ’ M ! T '
_— : ° S b MG e Mees 4 1) (o ’ .
! ' N ' 4 ‘ ‘ ! b ’ . J
C e t * , S, 3.33 Rivefs  Type-A Deletipn ...
' .7 - ] {r) = (na/bbb) s (anylsnn} .
- v ‘ ‘(cnn/cm)
’ L BB - RO - |
) . R . . , K ; ]
d A R ’ S e 332 7 cRivers Lype B Expansion ° .
A ) : t N v 30, 3.36 Rivers . -Type B Completion
{ . , . R -

, o . o "Il Resoval of rn&undant llmnts N +Rdi --) M- a
N . , " Vo . ot A v -
o ' / ’\ - Mot Prndt in Sinple Opontwnl T .

SR e Re-orter of wpl dumts B0 ) ML2901).
: e ' : AR Dacanay Tnnspolihon Trmﬂorntxon Y
T , ' " o A P HRY = 4(R) = {}-2-3 =) b conblnationl) : o !

, I T S e 5 "\3.8 - Dicmy Tnnspoqition Trangformation . . Py
' ‘ “#R) = &{R) = (1-212-1 = 2 coabinations}

R N TR 3 .44 Dacanay  Intégration Transichaation
- e T " #R) = KR} = (1 -2/2-1 = 2 cobinations) '
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1,

. Table

No finite response-set ‘
Universal response-set: (R}
Ites-specific response-set: ir)- -

.Inherently explicit rnpnnn-ntz“r)' 8.

2 3¥ 4 5 6 o8

3.12

-8
6.
1.

Very Ssall rasponse-set

Relatively Saall responsa-set

Large, but still {inite response-set
Patterned response-set >

‘ ' f
. 3.127' Stack

" 8 . Transformations word order
- ?I.(R} = M{R} = (b cosbinations) /
' ' 60, 3.129°" Stack  Question Forsation
#(R} = #(R} = (2 coabinations).
" IV. Production of new elesents, based on mpdel M:--)R:
’ . h (I-ZC 3318 Rivers  Restatesent Conversion
‘ . . . . ,
T M. LW Rivers  Question-Answer Practice
' s 32, 3138 Rivers _Questioi-Answer Practice
‘ (R} = (DATABASE} = (Amimal nases with questions & gnswers)
3B LH Rivers  Rejoinder Exercise Y
' ' "L o2, 356 Cook  Typical Drall &
© {r} = {aaa/bbb/. . /nnnd .
* :olplm: tesplate -
t # 70, 3145 Btack _Duestion Drills narration sequence
~ {r} = aaa/bbb/.../nnn), S
N « ¥
MULTIPLE OPERATIONS: .
' . . -L@ * L) ) . -
. v L. Insertion ¢ Insertion )
LT 3 Ty 9. 312 Dacanay Transposition & Expaniion
‘ (R1).= (AAA/BBB} = {DD/DOES)
. (r2} = {asa/bbb} = {like/likes)
T T T 17. 322 Rivers  Correlative Substatition
- {rl} = faaa/bbb) = {bring/brings) -
. ' (R2) = {aaa/bbb/,..) = (POSSESEIVE PRONOUNE),
’ . - ]
., ' .
-354 R
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Appendix B Table 3.12 . )
' : q

T. Mo finite response-set S.  Very Small‘response-set

2. Universal response-set: (R} 6. Relatively Small response-set |

3. Ites-specific response-set: {r} 7. Large, but still finite response-set

4. Inherently explicit response-set:#{r} 8., Patterned response-set

{. 2- 3- “a ‘ 5- b’n 7. ‘8- . * . ! ) R b
b/t £ - t NTRE AL Stack * Paired Sentpnce: tense linkages
(e} & {r2) = (aaa/aax/bbb/bbx} °
= wrong fora, wrong tense, wrong agressent ' ///’

11, Insertion, then Insertion

-

TR 18,326 Rivers  Mgltiple Substitution
. C CWRE) = @RI} = (11270227033}
s " {r2} = {aaa/bbb} = {bring/brings}, (too aany/tok auch}
v " . 1% 326 Rivers  Genéral Conversiod

{R1}-= {AAA/BBB) = {do/does)
< {r2) = {aaa/bbb} = {(has/have}

L) 1721314 25, 3.318  'Rivers  Restatessnt Copversion

: (R1), (R4} = {AAA/BBB/...) = {Subject Pronouns)

{r2) = {aaa/bbb} = {have/had}
. {r3) = {aaa/bbb) = {aw/was}

> . -
o LZ L B ¥ R M 1 Robinett Moving Slot & Corrmlative Substitu%n

\ ' e~ #R1) = ®(R} = {[1)/12D)

? Lo {R2) "= (AAA/BBB/...} = (tense & person cosbinations of -

. is buying") .
] e O T A W3] Stack . Paired Sentence
{r1) = {aaa/bbb)} = {speak/spmaks)
(r2) = {aaa/bbb} = {polite/politely)

L

HI.~ Re-order, then Re-order

T 7] : . 12, 3.1‘5‘ ‘Dacanay  Integration & Transposition .
oLt , : ‘ ${R1) = Q{R) = {1-2/2-1) » 2 combinations N
oo \ #{R2) = &(R) = (1-2/2-1) = 2 coabinations ’ .

.-

WIXED OPERATIONS,
[

. ' 1. ln_nrtxon + Removal

A3, Dacanay l}e(iuction Tranforsation
#R1) = ¥R} = {[1)/12D) ]
{r2) = (aaa/bbb/...} = {words in sentence)

M 10,

I3
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1

No finite response-set

Universal rcsponsn-5|t: {R)
Jtes-specific response-sets (r)

Table

%
6.
1.

Inherently explicit response-sat:#(r}. 8,

2.

/%

L8

o

t/

4

13 2

'/'

/1

/%

‘.’ 5. b.
He

171

EV I
VT

T

4/

12t

noow

Fd

§/2a12b

B

~

",

23,

-

3.2

<

y

Very Seall response-set T
Relatively Seall response-set '
Large, but still finite response-set .
Patterned response-set

Ju1b

* Dacanay

lntoqrat:on Yrinsforlltxnn with. Rlduction

{r1) = laaa/bbb/...) = {words.in sentence)
- #{R2) = !(R) = {{-2/2-1} -

3.30

Rivers

L]

Culbxnatxon Cunv:rslon

{rt) = (aaa/bbb/...d = (words in santence)
R =

{that/0)

I, lnsnrtign, fhnn Removal, then Insertion ¢

62.

3131

Stack

Pairgd Sentence: relative pronouns

. HR1} = M{R) = {[1)/123/(3))
{r2) = (aaa/bbb/...) = (words an sentence)
{R3} = (ARA/BBB/CCCY: = (that/who/0)

i, Rl-ordnr. then productlon of new elulont

38.

)

Ay L)

3.45

Robinett FQpnlposxtxon Transfurlatxnn
HRI} = MR} = (1-2/2-1)
. {R2} = {AAA/BBB/.../NNN) = (ch/NcIYos, she canj...}

Robinett Integration Iransiornat:on
#R1) =R} = {1-2/2-1) -
{R2) = (AAR/BBB/.../NNN} = (Yls, ) doINo, 1 don t) o

IV, Prbduction of new eleaents, then insertion

7ln " 3-“6

{ri) =

Stack

Question Drill: directed answers

{aaa/bbb/cce. ..} = {possible responses)
#R2} = &(R) #.1010/02]) -

CHOICE OF TENPLATE

L

L]

Insertion or Re-order

+ 0. 327

Rivers

General Conversion

(R1) = (ARA/BBB) = {tmaplate A/tesplate B)
#(R2a) = M{R22) s (1-2/2-1) P
{R2b) = {AAA/BBB) = {do/does) e
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Table 3012
No finite rniﬁonso-lat S 5. Very Small response-set
Universal response-set: (R) . b. Relatively Small rasponse-set
-Jtem-specific response-set: (r) . 1. Large, but still finite response-llt
lnhlglntly lxplic1t rcsponsc-sltai(r) 8. Pattlrnld rlsponse~11t
'}o 30‘ 'l’ 5- ,61 7- ! Bs .
-+ 1. Insertaog, (type A ar Insertion (type O)
o b i bl 3.130 . Stack - Chain Trinsforsation’ .
‘ ' .. (RYsi=1[§] . _
. b. (R} = {ARA/BBB} = {dowsn’t/don't)
* v . .
o ! ¢ y
. - . ' * '-.
L _\\\', L ) ) Dy
N ‘ ¥
v *
- .
o ” ;ﬁl :
- ‘ ! T
TR -7
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»{aallaaZ(nﬁiraaiJ A large answer-set

°

Appendix B:- Iable 3.13 caataons in Answer-Set

—e e

1. Thas' table should be 1nterpreted with rq{erence to”,
sect;on %3.40.2 of the text. “ . p - oA

~r

. Symbols and convent{ons adopted 1n thas ;able:

aaa The correct response

{aX '~ " The set of correct résponses (the answer-set)
{aallaaZ/aaﬁ.,.}“3 é “very smai}“ answer—se@

'

{aal/aaz 2/v. /88N> A small an;Ler*set

@a The actual:. cprrect response (in the case o1
multiple-choice)., . ' '

{aau/aayl . | . Answers differ in form only
One correct response 5. Actual Response not true rc:poﬁso )
Very small answer-set 6. Answers differ 1n fora only . o, s
Seall answer-set 7. . RULE qcntrated ansuer necessary
Large answer-set 8 Partxal processing necessary or desirable
2 3% & 5 b 1. 8 , ' S
Sisple Operations .
* 1 )
1. Insertions into sodel
A D) )
l 1o 3.4 Dibanay Sisple Substitutaon
) 2Tanay
L R T 1 Dacanay Moving Slot Substitution *

fa={2) for ... leaves [tomght) at seven.
LA . b 3.§ ) Dacanay Transposition Transformsation
- Qa=[2) for ... made a (] dress [for ael,

b ? | 7. 310 Dacanay' Expansion Transformation ‘ -
- fa=12) for ... two (paper) napkins ’

S
-
\ -
° . ,.
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Appendix B .. =~ Table 3.13

1. - One correct 'r‘ilponu « 9 Actual Response not true response ) 2
2. Very small answar-set . »bo  Answgrs differ in fors only <
3. Saall answer-srt ‘ 7. . RULE generated answer necessary ,

4. Large answer-set . 8. Partial processing riecessary or duinblo ) N

1. '. 2' 3. ‘l 5. 6. 7. 8- ’ "
¢ ' L . S, ,' '3.‘11 Dmniy Expansion Transforsation
) ' . 0as(2) for _he's [now) lmaving.-
) fa=(3] for he's lmaving (now),

.,
B

' , LI 16 320 Rivers .Double Substitution
' -+ Qa=12] tor [1f you want itl he'll ...,
oo 3, 340 Robinett Sisple Substitution
’ . & v aaaspen
' . T . 36, 3.42  Robinett Moving Slot Substitution .-
) : o fas{{] for [Hel bought a house... S
e I o M 380 CCook  Plan Substitution
Qa=[3) for I love ['uhiskyl.
e o y 5. 3.6 Cook Sequence Substitution
' . ' aasskating '
] ‘ ‘ t 3. 3.118 Stack  Transformation: directed increasnt

aaa=1]l se reposera
partialt {il) (sed [repos) lera}
L] , t v S 320 Stack - Transforsation: 'neqatwn o
' ' {a} = {aax/aay) = (are not/aren’t}
partial: [are) [not)

-

] . . . ﬁbs 125 Stack - 1ransiurl‘;tmnz cosparisons
N ‘ .
N an v s |
- N . - ' ‘
' LA C . &9. AL Stack Question Drill: you-1 conversion
' ‘ i (a) = {aal/aa2/aad) | :
. he © = {do/like it/like susic)
Do o i .partial [wordil-> (word2)
. e B Es --) Ml (]
‘ N o N (4 <
] VIR T R 13- Dacanay Correlative Substitution
- ansdo | '
[} * )
359
. ¢
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‘%

« L One correct response ‘5. - Actual Response not true response
2, Very small answer-set &6, Answers differ in fora only .
' . 3. Saall answer-sat 7. RULE generated answer necessary -
> "4  Large answer-set . 8, Pa%m processing necessary or ‘desarable .

T A A N AT A

r - Coe o 3. LN Rivers  Type Al Cospletion:
’ " {a) = (aax/aay) = (would/"8) '
+ ‘ ' 29, 338 Rivers  Type A2 Completion
. L L * 7 aaa = butcher ' \ :
T 35. 3.41 " Robinett Correlative Substitutyon
. as = are ’
. * f 35, .17 Stack  Transformation: verb tenses ,

132 = 3 coamande
partial  fa) [command), (e)

# Do . " 63. 3.132  Stack * - Paired Sentence: conditionals °
' “{a) = {aawn/aay) s {will/'11)

3 ~ kb, L140  Stack  Fixed Incresmt
= 8
[ A o 67. 342  Stack  Analogy Drill: tag questions .
' ' . . aaa s reads S
+ - o 8. 3.143  Stack  Amalogy Drill: tag questions
S ‘ S . < 22 = nagro ' :
| 1 D C. Cae=dEr--Mel)
¢ 3 . ' 15.. 5.2q Rivers  Sisple Substitution ' N
: asazhe % '
8 : LI | 2. 3.28 Rivars- Gmral Convarsion
. RULE: . )
) It (5] then aaa = hlr . v
B . , {2 aaa = to her
C ok SR T 22, 3.29.  Rivers  General Convnmon
: \ RULEs
. h) s.{nouns in DATABASE that could substxtutl fnr 'xt')
N - ' \ )
L ' \ I 40. 3.46 Robinett Rlductxon Tnnsiorntmn .
. T : ~ 332 = the lamn sowed

partial  (thel [lawn]) [sowed]

‘& 360



Appendix B

« L
.2'
"3,

4.

1.

'

‘One corrert response

Very small answer-set
Baall answer-set
Large anpuer-set ’

2. 30' ‘! 5- ' b,

e

Actual Response not true rasponse

Answers differ in forp only
- RULE gunerated answer necessary
Partial processing necessary or desirable

4,
" 4.

4.

. 48,

:_‘9-

3.4 Robinett Response Transformation
i '

3.62+  Cook le‘iui Pair Substitution
aa = old :

3.63 Cool; Lexical Sets Substitution

* aax = Hednesday

RULE generation easy
3.64 Cook _ Lexical Meaning Substitution
(R) = (AAR/BBB)} = (annoying/nice)

3.65  Cook "Pronoun Substitution

RULE: . o

. {a) # {proper pases marked tagged for *he")

30,

st

3.

S

2],

E.
2bl

30.

Table:
S
6.
1.
8.
7. 8'
]
?
'
e
N
J

3.66  Cook  Knowledge Substitution
333 = Shakesprare ‘

3,108 Stack Replacesent

aa st

L s b
311 < Stack '/ﬁeplacnent
ARA = y -

3004 . Stack -, Replaceaent

- aad = thirtee

RULE genbration sasy -
Q. ’
W34l =) Moo= ¢ (] (=€t

3.3 Rivers  Type A Delation
ana = any - X

B om0

-

3.32  Rivers  Type B Expansion

S

3,38 fuvm Type B Coaplsetion -
partial: (not) [to) xxx :

361 S ¢
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. 'll

2
3.
b

L

One correct response 5.
. Very smll answer-set - &,
Saall answer-set B
Large answer-set . 8.

% 3 A S b 1 B

]
]
]
‘ i
oK |
A,
& ]
? ¢ ]
¥
Al
‘.’
Y |
4
| )

@ .

3.13

+

Actual Response not trur response
Answers ditter in fors only. - @
- RULE generated answer necessary

Partial processing necessary or desicable

+

L3

‘ll. Rnoval'of redundant elesents MitRd: --) H:--'
Not Present in Sisple Operations
111,  -Re-order of sodef llmntg ML1102) ~=) n:mm"

4. 37 Dacanay Transposition innuorgmon
€a=2-1-3 for s the girl ready? i

3 3.8 Dacanay Transposition Transforsation
' @as2-  for He was here this morning.

11, 3.14 Dacanay Integration Transforsation ’
€as2-1  for Do'you know who made the ... '

9. 3127 Stack Transfurn}ioﬁ: word order
€a=3-2-1 for Tief 1st der Brunmnen.

60. 3.129  Stack , CQuestion For"ntwn
®a:2-1 - {or Allons-nous xxx 7.

*

IV, Production of ﬁn'ghnntf,lutd on cue C:--)Ra-‘

M, 3.310  Rivers Rnta%t.ﬁonvomon
partial: cosplex tesplate '

3, 3.37 Rivers  Question-Answer Practice '
partialt key word search .

32, 3.3 Rivers 'Iucﬁ:on-hnntr Praéti:o.
72 - RULE generated, based on-(D_MnﬂASE) * (Anisal nases with

L4 ..

© questions & anbwars}

3B %I Rivers " Rejoinder Exercise

-«

2, 3.5¢  Cook Typical Drall et
partialt cosplex tasplate

70, 3,145 Statk,‘ Question Drall: marration sequence
partial: (wordll --> (word2) --) (wordd)
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{.  One corract rasponse 5
2, Vory ssall answer-set b,
3- “m Iﬂll!f'llt 7|
v & Large R 8.
L2 3L & 5 & 1A
g o
K ~
n ‘/‘ -. - o
o ' X
. | / |
- o "
s/ oM
e .
4
L,
- 2
‘ o4 o
A

. K
]
. 3.13
" Actua) Response not true rasponse
Angwers differ in fors pnly ! )
RULE generated answer netessary
Partial processing necessary or desirable
MULTIPLE OPERATIONS: )
1. Insertion + Insertaon -~ ‘
% 312 .Dacan'iy lr;nsposition l,Expansxon '
1. aaa = does - @
. 2. aap = like )
1. .22 . Rivers  Correlative Substitution
1. asa = bring
2. aaa = your” 1
“afs b, 3 Btack Paired Santence: tense linkages °
Lo saa = dpudiait "~ ”
.27 daa =.5uis rentré ’ -
“partial: O3 tetudi) faity o
(ai) {rentr] (re] .
.. lnsertwa, thm lnurtxon /\
LN e ‘ N
18, 3.24 Rmrs Hultxplt Substitution .
. L. Qasl1) for  [Peter] bnngs ver o e
2. m-brmgs . " .
19, 3. 26 Rmrs Gmral Conversion ;
Loans does/has oo ' §
2. has/got ‘
55. 3.318 Ri'vurs. Restatesent anver'sipp
. l. dda s ’h!‘ . v . 7 ¢ -
2, {(a) = (had/'d) ‘ ’ ¢
RN IR -
© & arms T
ﬁ;m Robinett *Moving Slot & Correlative Substitution
1 fa s [2) for  She is buying a car [yesterdayl:
2. anar bought ' <
ey .
= ‘ s B - Y *
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F 4

{»  One correct response S.
2. Very ssall answer-set , b
3. Saall answer-set 7.
4. Large answer-set 8.

‘. 2. 3. . “ 5. bl 7. 80

P

§/4
L]
| s
“ e, t/e
¢ . V-4
1 [y “ “l
Ay
4/ i/
v ’
$
it )
5 . * “
., /% L]
¢ ¢/ /%
@ 5" -
(%) .
.. N V7 7 B g
’ \
oY ¢
N
-
v

W y T

° L

Actual Response not trur rupont'a Lo oo,
Answers differ in fora only NN

RULE generated answer nacessary®™ = |
Partial processing nécessary or dm-nblo =
- Py . M ' v
"85, 313 Stack Paired Sentence ) ' ‘o

1. asazspeaks
2. aaaspelitely .

111, Re-order, then Re-order .

~

f2. Integration L.Transposifion

Do you know who is he? _
== =e-cew- === he1s?

3,19 Dacanay
1. 8a = 2-1 ¢tor
2. 8a = 2=} tor

" MIXED OPERATIONS

Insertion + Resoval

313 Dacanay  Reduction Tranformation
f. ta =*[§) ¢for The [noisy) chijdren ..,
2. 92 5 who,noise for 'who ..., nﬂuui'\

10.

an

{4. 3.6 Dacanay- Integration Transforsation with Reduction
1. aaa = She can’t - ‘ o )
2, fa = [2)(1) for. ...ltoo) sick (to) study ... -

s

23, 330 Rivprs
{. aaas the door

2. {a)e{that/0)

Cosbination Conversaon - °

®

I1. Insertion, then.Removal, thin lnnrtion

LY

62, 313t ‘ Stack Pamd Smtunm relative pronouns
L, 0= (1) fw  The man [Lsan the san last night) is... -
7%, aaas the san ,

3, (a)= (that/whoa/0} .

_II1.Réorder, then production of new slesent

38 3.4 Rob'initt; ‘Transposition Transforaation

L i. @4 = 2-1 for Can she xxx?
C a)s{aal/nall by - ‘{

={Yas/Yos, she can/Yes, she can suinl . o)

Partglt (Yes/No) +=) {word2) -- (word3),..-

. p : ‘A%

19 \ ¥ L3 .
3464
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\ Appendix B Téble 313 3 T o)
* ~
Y.  One correct response- - 5. * Actual Response not tfug responst g
2. Very small answer-set 6. Answers. differ in fora only e
3. Baall answer-set 7. RULE genmrated apswer necessary a
4~ targe snswer-set B. Partial processing necessary or desirable
lay 2! 3- ‘c '5\ . 6. 7- ‘ . . ‘./? .
oo L 7 ¢ 7. 3.4 1 Robxnltt Integration Transforaation o
L g 1. #a.= 2-1 for Do you know who she 18?
. © 2. {a)e(aat/aa2/ .../ aaN)
' ¢ " ={YesyNo/Yes, 4 do/No, I ﬁon t/Yes, she's xxx...)
! Partial: [Yes/No) ™ (word2) ==) word3) ..,
7 J
. ) IV. Production of new el nents. then mserhon
- ')(}T
I I YR %/ ¥/ 7. 3,046 Stack- Gue:twn Drills directed ansurs
QE ) - R 1. (adstaat/aadls. Jaak) .
v . 5 partial: [Yes) - (nurdZ) ==) {word3) ,..
' 2, Mel11 for  Yes )3 (xx) [always) xx ...
R \ . CHOICEOF rmmi = |
o . - . . - , .
e € . I, lnurtxon or ‘Re-order _
. . - » i ° o~
112a/2b 1122 ‘20." 3.2 ‘ Rmrp General ersion -
' 'y ' I b= [1) for tesplafe 2a ' | o
ot UL 2, =2-1 for Arejohn and 1., ? - 0
. {R2b) » {ARAYBBB) l {do/dgps) T R . * .
‘ Iy ph r . ! 1 - , ‘A !
e . % 'Il. Insertaon (type AJ-6r Insertion (type L)
b, . bl 33 Stack  Chain rransfo:_:sﬂ‘mn'
E ; ' fac Mt =1 for  They don't [read), :
. - S b, ~. aaa = doesn’t -~
. L] [y K ’h N é
] - o
L 4 |
) v ' . . . »
- » "’.-'” ° ’ - ’
- 3 LT ) 5 ¢ !
. “ \ / R \ 4"
N e ) ) 4
- .
< \(: \ ) :
- LN . —_— ‘ Yoy
. LY . L Lo . . .
~ ’,/‘ ‘f v 2 ~. ~
T Jo- ST N R 4 . “
, ‘ ® - . 7 i 4 ‘ . . v , . .
\_’ » i \ ( N - ' ‘ '.
¢ ' i * ;65‘ B ' -,
’ ' - -
ot ! ' “"‘ - ‘ ¢ A
‘ L o - > & .
"\ ’ . " » ) ,
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‘A

¥

Qocical Eactars Illustrated io the Rata

.

B

1. This table should be inferpreted with reference

S - o e (R St e i it e S = Bt A i P Y et (e (. e S S S W (il G (o S et S G P S ot i G G O T A L ST bt B W M AR e e G G S

Lexical Understanding Required
- Nau Elenments, within Constraints

Reference Author

3.48 - Robinett
3.49 Robinett
3.50 Robinett

.
3.158 , Robinett

. 3459 Robinett

a4

&

Y = YES, definately exhibits

this frature

y = yes, exhibits this feature

to som» sinor degrae

. Charactnrisntioﬁ

Nechanical Drill
Neaningful DOrill

Communicative Drill

Manipulatave Drill

Coamunication Drill

- - 1} 38 Pulston

!/
Appendix B: . Iable
™~ L3N
‘ Riscrete Feda
\ ' J
4 -
o
section 3.12 of the text
B .
I, Realistic Interchange 6.  Nore than One Response
2, Extended Context 1.
3. Jruth Value B, _
4. Inforsation Bap 9. NewElenents, Fress
5. Function Fractice -
¥ .
TR A A N N T P A 2
Y vV Y> - - - ¥ - -
i Yy-vr vy - - - Y - -
) I . ‘ -
¥ Y, f - e e el e e
‘YW- - - - - Yy -
4 .
’ . » - P
Yy - - - ¥ ‘\\— - - -
. ¢ .
Y Y-l y - - 7 =
»/z Yay - - Y ¥ - -

.38 Palston

)

.3.53 _ Paulston

Neaningless Drill -1
Meaningless Drill -2

Keaningful Drill

IpL Lok

3.56 Cook ”,;

Non-Contextualised
brall

- Semi-Coftextualised

Drill

Contextualised Drill

8ituational Dri}l

1) Cook
358 Cobk
2
s
%

el
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Appenda x B

LN

1. Realistic Interchange

2, . Extended:fontext
3. v Truth Value '
4, Inforastion Bap

5. Function Practice ‘

Table

6
‘Lixica) Understanding Required. #

1.
8.

"3.16

Morw than One Respanse

i Y = YES, definately exhibits:

" this feature

New Elesents, within Constraints | y = yes, exhibits this ¥eature

9; 'New Elmamnts, Free

RAeference Author

Byrne - -

Byrn"o -
Byrne

Byrne

' By_rnl

Byrne
Byrne
Byrne

Byrre

to soar sinor degres

r

Characterisation '
Nechanical Drill
Heaningful Drill -1

Heapinqlful Drill -2

. Special Meaningful Drill .

" Dpen Ended Rupﬁnﬁs

Imaginary Situations
Isaginary Situations
Neaningful Drill -3

Meaningful Drill -4

4% % 3 b S b T8 9,
R S 3,68
N Yy - - 3.69
T R A 370
‘ * . .
Y. Y% - ¥ - Y . - Y : un
- e = - - y Y Y A
Yoy ooy - -y - 3.73.1
Yoy - -y - -y 3.73.2
) . ]
Y v Y - ¥F L S ¥}
.Y - - - ¥ ¥ - - 75
, | 3
R e L A 3.6
/ .
» ]
S B R cun
. " .

3,78

'v;-i 37

{ 3.4

3.82

Candlin
Candlin
Candlin
Candlin
Candl"u;

Candlin

Candlin

(A1} “Communicative®)

Get Organized:
Concept

bet Organized:
Narration

Get Organized:
True/faise

~

Get drqanizllda'
Connacting

get Organized:
Hultiple choice

et Orqanized:
Recognition

6ot Organized:
¥ord Scrasble
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Appendix B: Table 3.16 ' . \
) - . . N
1. Realistic Interchange 6.  More than. Ome Response ! Y = ¥ES, u\ﬁpa\my mhidits
2. Extended Context -1, Lexical Understanding Required .- /tﬁtQ tdture
3, Truth Value B.  New Elmamnts, within Constraists | y = yes;.pxhabits|this feature
4, Information Gap 9. New Eleaents, Free ' to soae/minor degree
5.  Function Practice : /
P U T O N T oo Reference Author Characterisation
S T AN B B 3.80 Candlin Isplanting Skallss
\ ) Nemorizing
. Cognitive Lanquage
XY - ey et e e 3.85  fLandin  lsplanting Skills:
¢ Mmmorizing
Atfective Language
Y Y - - - ¥ Y-y - 3.8  Cadlin  Ieplanting Skillsh
- * - ' Picture kills
= Y = - s - ¥ - - 3.87 Candlin laplanting Skills:
- ) . S * Restoration-{
LR AR A 389 Candlin, Isplanting Skills:
e * ' Restorationt ~
> _ ’ - Catchwords
. . , L , N v
S 3.90 Candlin Isplanting Skills:
: ' Restoration:
Gap Text
~~ . N . ’ -
Yy Y v - - - - - - L 391 Candlin taplanting Skills: -
. . : a Restoration:
' : T - . ap T;xtlln Text
- : Y
Y - - = - - -7 .. 3.92 Candlin laplanting Skills
- o ~ Restorationt s
I B o 3.93 “Stevick Manipulative
R T L ¥ 7 Stevick  Meaningful
' _ 11 Suaningiul)
- Y - - Y Y y - , 3.95 * Dakin Apprication Drill
\-\ - Y - - Y Y y - 3.9 Dakin General Knowledge Dril}
Tk 368



Appendix B:

Realistic Interchange

Extended Contaxt
Truth Value
Inforsation Gap
Function Practice

-

273 4 s

-

Table

b,
1,
8.
9

7.

9.

Y

Realistic nterchange

°

Nore than One Response
Lexical Understanding Required
New Eleamnts, within Constraints
New Eleaents, Free

Reterence Author

Y = YES, definately exhibits

this ¢eature

y = yes, exhibits this fsature

to soaw minor degree .

Characterisation

v

Collocation Drill

3.97 7 Dakin
3.98 Dakin »Synonyay Drfli
3.99 Dakin Hyponysy Drill
3,100 ' Dakin Antonymy Drill
J.10¢. Dakin Converse Drill
3,102 | Dakin Consequence Drill
~N
3,150 ', Beile Non-Cosaunicative
LISL Beiled Isolated Consunicative
) Interchange
3,152 Beile _Isolated Cosadhicate
. Interchange in .
Situational Context
sy Beile Connected Comsunicative
Interchange
3. 154 .Beile Connected Coununicaiivu
Interchange in
S‘i',tuatinnal Context
%
$3.155  Beile No Contextualisaticn
3.156 Beile Dialog-like, Not
Contextualisable
3,197 Beile Contextualisable

Hore than One Response

%

\
3

{unpatterned) ;

. ' 1S
Y = YE5, definately mhibits

>
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, Appendix B:

" Extended Context

Truth Value
Inforaation Gap
Function Practice

2 .3 4 5.

Table

b

T

8.
%

T

o

Lexical Understanding Required | _
- New Elements, within Constraints | y = yes, exhibits this feature
) |

New Eleaents, Free to soav ninon dagrae

Bn.
.

%

3.16

Refermnce Author

3,180

3.161
» .

whe

Stack

Stack

il

this feature” .

Characterisation.

Meaningful Drill

Neaningful.Drill «2-
{patterped) ‘

." .

L 2
A

-

*
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Gerendix B Table “3.17 8

Reteiled Anslveis and Cateacrizetion ef E:edmaqig_gk o

Sample according to Cue and Response Model:
-Including Fresentation & Response Analysis Factors

3

. ! Y .
1. This table ' should be interpreted with reference .to
section 3.13 ©f the text. - - .

. ' , . . )
2, AN e:-:planati'on of the symbols and conventions adopted

can be found in tables 3.9 < Z.13.

| e e e e (i i e ot e A Gt S Y A S S T W e e e S W W o G e A (o P A G St e T 5 P e ot P W O . s St B e e (e S (e S St T
7 g

&
i
1

Part One:  Sisple Op;ntmns'

Lo losertions inte wadel

(8 Closertion of curintp spdels G- mil e -
2, L& Robinett Meamingful Drill , : ) ) k
< P1  PPP _’ ADrinings of people on the blackboard) ‘
® G cect)  Who is older, Susie gr Davig? y - -
S ] (1 ' R ' , o
"7 G oeeci2)  who is ghorter, Susie or Mary? —_
R T 8| o0 N \
g Rt (Rdavs  (Susie/David) : ‘ : T
A ana Nary . ' ’
: v D \ . - . - e
3. 350  Robinett Cossunicative Driil N i =7 —
[ 4 ) -
P . (Actyal people an the Classroon) -
Ct cectl) * Who is qlder, Gusie or Ravid? . S -
TR oo .
G ccct2)  Who is ghorier, Susie or Mary? .
Mo % '
[ .. - . . a : 7
R:  (Rzvs  (Susie/David) .
CHE TH Har . N
. Y 3 : a‘/ * N
¢ [ . " . - P
L ' , ,: r
v ¢
4 ' ) d
Freay
rd
’
Fd
374
" o .
" < = LY



* Appendix B

5
Cé:
M

Rs
A

s
N:

N

Rs
A

9.

C:
M

.
L

M ]
As

10.

-

Table S.17 '

3.159  Robinett  Cossunication Drill -

(cci/cc2}

no finite (r)

-

no finite (r}
aaafl)=ceciy)
aal2)=ccc(2)

Lse soae/any

ama(l) 1'd like [] oggs, please,
nai2) 1'n sorry, there aren’t (),
{R)=vs (snlllanf; o
antb) so0e

"adald) any
3.8 Paulston Mmaningless Drill -
cecil) tall

- amall) the [] student.
ceeld) . fat '
anai2) the () student..

_adadl)=cec(l)
aaa(2)scced2)
3.55 Cook Non-Contextualised Dril) ‘\7
' o ~

cecll) He
L1 . [J 1% going to Paris,

ceei2) The bus
MM {) is going to Paris. .

no finite ()  ° ’
awa({)scectd)

awai2)=ccc(2)

3.56 Cook Seai-Contexualised Drill

cecfl) Frpd’s going td change his job.
amail) {3 7 Changing his job ? 1 don't believe
ceeld) | Jane’s going to cledh the car.

amai2) {) 7 Cleaning the car 71 don't believe

v

372

1t. .

it.
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Appendix B -

<&

°

31,

Cs
m
Cs

,"~

Rs
A

38.

T
9]
L[]
C:
M

R
At

4.
IRH
C:
n:

Sk

T1
C:
L]}

- L1
| 1

I3

{48}
L
(V1]
)

gr)?v5
')

3,94

¥

LK1

ceectl)
snll)
tee(2)
i)

{r)avg
a

3.150
cee
s
{r)=ys
aa
3154

m

cecil)

nnn
ceell)
1]

(Rymvs .

aaall)
aat2)

Table 3.17

395 Stevick Hlnipulatiﬁl'b}il1

When will they gp? .
Haven't they (] yet? :
- When will they lqave?

Haven't they {] yet?

' {go/gone/went/...}
gong

i

Stevick  Neaningful Drill

" Paragraph about grocery stores -

Beile

When will they byy groceries?
Haven't they (1 groceries yet? .
When il they gtotk the counter? - - T ~

,~::::g't they ] the cbunter yet?

v
{buy/bought /boughteh. ..}

bought

Put into the past tensy

He

{urite/wrote/writed/...)

1

Non Cosaunicative Interchange

[1alot of assays..

wrote

Beile '

Connected Cossunicative Interchange in a situational contet,

~ (Situation)
['ve got soae hot tea for you, Linda.

I don't want any (1. _ “
Then have soae 8]k '
i don't want any [].

8ilk

N

-

(beverages & other things that could be offered)
hot tma '



Appendix B Table . 3.17 .
Be lnsertion of secondary eleasnt inte agdel B-omipn - -
22, L1b Candlin  Get Organized: Concept A '

. CaeMz sanil) A ghoplifter [). :
Co¢l: amn(2) A rggghr (. '

~ Rs {r)slarge {all possible actions of characters in the dnm& luth all pomblo phrasings}
*" Ay (atelarge (all possible ways to describe mplﬂhr) . ;

21 L4
N

P

23. 397 Candlin  Get Drganizeds Narration

P¢  PPP (Reading: “The Wystery Ol;ject Lan&s{
C:4M: mma{l) The aystery object landed ().
Ca+M: amn(2) The pnlxc! il

.© Rs ({r)slarge {all possible actions in story, with all possible phrasings)
" A: ~(a)slarge (all possible ways to describe the landing of the systery object}

’
* -

2. .87 andlm Isplanting Skillss Restoration

A

P:  PPP {Global contaxt of paragraph} .
Cé: " Usethe.fors "has/have just ...’ ' . v
C:+N: ama(l) The police (). .

Coeh: ama(2) ‘They () rope barriery.. . , S

R:  (ri=saall ({short |
Ar aaall)  theright v

yerbs and their possible foras) .
y in the right fora

A . ; o
.35 39 Candlin hm Slalls: Gap Iut/uu_IuV' "

P: . PPP {Stenes concerming Caroline’s day}
CeeM: mmnif) I bought a {1 at the gaup shop today ...

‘Rs  (R)esmall (the list of substantives contained in the story)
A: aall) the object shown to hm bw?buuqht by Caroline in the scone

.

0. 3.9  Dakin  General Knowledge Drill

Cf: Makg a true statement
Ci¢ts amall)  Payl McCaringy plays (). .

Ci¢Ni-anni2)  Yehugi Nenyhin plays (1. ’ ~
R: (R)slarge (words and expression that can collocate mth ‘play®) : '

]
A: {a)esmall {elesents of (r) that pertain to Paul McCartney)
374 . ! 4
. ~ , ¢+
17 * L) '
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G losertion of eivawnt triggered by cye CiamdEs==dil] .

. Appendix “B Table 3.17

52, 3.15% Beile No Contextualisation

Ci#Ms sasll) The ppker bpkes 11, .
CieMt ses(2) The gregngrocer splls (1.

Ri (R}=small (The list of cosson objects in the grocery domain) 8
As  (a)ssmal] {the eleasnts of (r) that a baker could bake) K2

I .
3. 3158 Buile Dialog-like, but not Contextualisable

L ::.c(l)' What does the baker do?.
CitM: amall) The baker -[) bread.
%) ceci2) What does the greengrocer dg?

Ci#Mr meai2) The gresngrocer () fryit and vegetables.

Rs  (R)ssmall (the list of verbs that can apply to the domain, in all pradictable foras)
At {a)svs  (the verbE, in the propar tense, that can describe what a baker *does’ in
relation to ‘breag’) ' oo .

" 5A, 3.157} Bule  Contextualisable

~°

R3] * 7 Answer, stating that you “do* your own } .

Ts.  ttt(y)  Where do you buy your bread? . ~
CiéM: anmn(l) e [] our own bread, 5 .

Ts  t8t(2)  Which gresngrocer do youTgo to? . -~

Y

Cial; ann(2) e [] our own frurt and vagetables, :

R:  (R}=small {(the list of verbs describing what can be “done” to objects in the domin}
SRt (alsvs {the ‘hiintx of (R), in the proper fros, which pertain to bread)

1

1.. J.48 Robinstt Mechanical Dri)l

G cectl)  old 0
B MM John is [] than B1ll. .

0t ccct)  big .
* M AWM John is [] than Ball, \ -
Rt (r)=vs  (old/older/oldest) o
] M aall)  older
. .
3 /) (



" Appendix B

L

IX$}

397

‘Table 3.17

Cook Contextualised Drill_
C:  cectl)  Are yoy coming the the party?
o No, (1 not. -
€+ cecf2)  Bub, §ysan's coming, 1's sure !
LI No, (] not,
Rt (Riﬂvs {1'a/]1 an/you're/you are/...} ' !
A: (Yevs (170/] and
X P Y Byrne Mechanital Drill .
Ps  ppptl) The dictionary you asked for has bemn stolen, Co
t o ocecfl)  lose
I The dictionary you asked for has besn ),
P:  pppl2). -The dictionary you asked for has b!!n lost,
¢ ccel2) T . borrow
H: - NN, The dictionary you asked for has benn {1, e -
¢ {rlsvs  (lose/lost/losed/,..):
& anall) lost . . )
THER] Byrne  Neaningful Practice
Ask questions do detersine what 13 in the roos
N T Is there a-1) in the roos? -
R yes ) _
Re WM Is there a [ 1n the ruol7 .
F: yes ‘ b \
Rt _[R}=large {coseon objects) . T

"“fr

21,

C:

Cs

315

ceeil)
MY
ceei2)
L]

(R)avs
{a)evs

{a)zsmal]l (Objects liable to be found in a roos and that havn not yot been asked.)

Byrne  Meaningful Drill '

I've been working all day.

You aust be [l.. : -
I haven't eaten a thing since breakfast. - '

You must be [)¢

(The set of comson state’adjectives) . | .
(those adjectives that could describe a possible state resulting fros cccil))

376, I N

3
~.
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Appendix B Table . B.17 ’

b

2. 3.7 Candlin . Get Orqmiiidx true/false

Ps "~ {Reading about a lying saucer)
Cés Respond with trus or false

L1 ctell)  There is a thing on Russian Hill,
& MM Ay '

€ ceci2)  There is a thing on Bibbet Hill.
Sooom o 0

Rt (R)svs {True/False)

Ar  an False
7. 3.8l Candlih  Bet Organized: Recognition .
Pt PPP (Karror story with sound effects)

€ ccell)  (the sound of hollow laughter)

N W The sound is ().

Rs  {(R)svs  {possible descriptions of the twelve identifiable sounds on the tape}
At {adsys  (the possible descriptions of the sound in question)

M, 3.9 Candlin  Implanting Skills: Bap Text

€t cccll) I cane hose one night... )

N saail)  The young man ), N

T ceed2)  L.ufell $1at an the dustbans...

Nt ssa(2)  He fell in (],

Rt (r)evs '_ {case hose/cose hose/cane/...}
A:  aaall)  came home | -

L] -

39. . 3.95 Dakin Application Drill

s cecll)  (Scene of girl slesping) - o
M asatl)  Felicity is (), ] o
€t ccef2) . (Scene of boy taking bath)
N:  anai2)  Antheny is [).

he! .
Ri - {rlsvs (slnin’nqlnlnplsluplslnpl...)
M falwvs  (slemping/asiesp) - '
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Appendix B - Table 3,17
. 397 Daun  Collocation Dril) : o v - e
€ ccetl)  This is a wonderful book, , T
M - MMM, Gbod, 1°d like to (1 it. _ 7
Ct  ccel2)  There's a good file at the cinesa this waek. v : ‘
M MMM Bood, 1°d like to [J it, _
Rt (r)evs  ({read/borrow...) ~ L , . .
¢ f{asvs  {read/borrow..) g
. 3100 Dakin  Antonyay Drill N T
C:  ccelf)  Pala isn't a righ country. ' ’
N: MMM There’s still a lot of {). i "
€+ cecl2)  Palaisn't a healthy country. ,
M MMM There's still a fot of 11, -
R:  (R)=small (List of nouns appropriate in the dosain) )
:  {alsvs  poverty, hunger... ; LA L.
‘ o i . ) {
55, 3,160 Stack Meaningful Drill (unpatterned) ‘ ‘
‘ | R
t {(Narration about Robert's visit to a restaurant) ’ .
 ccell)  Where did Robert go? ' e o -
* M amil)  Hewent toall. | . X . v '
’ ¢ cecf2)  When did he-arrive?
N seal2)  Hearrived.at (). : 1 o
Rt R)avs The points covered in the narration) y
Ay . restaurant . " .
g ' /
S, 3.181  Stack  Meaningful Drill (patterned) , ' s
- . . e : "
Gt cccll).- My po}rcil-pnlqt is broken.
Moo You must () it. )
. 37 ceed2) My bair is too long. ) .
t MM . You sust [ it, T - o
11 i ’ la f’) N
R:  (rdsys  -(sharpen/fix/to sharpen...} : v
(alsvs  (sharpen/fix/.,.} ' . o
- U e
- Do lowertion of eleawot friggered by deletion of cup, Mt -->@' {3 G-k, e,
' %o Exasples ‘ ‘ oo
' 1] w ~ .
- . ~—
- ‘, N
< L@ B,
. 378 : '
. Sy ! ‘n
\// , ) ‘ ! o
b -~ . ” ‘
* . ® - i
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Appendix kK ' Table .17
L3N v -
4 : A
€ fFree [nsertion £ -2 M) )
wn Bysge * Open Ended Responses
~
H:  ose Johe: was hungry, so he had ...~
@ ’ b ’
. Rt Ar}=saall {List of comson foods that John could eat} :
t (a=tn ’ - )
3
18. 3.73 - Byrne Imaginary Situations
P:  FPP {Situation: furnishing house)
LR Have you bought a [) yet? .
Rt (R)elarge (The set of things that might furnish a house) oo
- fhr {a)e(R) ,
Lo Resoval of redundint elesents | MitRd: - Mi-- .
" No Exasples ' : o
I1L.  Rezorder of sndel lements  M:[1(2) --) M:(2301)
8, ¥B2 ° 'Candlxnw" et Organized: lbrd S;:rnble‘
: i (Situation) }
N: MMM (1) green jacket - .
‘ (2] scar on forehead ) y
w . {31 Nane: M
(4] his nother sard to the police =
etc, e
. Rt (R)=small (The possible combinations)
' A aaa  The cofrect order .
1Y, Production of mew eleaents, based on cue  Ci--)R:-->iM:) !
7. 352 Paulston Hun’x'nqlm Dril)
& ! ' \
/” C cecll)  The dog bit the san,
:  ccci2)  The boing boinged the Boqu.
Rt (R}=small (Predictable errors in s}nm and sorphplogy} "

Ak aa The man was bitten by the dog.

s




et

]

{a}svs  (key {tes® possible variations, in wording)

- '
. L]
. , , ,
Appendix B Table 3.17 4 ST
rd [ . . .‘
8 3.53  Paulston Weamngiul Drill T ¥
Yoth " Ask the questaon suggested by the answer
) Cr cccll)  ...for fave years
R: How long did he study”
G cecl2) ...during March .
o° “ R: When 01d he register?
R:  No finite response set
Ar Mo fimte holistic answer set, but- fixed fors 6or partnl processing How long o
12. 3.58 Cook Situstional Drill ¢
o A
P: (Student Cleaning Blackboard) '
C: ~¢ What's he doing? v .
0 - R: He's clnmnq the blackboard,
He's erasing the’ board.
He's working.
R lr)=smll (nh'txvely finite nuaber of pays of des;nban amdn) o
. faY2ys " (grammatirally correct eleaents of {r)} ‘
ToB L l‘.andlm et Orqamized: Connectu;q Exems’i‘ o
" , P (Cartonn Stene for pach xtn, mth part nf d1alogue nssxng)
Lf: _Complete each dialogue o
C: {(Cartoon Scene) : T . .
'R Couple of.chemihg-ques, ‘course you can-have 1t for one, |
. R:  No, sar. I just did it, £ '
. R: No fimte Response Set, unless sultiple choiee Y .
A:  No fimite Answer Set, unless aultiple choice s
26, 3.80 Candlan 6t Orqanized: Meltiple Choite - -
L4 {Reading: ,th‘! text of an interview) .
R Colplm pach sentence truthfully
C: . Thc polm went to sep the hradeaster because... '
R:  tio of hxs boys were caught stulan.
. Ri (R} Helistically: no finite response set
T, " Key wordst (R)svs (Set of key 1tess in story)
A1
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29,

z X

33'

o

2

3!8‘

£e
(444

{rremll
{a}=vs \

3.86

 (Ry=small

. Cfe.

N

R:

“l
[

{a)=vs .

"3.89

‘No. finite
No fimte

3.92.

N . ~ >
N
AN - ,‘ - o
Table. . 3.17 - L .
Candlin Isplantang Skalls: Mesorizing Lognitive Language ' ."° '

{Context: Spring Cleanan Day. Pictures of individuals pcrforixng contrabutory
activities)

Respond to each question by ltatanouhat the person 1n the picture nxll do
(Picture of Richard working)

-

¥hat about you, Richard? - v,
K3 1°1) take the drawing-rooa curtains down,
What about Andrew and Harry? .

Rt They'l} roll dp the carplts.

{Possibie ways to destribé ictxon. including' trrors)
{Possible ways to descrive a:txon)

Candlan  lsplinting S%xl{s: Fiéfhro Shaulud . ’ b
(Dxalogué presented via stylized syabols ropr‘;entnnq what 15 being sa1d)
® Rt 'The map is-looking at the cal,
The man sees the cat’ '
ete. - . _
,,:’"’ ' N - - -
{Possible interpretations of pacture ¢ possible’phrasings ¢ possible errors)
(Poss1ble 1nterpraetations of picture ¢ possible phrasings)

L

Cantlan  Isplanfing Skilis: Restoration r.

{List of key phrases} . : ) \
Construct the story using the phrases 1n the list © oL Lo
+ R:  Mrs Dora Shields and ... )

i

Response Set .

Answer Set

A
, .
Candlin  Isplanting Skills: Restoratjon

- ' . { : . . -

Do you lrke this town? _ ' - "

(R)ssnall
{aY=vs

1

It bores ae stiff.

_For three.months (lave)

R: " How long have you lived here?

"{How long ¢ you ¢+ live +this toun: possible coabinations}
(How Jong have you lived here? . , .
' bntn living ... « N
s .an this town) ’ ’



- .‘ o
- J
Appendix B Table 3417
< 48, 3151  Bmleo [Isglated Cosmunicative ,gmrchanqe
5 ——— 9 / )
s H Ask a yes/no question bised: on the stateaent
. C: I've alwiys wanted to run a garage. -
. R: > Have you? , . .
C: T N, Sharp s talking to the directors this afternoon.
R: Is he?
] P . . v
Rt (Rysvs  (Fayrly restricted faras)
‘ CH TT “Have you? : ]
w, " = ' ‘ l. ¢ ! ' ‘}
a ‘ v 3 Y
’ A9, +3.152-  Bmle Isolated Cossunicative Interchange in a situational r.tmteut:§ )
n ". {Situation} ‘ ' :
, [ 1 IR Give only a polite rtply
4] I've always“wanted to run a qarage.
: R: Have you?
w ‘ : Really? .
| ' ‘ °
i ¢ {R)zsmall (Manageadle list of forss)
A {a)esmall o
. B R ’ ", L, E ¢
.90, 3483 Beile - Connected Cossunicative Intnrchange
] o Bak Helen whether she likes to play tenns, K
. .*‘ Ry Do, you like to play tenms, Helen?
- A , 7+ doyou like playing tennis, Helen?
' ' Do yoif like the game of tenmas? - -
Rt (Rissmall i partial amlynis T oa
At ‘ladavs - ¥ partial analysis
4 ’_ { ' . W

. P

N . N ’
Fn ""’t’ ‘ KN
b . ¢

' Part.libx ~Complex pperatlonsi Kore than one sisple operation

.
Ll
» .

NULTIPLE OPERATIONS: ‘Horllthin'one dascrete operation to perfora ,E

4, 3198 lRoblnrtt Nanipulative Drill

Operations: Insertions of cues/Choace of Slots

c: 1. ;Ol! 2. any

Wi e have [ ailk, but we don’t have [J honey.
» “l - . "ba
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Appendix B «' Table 3. 1'7
, | o
15, 3.70 . Byrne  Meamngful Drill ~ ‘ R
Pt PPP - (Picture of a roos full of Objects)
Ct: . Choose objects s0 as to make true stateaents
TNt MMM There's 3 [).pear the (1,
. + : d MY ba 4 §

Rt (RYsvs-  {the objects in the picture)
v fat), (a2) {those eleamnts nf {R} that ire near uch othnr)

19, 373 Byrne Inqnnary Situations

Chs Make your own excuses ' .

T What w1l you say? '
, 1B If he [] me, I'1l say (). e,
: e i b. . ” T
R:  No finité response set : T e,
A:  (al)=smald (verbs like asks, rings, etc., that will h.‘l snmhnlly) &
(aZ}=no finite answer set - ST
4
. .0 3 Byrne Hlaningful il
Py PPP {Picture of roos, shnumq people enqagid in vari us tasks)
C: ceceld),  John's reading 3 book K L &
R MMM No, [Jasn't, D)) . o R L
a a. b,
. Ri (Rl}evs  (he/she/it} ‘
{R2)=ys “{those lttxons listed 1n the pxuure) ) ' : e i

A: aal he -
(a2)=vs {watching tehvmonluatcmnq Wi...)
30, 3.85 Candlin Ilplantxng Skaliss !Inormqgfuectwt Lanquage
Pt ppp « X 18/are wrong 16 x say/says that, sir, honestly.
G+ -cccll) |, But the gtgrg detective 0y he watched you taking th! tool,
I ) [][l wrong if [) ) that, siry ponntly. '
b a.b. R PN _
Rt (Ri)svs (h!lshtlthey)' ’ o : -
(R2)avs ' (is/'s/are/'Fo) _ -
{R3)svs * (say/says}

.~ e

A: aal he . i
(a2} {ig/ s} ’ . ‘
aad says : ' N
T {
ﬁ“'

LY
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Appendix B Table 3.17 -

e, 398 Dakin  Synonyy brill

P+ PPP He(¥he case on/by === . .
G cectl)  Exther walked here. . :
N ' MMM 0 tase 1) {) ,

& b. c. s

- R {RDsvs  (He/she)
AR2)evs  {on/by}
e {R3)avs (footlplang\boat/traan...)

A aal He . . -
a2 on . . ’
RA3 foot 1

0. 389 Dakan Hyponymy Drill.
Ci - ccetl)  The ol wosan who lived in a shoe had a lot of sons and daughters.
M N There (] so-[1 [] that (] couldn't [ L) all,

€ ccel2)  For dxn\lr. she gave ae a huge asount of rice and chicken,

—

. (many/much}
c. _{group nouns)
d. (he/she/l/..0)

K MMM There ()86 [ L) that [ touldn't () [) all.
= & boc. 4 . f,
.R: (R} a. {wis/uére) .

ot

e. {verbs that collécate with group nouns 1n c.}

t. {it/thes} '
]
At . lalsvg

o

.4

‘ 45 3.101 - Dakin Converse dril1 |

Pr . Y (Classroos reality)
G { Mho is satting on your left?
i o {las,
Cools \ S0 you are sittang on Mary's (0.
R k3

1 (R)rvs{ . (People 1n thl :lass) A
A . . Mary .

2 {Risvys  (left/right)

aad ledt

-3
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- Appendix B Tﬁple .17

-

46, 3,102 Dakin  Cpnsequence Drill

-~

G cccll)  The cat has been killeds
- H: MMM t} 1s now 1), ’
) a b.
. Cr eeed2)  Frankenstmin's aonster has escaped.
. K MMM ] 1s now (1,
“Ri  (R)svs  (it/he/she} -
_, lr)slirge (dead/killed/died/with Bod/in heaven.,.)
Aroaal .t
v (a}ssmall {correct eleaents of (r)
!I!Eﬁ D.PEBQHDES
No Exalples

QUQUE QF. IE'!EL&IE
i, 3.69 - .ayrne‘

VY -
'{ P1 ~ - (Eight Pictures of Objects)
¥ Cfe ' . Make a true statenan{,,n conn!ttiun with/the objncts in the pxcturns.
Wmo A 1) costs sore than a I3 ‘o ’
’ as # b.
It is easier to (14 L] than to [l a/tl.
d. / b,

R (RURD)=zvs
{R3/R4)}=small {The set o{ verbs that coljocate mth obje:ts in the p:ctur!)
. (Elenents of (R} that ma
{The verbs that colloca

A: o (al/a2)avs
(a3/ad)=vs

e

HeanlngfuliPrattlce '

a true statesent}
with {al/a2})
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" eopendix B Table  3.170 o ¢

Summacy of Categorization of Eldanuqtgnl Sample according to
Cue and Bespoose-todel: - S

Part"“One: _Simple Operations a : \

1. losertions into model = .

A Insertion of cue into model: | .
2. 3.49 ° Robinett Meaningful Drill
3. 3.30 Robinett GCommunicative Drill -
. 5. 3.159 /Robinett Communication Drill
6. 3.51 gPaqldton Meaningless Drill
"9, 3.55 i Cook Nonr-Contextualised
, 10. 3.56 Cook Semi-Contexualised
37. 3.93. " Stevick "Manipulative Drill
38. 3.94 . Stevick Meaningful Drill
47.+ 3.150 Beile . Non Communicative .
. . , Interchange : "N
S1 3.154 Bvile - Connected ‘
Communicative .
Interchange.

situational context.

' B. Insertion of secondary element into model .
22. 3J.76 Candlin Get Organized:
o . : : Concept ‘ ‘
23. 3.77 Candlin Get Organized: .Y
: . i - Narratiom -
L 32. 3.87 Candlin _ Implanting Skills: '
: ' T Restoration
35. 3.91 Candlin Implanting Skills:

Bap Text/New Text

N <« 40. 3.96. Dakin General Knowledge
: 52. 3.155 Beile No Contextualisation
' . 53. 3.156 Beile .Dialog-like, but not
' Contextualisable
54, 3.157 Beile Contextualisable ,

C.. Insgrtion of gLémgni triggered by cue

S 3.48 Robinett Mechanical Drill
. 11, 3.57 + Cook d? Contextualised Drill
13. 3.68 Byrne Mechanical Drill
16. 3.71 Byrne Meaningful .Practice ’
21, 3.75 Byrne Meaningful Drill .

386



. Appendix B . Table 3.17b H
24,  3.78, Candlin Get Organized:
. . : true/fal se .
. 27. 3.81} Candlin .Get Organized: '
L. Recognition
34. 3.90 Candlin - Implanting Bkills:
. Sap Text
N . . 39, 3.95° ‘Dakin Application Drill
. 41. 3.97 ’ Dakin Collocation Drill
: 44,  3.100 ° Dakin Antonymy Drill
595. 3.160 .Btack Meaningful Drill
o (unpatterned)
S56. 3.160 Stack Meaningful Drill
. (patterned)
h © De Insertipon pf slement triggered by deletiop of -
cue. . R
. , . .Y
- ' No Examples . .
E. Eree Insertion
17. 3.72 ¢ + Byrne Open Ended Responses
ig. 3.73 Byrne Imaginary Situations
il. Remgval Qf rsdundant elemnantis .
® No Examples 2 B
111.  Re-order of model elements
28. 3.82 Candlin Get Organized:
, . Word Scramble j
IV. Production of new elements. based on cue
Do . 7. 3.52 Paulston Meaningless Drill
. 8. 3.53" Paulston Meaningful Drill
12. 3.58 Cook Situational Drill
— ' 25. 3.79 © Candlin Get Organized:
: ) Connecting Exercise
F26. 3.803 Candlin Get: Organized: ,
, ‘ ‘ ) Multiple Choice.
29. J3.B4 T Candlin Get Organized: '
N . Word Scramble
31. 3.86 Candlin Implanting 8kills:
. Picture Stimulus
33. 3.89 . Candlin Implanting Skills:
) . Restoration
36, 3.92 Candlin Implanting B8kills:
Restoration

*

387 .,
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Appendix B ' Table . 3.17b . o ' ; o
48. 3J3.151 Beile . Isolated Communféziivo
, ) Interchang ,
49, 3.152 - Beiléd .Isolated Communicative . -

. ) Interchange in a
4 i . situational cantext.

‘s

50. 3.153 Beile Connected !
: ' ' Communicative
Interchange | ‘
Part Two: Complex Operations: More than one simple operation’
MULTIPLE OPERATIONS: ' RN
- 4. 3.158 . Robinett Manipulative Drill
» - 15. 3.70 Byrne Meaningful Drill ' ’
. &’ 19, 3.73 Byrne Imaginary Situations’
“~ ; 20. 3.74 Byrne Meaningful.brill -
30. 3.85 Candlin Implanting Skills:
’ ' Memorizing Affective
R . : : ' Language )
.;' 42. 3.98 - Dakin . Synonymy Drill.
L 43. 3.99 -Dakin Hyponymy Drill |
; 45. 3.101 Dakin Converse Drill .
& 46. 3.102 Dakin Cpnsuqugn;n‘Drill
MIXED OPERATIONS = = - L

Nd Examples
THOICE QF IEMPLATE ;
' 14. 3.69 = Byrne Meaningful Practice \

388 . * <y
' vl
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fependix B Iakle 3247¢ ? -/

‘Suomary of Pressntation & ennul: anslynii Ens:nc: 1n :hl

Pedagogical Semple
(-Less activites characterized as "meanxnﬁlnss“).

- /
R - . » . ¢ )

{. This table summarizes table 3.17 /
2. The symbols and conventi ed-in éh are
the same ag in tables 3.9 - 3,137
P: Prbmpt o . )
C: Cue - )
M: . Response-model
Re ‘ Response-set - o )
A: Answer-set ‘ : . e
PPP represents text of prompt(. : . .
T represents text which does not ' figure
o operatidnally in the activity ‘ .
" cce represents text of cue. e o
-CCF - represents formalized cue’ “ .
MMM rgpresents universal response-model )
mmm represants item-specific response-model .
{R? stands for universal response-set
{r3- . stands for; itam~specific response-set ‘
aaa - stands for ‘a s1ngle correct response

{a> stands for an answer-sat of more than one qlnmnnt”

Sets fa'rs! characterized as:

‘ave - "very smal!" b ' o ‘ o
=small , . . ‘ '”
=large o ’ P

l; ’

=inf. "infinite"



Appendix E Table® "~ 3.17c
\\ \ . ' LN
Q\\ , X T
Prasentation Answer Analysis, ’
Pio- Lt B ~ Rt ;”nz//— Categories
© o Bple Dperabigns o
8 Insarhion of sup into ‘mpdel:. .
PPP ccc MMM (v an 2. 3.49. - Robinett Meaningful Drill
PPP ccc MMM {Ryavs . aaa R T Y- Robinett Comaunicative Drill
CCF amn - (Ri=vs  aaa 5 3.159  ‘Robinett Comeunication-Drill
ccc am (r)=0  aaa 10. 356 Cook ~ Semi-Contexualised Drill
T ccc om {rlavs  aaa <38, 3.94 Stevick. Meaningful Drill
T ccc MMM ’(R)m [TTR 8. 3.154  Bele  Connected Communicative...
i . B. insertion of seeondary slement into sogel
. ’ “‘ ! ‘ ‘ . .
am ‘tri=large {a}=zlarge 22, 376 Candlin |, Get Drganizegs” Concept ‘
PPP (1] {rizlarge {a)slarge. 3. .1 Candlin  6et Organized: Narration
PPP CCF amn {r)zsmall aad 32, 3.87 Candlin lsplanting Skills: Restoration
PPP M (R)=smal] aaa SNUE ~ B L ) Candlin  lsplanting Skilis: Gap Text/New Test
CCF amn (R)zlarge (a)useill 10, 3.98 Dakin Beneral Knowledge Drill
ttt CCF amn {Rizsmall {a)zvg s _ .M 3.157 'Boile Contextualisable 2
. . C: Insertion of element triggered by cue -
cce MMM (Rlevs - {adsvs 11, .97 Cobk * Contextyalised Drill
CCF  Mmy {R)=large {a)=small 16, 371 Byrne Neaningful Practice
©cce MMM (Rlsvs  {a)=vs 21, 3.75 Byrne Beaningful Drill
PPP CCF MMM {R)avs. " aaa 4, 3.78 Candlin  Get Organized: true/false
PPP ccc MMM {Riavs  {aizvs - 7. 3.B1 Candlin  Get Organized: Recognition co
ccc ame {rizvs  an “3. .90 Candlin  Isplanting Skills:™ Bap Text -
J{aN 1} {risvs  {alsys -39, 3.95 Dakin . Application Drill : '
cec MMM {rizsys " {a)evs M, .M Dakin®  Collocation Drill
cec NMM (RYasmal]l {a)avs 4, 3.100 Dakin Antonyay Drill .
PPP ccc smn ARJrvs  ada 85, 3.160  Stack  Meaningful Drall (unpatterned)
cce MMM {risvg  {a}svs 56, “3.181 - Stack Heaningful Drill (patterned)
.. . i ) -
© B, free Insertion: '
] {rissmall {a)ssmall 17, 3.72 ‘ Byrne Open_Ended Responses

PPP . in {RisTarqe Cadslarge = 18, 3.73.1 - Byrne  Isaginary Situations

[1l. Re-order of model elesents
' o~

PPP ‘ Ll {Ri=smal} 2:2a 28, 3.82 Candlan  Bet Organized: Word Scramble
.

3#0 . ‘ ’ ‘ 7: 1.



4

-

¢

Appendix H

Presentation

P:

ppP
PPP
pPP
m

pep
pPP

m

PPP

Gt M

CCF

cec

cce

CCF

CCF ,
ceclpicture)
cccitext)
cecipicture)
CCF

443

CCF

44

CCF

444

1444

+

_COF MMM
"COF NN

ccc MMM
ccc MM

cce MMM
cee - MMM
ccc MMM
ccc M

CCF hmn

Table

Answer Analysis

R:- - .,

{r)=inf.

{rizsaall

{Ry=in¢.
{R}zsmall .

{R)small
{R}=int.
{RYyzsmal} -
(R}=vs

{R)=small

Ryesmall”

~ \:

{a)sing, -

(a)iéaig )

{a)=vs
{a)zvs
{a)avs « !
{a)=inf,
{3)=vs

1Y)

{a)ssmal]

(i)avs '

N

{R)=vs .
{R)=inf. .
{R}=vs
{R)=vs

{R)=vs

{R)=small

{R)=svs
Ar)zlarge

{R}=small

{a)=vs
{al)=1nf,

+ {3)=vs

{a)=vs

FTT
{a)=vs
aa
{a)=small

{a)zvs

N,
N
3:17c'
Categories
1V, Production of new &
B, 353 Paulston
\
12, 3.58 Cook
25, 719 Candlin
26, 3.80 Landlan
29. 3.8 Candlin
31, 3.Bb “ Candlan
33, 3.89 Caqdlnn
36, ~3.92 Candlin
8. 3151 Beile
&9, 3.5  Beile
90 34N Beile

B
o

" Situational Drill

leapnts, based ¢ Cue
. 4

Meaningful Drill

Get Organizedsr Connecting Exercise
Get Organifgn( Buitiple Choice
Isplantaing Skillst, ..

Isplantang Stallss Picture Stasulus
Isplanting Skills: Restoration
Isplantang Skills: Restoratiom

. ¥olated Cosmunmicstive Interchange

Isolated Communicative...

Connected Cosaunicative

o Interchange

Cosplex Operations

Hultiple Dperations

15,
.
20.
30.

8,

3.7
37
3.4
3,85

3.98

43.-3.99

45,
46,

- 30*101

3,102

0 .
32 -

Byrne
Byrne
Byrne
Candlan-

Dakin
Dakin
Dakin
Dakin

Choce of Tesplate

4.

391

3.9

[

‘Byrne

.t
[4

Heaningful Brill
Inaginary Situations
Meaningful Drill
Isplanting Skills: ,
Nesorizing Affective Language
Synonomy Dri)l

Hyponyay Drill'-

2

~ Converse Drill

Consequence Orill

a

.

Meamingful Practice
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-* . Appendi: B lable .18
r . ’ all’  "Meaningful+” Drills Exhibiting only a Singdle
- Fedagogical Factor B -
¥ , == .
. _}" N i. Thas table should be interpreded with reference tp
" g section 3.12 of the text.
, T A T T T T T T T T T s T T e e Lo ek
1. Realistic Interchange 6. HMore than One Resp&nse 1Y = ¥ES, dehnoteWh.;bxts
n 2, Extmdlg Context 7. Lexical Understanding Required ! this feature
. ‘{‘3' 3. Truth Valye 8. New Elements,.within Constraints | vy = yes, exhibits this feajure
. \’3: ' * 4, Inforsation Gap 9. New Eleaents, Free " ) td some minor degree
7\, ’ S.» Function Practice . e %_ - - '
. - SHEES U D PR PO AR Y N R X Reference Author Charagterisation
. . c : .
D . . s
. . B 2 3.9 Candlan laplanting Skills:
" ] Restorgtion '
Dehct@aloqul
" - - . , ' )
", ’ - S 3.98 #akin Synonyay Drill
g N Y - - - 3.181 ‘Bmle Isolated Comsunicative
/ : . Interchange o
< - ' . 4
L T B 3.153 Brile Connected Coamunicative
* S . ’ Interchange
LY . j . -
L] . .
v [
A o ‘ ) 1.
o
» ‘-
F . .
: o ' .
N A2 Wé_"‘ . »
. y . -
. . , s
/(‘ . \ . ~ . .
- 392
» . ‘\
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fependa B:- Table 3.19 e ' e
Ihe FPeédagogical Factors Exhibited by the “Meaningless”
Drills 1n the Pedagogical Sample '

1. This table should be 1nterpreted with reterence ",to ’
section I.12 ot the text' « J
_____________________________________ £ o e e e -
” O ’
1. Realistic Interchange 6.  More than One’R,gspunse BT YES, definately exhibats
2, Extended Context . 1. Lexical Understanding Required | this feature
«3.  Truth Vilue 8. New Elesents, within Constraints i y = yes, exhibits this feature -
4. Information Bap * 9. New Elements, Free N ts soae minor deqree
5. Function Practice - Yoo
- 4 " . 5 - : ; . : i . )
. 2. 3 A 5: 6. 7. B, 4. - Reference Author Characterisation
.- ;. - ¢ ’ . ! ' ™
2 - . e . 3.48 . Robinett Mechanical Drill -,
e T So- . 3.51 Plpi’itnn ) Heaningless Drill -1 -
“ ) - . - .. , o
R T 4.52 Paulston . Meaningless Drill -2
- - - - ';;‘ LR . 3.55 . Codk - Non-Contextualised -
- Cu oo il )
' . X o » N .
S L T 3.68 Byrne Mechanical Drill
. :4 . T Qe - . . ! P * . )
¥ - e e - . . J3.93 Stevick Manipulative o
) ‘ f‘T “ o . . ' . ' -‘_<>,
- e e T e e 3.150  "Buile Nof-Codmunicative
) Interchange
T T ZE ©3.85  Beile No Contextualisation ‘
- - -7 <7 - - Y - - R T . nle " Dalog-lake, ’
s . . ' ‘ ' Not Contextuslisable” - °
. © . \o‘"‘ A TN N .
‘ - ,
o »
! ' N
T ’ .
s * g :
) & " -
1
} 393 :
F) '
- (“‘ [
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Eldlﬁﬂﬂlill Enctqc: E&hahxttd ux ngstggu:&nzwgr Exchanges 7’

-~

1. , This table should be interpreted with reference to

saection 3.12 of the text

- —_—— ———————-\--:— ————— R — ndad o ot e e e e e
B . . R ~

1. Realistic Intnrchange 6. More than One Response

2. Extended Context e T Lexical Undershandzng

3.. Truth Value ' Required

4. Information Gap i 8. ' New Elements, w:thln

"S. Function Practice °’ . Constraints’

L . 9. New Elements, Free

1-‘ ‘2.- 3- 4‘. , '5-’ b-o '7. é- , 9.’ RB"‘:EFINCE l

Ly
",

Y & 'y =" - - Y. - - ‘3,49 Robinett

Y Y Y - = - % - - 330 Robinett

Y - - .y 4,“ - - - ' 3.57 Cook

Y 4 o '

Y Y v - - _9 -y - +.- . =8 Cook
YooY Ti"Tg. - ¥ ¥ " G- : 3384~ Cam@}6
Yoy ooy - = =y 2 - 3161 pakin

- - T+ - X oy = -7 zisy Beile

Y y . - = - =¥ . < - 3,157 Beile
YUY Y vh = o . o o 3,160 Stack
1 R . ‘ ) N ] | ‘ . ‘ i ‘ | . "”’
Note: - e . ' T ot , v e
1. . Beile .provides 3,156 as an example. of a question~ |
answer interaction*that'is NOT realistic. . =~ -"
o .. !
5 ’ — —— et e e -~ - —
. R ) A ;' 4
n . 3 :\ ‘
394
" < ;‘ ' ' . *



~ . } .
1. This table should .be interpretied with reference to
section 3.13 of the te:xt.
. The key to the sYymbols and conventions used 1n this
.table 1s tound in table 3.17c. . . .
Prosentation Answer Analysis L o
Pr O .M R: T tatod@rxos - ,
‘ " Sunle Gerations o ‘
v A loseetien of cur into model:
I R , ‘; ( t
“PPP cecc MMM (Ryevs a2 2, 3.8 Robanett Meamingfil Drall
PPP ccc MM . c{R)=vs  aaa 3. .50 Robinett Cossunicative Dri}l
¢ S . B 1&;![!19& of secondary glesent into eqdel .. o
"ttt CCF amn (R)=small {(a)=vs 54 W Béile Contextualisable .
. ‘ _ . Insertion of elessnt Sriggered by cue e
cce MM 0 {Rlavs Cladpvs L 3.57° - Codk  Contextualised Drill .
PPP ccc ams {R)svs , am 55, 3.180  Stack Heaningful Drall {udpatterned) i
® 1. Production of new elesents, based on coe Co
o, * N ‘» { . ! ) ! ’ .
PPP ccc ‘ {r)=saall {a)avs 12, 3.58 " Cook Bituational Drill
T cecipicture)  {R)=ssall {adavs 29, 3.B4 Candlin  laplanting Skallst... .
_cecltext) ' , . o +
. [ 4 t . \" e . N
. o ' . Complex Operations - . . . .
L . ultiele Qerations e
ee W {Ryavs  aaa T 5, 3.101 Dakin ~ Converse’Drill .
2 i By . " “
Q | - - ' )

e

fiae

s e T e e —— o e
-

.

e e o ek o e i e e e A S e e Sae — a2 (A -

interchange |

e e

Operational Craiteria of Dralls Exhibiting a Question r Answer

- A
0
.

‘



. frpendix Bi |

Examples ;nes EEDLDISKBEﬂlLESIS lnss:sngng:

1.

€L L L L L LLCLLCLCLLCL L L LKL <L <<

This tabl-
lnction X. 12 of the text.

————,’— —————————————————

Iable

2:21

should be xntorprlted with ref.rence

to

-

Realistic Interchange

. Extended Context
Truth Value

Information Bnp'

Function Practice

N

| €L C< | <<

1< <1 <1<l <1

1 <11

3

Y.
Y

< i1
LI

<

-
3

1 << 1 <!

I< <1

<1 < |,

S.

1< < |

11 << |

1<

<1 <1 <<<< << <}

-F <

L << |

6.
7.

11 <<

1 << 1

t <1 <1

1 <<

lu"

< 1 <1

More than One Response
Lexical ‘Understanding

Required

New Elements, within o

I<i<l<l<t<!|

Constraints
New Elements, Free

Referéence .
3.49 Robinett,
3.50 Robinett
3.159 Robinett
3.56 Cook
3.57 Cook
3.58 Byrne
3.71 Byrne .
3.73.1 Byrne

- 3.73.2 Byrne
'3.74 Byrne
Se75 Byrne
3.79 Candlin
. 3.82 Candlin
3.84° Candlin
.85 Candlin
3.86 Candlin
J.91 Candlin
3.92 . Candlin
3.93 Stevick
S.94° Stevick
3.97 Dakin
3.101 Dakin
3.151 Beile
3.152 Beile
3.153 Beile
3.154 Beile
3.157° Beile -
3.160 Stack
3.161, Stack

x
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‘Appendax B - Iable > 3I.Z2ib .
Operational Crateria of Dralls Exhibiting a Realistic
Interchange . LT
1. ° This table should be 1ntegbreted with reference to

section 3.13 of the tent. .

[

"2, ', The key to the symbols and conventions used in ﬁhlf
} table 1s found 1n table i.17c. / ' v
f ‘ ‘ -
f Pfesentation - Answer -Analysis
Pt C: M ke A Categoraes ' ot
. , . Siaple Cherations:
’ A, Insertion of cue 1ot sgdel:
PPP cco MM (Rdavs  aaa 2. 3.9 Robinett Meamingful Drill
PPP ccc MMM " {Ri=vs  asa 3o 50 Robinett Comaunicative Drill
(CF omn {RYzvs  aaa 5. 3,159  Robinett Cossusication Drill
({1 T] {ri=o (TEI 10, 3.5 Cook Semi -Contexualised Drill
cce MMM {ri=vs  aaz 3. 393 ¢ Stevick Manipulative Dr1ll .
TTT ccc MM {r)=vs  aaa - 38, 3% Stevick  Meanmingful Drill
‘ B. lt'.!!f.t.;-'l- of secondary glesent into sodel N
PPP ‘.| {Ryzsmall aaa. % L9 Candlsn Ilpl'anhnq‘ Skills: Gap Text/New Tost
Tttt CCF ame {R}=small {a)=vs 3, 3.157  Beile  Contextulisable  ° '

3

% C. Insertion of elesent triggered by cue

gcc MAM '[(/R')=v"s’, {a)=vs 1, 3.57 . Cook Contextualised Drall’
CCF nin {Ri=large {a)=smal) 16, LU Byrng Reanangful Practice
PPP L {R)=large {a)=large 18, 3.13.1  Byrne . Imaginary Situations
- cec MMM {Rrzvs  (adevs - 21, 375 Byrne  Meanangful Drall
ccc HMM {P)avs  {a)svs 41, 3.97  Dakin_  Collocation Dryll
PPP ccc oma {Rl=vs ‘aaa 65, 3.160 Stack *  Meaningful-Drill {unpatterned)
tcc MM {r)=vs - h)=\£s 96, 3.181 Stack Meanangful® Drall (patterned)

11]:  Bezorder-of sode] glesgnts

"

PPP A Resaall aaa 28; 3.82  Candlan  Get Orgamized: Word Scrasble

- !



Appénd1x B

Presentation

Pi

PP
PPP
m

\

PP

1

m
pPP
PP

L

tee
CCF

cecipcture)
tecitext)
ceclpicture)
N{{

CCF
cee
CCF

cee

443

CCF

£ee

cce

2441

.

KHM
NHH
HHM

Table

Answer Analysis
Rt A1
v 1 '

{rizsmll {a)=vs

(&)zlllil {a)svs:

- {R)=saal] (a)avs '

{Ry=small {alsys -

*{R}yzvs  aaa

{R)zsmall (a)=zsmall

{Ry=snall {a)=vs
, ,\”’;__

{R)=int, {a)=int.
{R)=vs {a)=vs

AR)mys - {a)mvy’
{R)evys  aaa

@

N

" 49, 3,052  Befle  Isolated Cossumcative,..

) ] '
b d
Categories
IVe Production of ndw elesents, based pn gue .
12, 3.58 Cook Satuatiomal Drii) =
2. 379 Candlin  Bet Organized: Connecting Exercise
29, 3.84  Candlan Implanting Skillsi... L

31, 386  Candlan  Inplanting Skalls: Picture Stimius
3b...3.92 Candlin  lwpanting Skills: Restoration.’ 7
48, 3.151 . Bmle Isolated-Comaunicative Interchange .

50, 3453 Baile  Connected Commumcative

Interchange ,
- Complex Operations : :
Myltiole Dperations .- I
19. 3752 byrae  Imagnary Situations . /s
© 20, .3.74 ' Byrne  Meanangful Drill ; /
30. 3.85 _Candlin  lsplanting Skills: | ‘ /////
© #5,-3.400 - Dain  ‘Converse Drill S

! /
’ //
A
t - : o
/
¥ ® . /
L * - / . ¢
. ¥
. /
/
7
K
' ’
~ /
/
/ ‘
7/
v
/ %
. y
7o
;
/
,
a b
e
.
7/
/‘
/
7
7/ ¢ '
.7
- e -
. /
N
~ « )
~
. -
-3
-
/
-\.\98 e 3 "
/
/|
/ Crim
/7



“Gopendix B: . Iable | %22 -
Examples Which Exbibit Extended Context

1. This table
section 3.12 of the text.

v
/
< .

Realistaic Interchanée 6.

1. . More than ,One Response
2. Extended Context 7. Lexicar Understanding
3. Truth Value' . " Required : ,
4. ' Information Gap " 8. Niw Elements, withxn
S. Function Practice ‘Constraints ‘
. 2 © 9. New Elements, Frees
1‘-( 2. 3-/( 4, - 9. 6. 7. 8. 9. Ref.r!nCl
e ! . ) .
\ . +
\\ A, i .
Where tontext has no effett on correct response
Y Y © - - - - - - - 3.159 Robinett
Y Y. - - Yy - - - - 3.57 Cook
Y Y - - Y Yo, - - Y 3.73.2 Byrne
Y Y - - - Y Y - - 3.7%5 Byrne
Y 7Y - - - Y Y Y - 3.84 Candlin’.
S A 4 - - - = = 7= 3.85 Candlin
Y/ . ¥ - - Pl Y B S 4 - 3.86 Candlin
< Y .Y - ~ - - - = = 3.90 Candlin
Y. ooy - - - - == - '3.94 Stevick -
Y Y - - Y. - - - - 3.152 Bwile ’
Y. Y - - Y - - - - ., 3.154 Beile
Y 'y - = o= - Y o -. 3.157, Beile

‘Where context does have an effect,on

~
.

Y Y Y - - Y - - 3.50
Y Y Y. - - Y. vy - - ' . 3.58
- Ys Y ~- - Y Y - = '3.70
Y Y - Y - Y Y _ =y 3.71
Y Y - y - Y .- Y. -~ 3.73.1
Y Y .Y - Y Y Y Y - 3.74
- Y - - - - Y - - - 3.76
- Y Y - - - L - - 3.77
- Y Y - - - - - - 3.78
Y Y Yy - - - Y ' - Y - 3.79
- Y Yo == - - - - 3.80
- Y - - - Ve oy 2 - © 3.81
Y Y Y - - - - - 3.82

399 . - . 7

correct response

should be interpretld thh reference to

-——-_——_—_——--,h-—_—_____-._—-—-.——-._..—-.___-—_

Q

Robih-t;
Cook
Byfne

‘Byrne'’

Byrne

Byrne =
Candlin
Candlin

Candlin

Candlin

- Candlin

Candlin
Candlin

t
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Candlin-

=%
. ol
Pl %
]
3
s
A
-
.
!
y
-
,
.
.
[

- Y - - - Y -\ Y 3.89 Candlin
) Y Y Y - - - - E - .71 Candlin
. R :
Y Y Y - - - .y k - 3.101. Dakin
. v
-~ Y Y Y - e - - T - 3.160 Stack:
. ° . : N
L4 ' \ —
»
s
Ty : t . 11
' .
- . ’.. . .l'
.{:‘ * . ¢, ‘:' -
» : .
. I L '
-~ - J ~ b
' A
L.
+ . ‘ - < ’ .
'
(4 . . .
il a - '
- » ' - ’ .
S ' . '
, ' ’ . . |
- » ¢ , !
- - 2 hid L 1] 4
< +
A ' . . .
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. A S
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‘ v ,rs'
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. . 3 .
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* " L
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2 lll

o~ e s T s o

This table should be 1nterpreted w1th reference

.section 3.13 of the te:t.

rd
La

Py, Cs

_Presentatign

L H

»
’

2

9

The key to the symbols and conventions 1nc1uded
this table 1s found n table- -.17c.

Answer Analysis

"R M

=

Categories

l; Where context bas no affect on rtsponsti

ccF

T cee

o ¢
. WY ecc

ttt CCF

B 111

(444

ccc

Ll

s
e

s

(h)?vs 11 I .

{r)zvs daa

{R)=vs FTT

{R)=snall {a)svs

-

Rsvs  (a)bvs
{Ryavs,  {a)evs

(r)tvg Y

¢

ie
it
% f

" 801 -

amle Qntr'nuﬂ:

- Y

[N lnz:rmzn et e 10%0 audel:

I 159
38." 3|9‘ v

Sle 3.5

by lnwng
TR

C: Insertion

1, LY

i 3.7%

W 3480

s+

. Robxnntt

Context:

* Stavick

Context:
Beile
. Contaxt:

w#

Beile
Context:

of gleeent

; Cook

Context:
Byrne -
Context:
Candlin

" Context:

of secondary elesent 1nto sgdel

Coasunication Drill
Siaulated d1alogue about
breakfast ’
Neaningiul Drill

Brocery store topics
Connected Comsunicative...
Visiting a sick tri-od

Contextiualisable

-to ‘

’!

.

in

Conversation about buying food. -

triggersd by cue

Contextualised Drill

leulatld d1alogua about party
Meaningful Drill . "o,
A hard day ,
1splanting Skills: Gap Text
Paragraph about drunk comng
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Appendi'x Bs

Presentation .

Pr_C M

s ™ ceclpicture)
J c:cmxt)

ccc tp:ctuu)

nrc#

I eee
1. /

\

ppp. tcc : NMA

. TIT COF WM

g -’

»
! L
Table’ 3.22b
Answer Analysis
‘R A Categories
- W, Pro
Rismall (adavs 2, 3.39»" Candlii
T . . Context
{(R)ssmall {a}avs 3L, 3.Bb Candlin
‘ Context:
CRisseall (sseall . 4%, 3152 . Beile
. : Context:

-

K4

Cosplax Oglrg;_ons

o ~ Bultiple Qoerations
AN ¢
{Rysvs  {a)wvs < 30, 3.85 Candlin
. Context:
{R}zint, {a)zint, . 19, 3.73.2  Rytne
oo Context:

11, Where context has an affect on the response

© PPP ree 'gnnn
m

PPP - . amn .
v PPP CF sam
PP uo

hd . B v

&L!nlt Ql!t!tl&n! ' f

hoae | ‘
Isplanting S\;\m....
Spring cleaning day

Isplanting -Skills: Picture Stisulus
Sisulated dialogue about cat

Isolated Communicative.,.
Interchange -
Difficalt conversation with

~ Colin

e

‘Isplanting Skills:

" Memorizing Rffective Language

Soseone 15 accused of a crime
Isaqinary Situations '
Seorge rmqmq tn ‘set up
ientxng

8, Ingertion of E“! L&l& !!llli. .

(Risvs  aaa 3. 3.50

Context:

+% By Lnsertion of

{r)=large {a)slarge 2, 3.7 Canglan
. -Context:
{r)zlarde (a)slarqe 3. N Candlin
o : , Context:
{ri=snall daa 32, 3.87 Candlin
: Contaxt:
{(RYxsnal) aaa . 35, 3.9 Candlin
© ' . Context:
402
> ]‘ n

Robinett Cunumc;txvn Drill

The classroom situation”

secondary elesmnt into sodel
4

Get Organized: Concept

The domin 6f shoplitting

Bet Organized: Narration

*the Nystery Object Lands” -
Isplanting Skills: Restoration
Paragraph

Inplanting Shllu Gap mtlm ~Tm

-Caroling’ s Diary ' .

]
-~

-



eppendrx E:

Presentation

P c:—_ N
CCF MMM

PPP CCF MMM
" PP ccc MM

PPP ccc ama

- Rt A:
.

Table

W

Answer ﬁnalyfis

{Ry=large (a)ssmall
{R}=vs’ a
Ryavs  {a)avs

(R¥svs  aaa

2y

. 22b

ik
L

= XN
7‘w "

Categories

g; Insartion of eleswnt tricoered be gye

16,
24,
27,

S5,

LR Byrne -
Context:
3.78 Candlin
© Contmxt:
3.81. Candlin
Contexts
}.160 . Stack
‘Tontext:
\'b b
- C

Meamnghul Practice

Objects in a room -

Bet Organized: true/false

A dialogue about flying saucers
gt Organizad: Recognition
Horror story, with sound effacts
Meaningful Drill (unpitterned)

_Robert's visit to a restaurant

a



Appendix Bi

I!hl! B 3

Ennmnlll Bbisb Eabahi& Icu:b ynlu: or Iniprmetinn Esp

1.

'Rnglistic Interchange . ' 6.

More than Dne Response

2. Extended Context . 7. pr1cal Undqrstand:ng
3.  Truth Value - Required .
. Information Gap : a. New Elemants, within
S. . Function Practice @ ° Constraints =
' s : 9. New Elements, Free
1. :2. 3. 4. 5.0 6. 7. 33- To9. Reference
, +({Q@-stimulus/A-response) s . )
Y- vy 'y = = - 'y - -  3.49 Robinett
*. Y v Y - - - Y - - 3.50 Robinett
- Y Y - - - - - - 3.78 Candlin
. Y Y - - Y \a - - 3.58 .Cook "
Y Yy Y .- -, - ¥ = .~ 3101 Dakin
Y Yy Yy - . - - - - 3,160 Stack
: , x ” S o ' o
+ (Q-response/A-feedback) ' ‘
Y Y - Y - Yy 'y . <2 ¥y 371 Byrne
Yy Y - Y. - Y - A S 3.73.1 Byrne
{No question) A\ . L
e m = ¥ = = ¥y ¥l = = 369 Byrne
.- Y. v - - Y- Y - - -3.70 | Byrne
Y Y - Y - Y Y Y Y = 3.74 © Byrne
. - - Y = = v ¥y ¥ - 395 Bakin
’ ;- - Y - - Y Y Y ‘= " 3.96 Dakin
~ Y Y - =" = = = - % 377 Candlin
Y Y Y .- - Y - 'Y = .3.79 Candlin
- %Y Y - - - - - = . 3.80 Candlin
YooY Y - - - - ‘'z -, - 3.82, Candlin
- Y. Y - - - - - - - 3.9 Candlin
Y Y Y - - - - - .- 3.91 _Candlin
. & N B
S Nntnss o \ .

1.. Exumpl. 3.78(Cdndlin) apprnx:mat!s a Q—A inﬂﬂrchangl
and ID is includ-d in this tablc. - ,

P . . . .
- e Y e
. . R 7% .
. t . . ?:?”"f.
. . kY ,'-~,
4 .
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Appendix B Table 2e225b : . - s

.

e o e D e, o e Y —— e e s e s e e e mm . R s n 22 L - e o e S o s

e vt e gy e i e T T a8

1. ‘Th1s ~table should be interpreted with reference to
section 3.13 of the text. -
- 2. The key to the symbols .and conventions used in this . e
A table is found in table 3.17c. . ,
Presentation Answer Analysis P
) . o ’ ' o™
P L W . R A: * Categories
Sisple Qperations i
. R » Ac  Jnsertion of cye into model;
PPP ccc MMM (R)=v§ an 2. L8 Robinett Heaningtul Drill’
PPP ccc MMM - (Rievs  ama I, 350 Robinett Comsunicative Drill -
- "B, Lnsertion of secondary eleaent into model
PPP s (r)slarge G)=large i 3.7 Candlin  Get Orgqaniied: ~Narration _—
PPP e, {Ri=small.ima N, 3.9 Candlin - Isplanting Skilis: Gap Text/New Test
CCF mma  (R)slarQe »'jll“ 0. 3.9 Dakin Benera) Knowledge Drill
V, N < &
: €. Insertion of elesent triggered by cue
. ' ‘ . .
e’ OOF fuﬂn {R)=large {a)=small 16, 3.7 Byrne Heaningful Practicy’
LY PPP . MM . {R)=large {a)=)arge" 18, 3.73.1 . Byrne Inaginary Situations
PPP CCF MxH {Ri=vs aaa 24, 3.78 , Candlin Get Organized: _trus/faise
cccomamc L {rdavs L aa © 3, 3,90 Candlin  lsplanting Skills: Gap Text
ccc am c{r=vs  {alwys 39.°3.95 - ‘Dakin fpplication Drill
PPP Ccc amm (Ry=vs  aai s 9. 3,160 Stack Meaningful Drill {unpatterned)
"-111.  Recorder of mogel glesents
" PPP L) : (Riessall aaa - . , 28, '.’:.82 Candlin  Get Organized: -Word Scrasble -
' % Production of ev elpeents, based oo cue
PPP ccc {rizsmill {a)svs 12, 3.5 Cook Situational Drill
PPP CCF ' ‘ 5. .19 Candlin  Bet OPganized: Copnecting Exercise
. PPP CCF {R)sinf, {(a)=vs 26, 3.80 Candlan  Get- Organized: \wmh Choice
. Comlex Ooerations 5

Multiple Qoerations

Y
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Appendaix B

Presentation

Gt M

PPP  CCF MMM
PPP ccc MM

({{4. ]

PPP CCF MAM

‘
* Table

hnsneL Analysis

R -
{R)=avs

{Ry=vs
{R)=vs

(R)‘Slllloll)‘VS

+ Categories

Ehoice of Tesplate

feaningful Drall
Heaningful Drill -
Converse Drill

Neaningful Practice
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fppendix B: Iable 3.24
Examples that Exhibit Eunb&igﬁ Prectice .
. S .
1. This table shoula be interpreted with refersnce to

section 3.12 of the text.

v — e — - - — o ——

>

1. Realistic. Interchange
2. Extended Context
3. Truth Value-

4. Information Gap
S. Function Practice
1. " 2uws 3. 4. 5. 6.
Yy vy o - - v =
Y Y - - Y -
. Y — e - Y —
A\ Y - - Yy =
Y Y - - ¥ Y
\ & Y y - Y ) Y
Y Y - - Y .-
\ ‘ -
]
[ 407

-

7.

Bl’

" 7.

S T e Gy . S s G it 0 Sy s G S S ey g

More than One Rispon‘-]
Lexical Und-rstandinq
‘Required. .

©New Elements, within =,

Constraints
New Elenents, F(Qﬂ

g. 9. Refersnce

= - 3.152 Peile
- - 3.154 Beile’
- - 3.%7 Cook
- 'Y 3.73.2 Byrne
A = '+ 3.74, Byrhe

- - - 3.85 Candlin

ey
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Appendik B . lable 2.24b % I .
Opecational Crateria of Drills Exhibiting Function
Practice oo oo
1. This tablé' should be interpf“eted with jréférence to

section 3.13 .0f the text. ‘
. P s N ‘o

a . . . . - v R . :
2. The key to the symbols and conventions. used: i1n-this’
table 18 found in. table 3.17a. :

l . G s E -
Presentation Answer Analysis - et .
P C W ~‘R: S 1 : Citnql’nr:us_ - ' R |
: FY ! P . " . v ¢ , . s Y T
L Sisple Opgrations . = Ce s
: . A Insertion of cue info sodel: e
N e am (r=0 s 10, 3.5 . ~ Cook Sem-Contexialased Drill  °
"TTIT ¢cec WM {Ry=vs . aaa. - . S5l 3.154. " 'Beile Connected Communicative...
c 7o dnstrton of eledmt-traggered by e
ccc MM - {R)=vs ,('a)tvs o H.' 3357 Cook Contextualised Drill A . .
_ .. Y. Production of new elessnts, based on cur
TTITCCF- {R)=small {a)=small \/ . 3182 Bc\ile. Isolated c°||.unicatx\£e...‘ T
T oece L Co o . , oo
L T Gowlex Dperations - DR ,
| . v - uheledperations - B L
TTT OCF MM (R)sinf. Galdeind, T 19, 3,732 Byrne  Inagingry Situations '
_PPP ctc - MMM (Rizvs  {a)avs. .20, 3.74 | Byrne'  Meaningful Drill ‘ :
pbp ccc MMM . (R)=vs - fadsvs. - C 30, 3.85 Candlin _lsplanting Skills:
G Lo : + Memorizing Mtective Language
Y T S . : o
e .- T . . -
. N ; . ’Q‘ (
Z | ‘ . ‘
i - ¢ T .
. ‘ . ' ; : : ) s
’ 4089 !
/ '
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Exgmplss tbes Ennah t ﬁgcs &bnh One Bsinnnxn

1
. ~ t 8
h 4

1. This ttbrﬁ ﬁhould be 1nterpr-tnd with” rcfurnnc- to

section 3.12 of the text. . -

TETmT T TR R AV, o -

1. .fRéalisticHIntefchange - More than One Response ’
. 2." ' Extended Context . 7. Lexical Understanding

3. Truth Value . . ‘Requi red

4. cInformation Gap ¥ 8.7 :New Elements, within

5.. Function Practice .- Constralints -
9. ‘New Elements, Free

-

1. 2. 3. 4. S. 6. 7. 8., 9. Reference ’
- - -, - - Yoy s = Y 3.53  Paulston
Y Y—_Y .- - Y Y - - " 3.58 Cook
- -~ Y - - Y oY - - 3.69 ' Byrne
T Y Y - - Y .o ¥ ,)s - -+ .3.70 Byrne
Y Y - -. .Y - Y ¥ - Y . 3.71% Byrne
B T - Y .y Y Y 3.72 Byrne.
Tyt - 'y R 2 Yy - 3.73.1 Byrne .’
Y Y - - Y \A - S 3.73.2 Byrne
YooY e Y - Y. Y Yooy = ' '3.74 Byrne

Y Y - - - Y Y . =+ = . 3.75, Byrne
Y Y Y. - - .Y - Y. = 3,79 'Candlin
Y ¥ - - - Y .Y Y * - "3.84 Candlin
Y, Y - - - Y. Y. Y - » 3.86 Candlin
-7 Y- - R A - - YY" | 3.89 Candlin
- - ¥ - - Y Y. Y - 3.95 Dakin

- Y - - Y Y- V¥ - “\3.96 - Dakin

Y ~ - - - Y . Y Y Y 387 Dakin

- = e - - Y Y Y. - - 3.99 Dakin

- - - - - Y Y - - '3.100 Dakin

- -~ =, ="+ <..¥ ¥ Y = 3,102 Dakin
Y . - - - =Y .y % .. =" 3.161 ' Stack

Ly ' . ) . 4
. . C
N 1
” 409
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.Appendix B

\

Table S.29b
Qeérationdl Criteria ot Drills E_hagltang Mare than Qng
"’ Response
3. . This table should be interpreted with reference to
section Z.13 of the text.
2. The l'ey to the symbols and conventions used 1n th15
table 1s found 1n table 3. 17c.
" Presentation Answer Analysis
¢ ‘ : ' C) .
2 B I R A Categories \
- - {8 Insertion of secondary eleswat 1nto lad:l
©ame _ {r)elarge (d)slarge | T 22, 3,76  Candlin Gt Orgamzed: Eoncupt
PPP* e - {rizlarge ladzlarge 23. 1 Cindlan  Get Orgamzed: Narration Lo
CCF amn {R)=large {a)=smal} 40. 3.96 .  Dakin Beneral Knowledge Drill
ttt CCF ame = (R)=small (a)avs . 54, 3.157 Beile Contextualisable - .
‘\\ b C. [nsertion of elesent triqgered by cue . :
< cec MM (Ryavs " {a)=vs [, 3.5 Cook Contextualised Dr1l) . ( a'
_ CCF wmm {Rizlarge {a}=small 16, 371 Byrne Neaningful Practice S
cee MMM/ {Rlsvs  (a)=vs 21, 475 Byrne . Meaningful Drill - | .
PPP ccc MMM {Ry=vs - (a}=vs 27, 3.81 Cand]in 6ot Organized: Recognition !
' ccc ama {rizvs  {a)evs "39. 3.95 . Dakin - Application Drill
cce WM {rdavs  {adevs 4., LW Dakin - Collocatios Drill L
ccc MMM (R)ssaall {a)=vs 44, 3,100 Dakin Antonyay Drail . .
- ({3, 1 {risvs . {a)svs 36, 3,161 Stack Meaningful Drill (pattarnod)
| “E. free Insertion
“aan O (r)ssmall (l)'lllll 17.ﬂ.3.72 .. Byrne Opon—Ended Rospnﬂsgs
PPR NN (R)tlarqr (a)'larqe 18. 3.73.1  Byrne . lsaginary Situations
3 ' R . _ . '
. 1V, Prodyction of new eledents, based on cue
- COF (Fsinf. (@einh.. . 8 355, Paulston Weamnghul rall | )
cce , . ' :
PPP cec {r)=snall {a)=vs 12, 3.58  é&Cook Situational Drill * .
PPP  CCF : ‘25, L19 Candlin  BGet Organized: Conntctan EXDTClII
PPP CCF {R}=inf, (a)=vs 26, 3.80 Ciodlin  Get Organized: Wultaple Choice
1T ceclpicture)  (R)vsmall (a)svs ° 29, 1.84 Candlin  Isplanting Skills:...
- cccitext) o ’ .
ceplpicture)  {R)=small (a)evs . ° "31. 3.86 Candlan,  Isplanting Skills: Picturé Qtilulus .
a10 ;

e

Y
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Appéndiﬂ B

Presentation

4]

pPPP
PPP
m

PPP
m
+ PPP

PP

]

CCF
cce

LB

8 %

[

cce

x

Table -

]

ﬁmufﬁmnns v

R A: j

(R)=inf. (;l-xnf._
{R)=small {adevs
{Ry=small {a)=small

CCC.. s (R)zsmall (2)avs

CCF
CCF -
cce
cee

- gee
143

CCF

Ll
LU
LU
HHN

MK,
1y

KM .

| {Rlavs ~ {a)svs
(Ri=inf. (aldsinf.
(R1avs ~ la)=vs
{Rlavs - {a)svs

tissaall {adevs
{rystarge (a)=small

U
e

. (sl falsve

‘ L
3. 25b

1

" Categories

33, 3.89
3. 3.92 -
WIS

50, 3,183

'

Complex Operafions

'

Canﬁiin'. Iaplanting Skills: Roptorl}inn
Candlin * leplanting Skills: Restoration
Beale  Isolated Cossunicative.,.

Bule  Connected Cosbunicative
Interchange - I

M ’
.

Hultiple Qperations

15. 3.70
19, 3.73.2
20, 3.74
30, 3.85

8. 3.9
4. 3.107°

v

Byrne Meaningful Drill
Byfne - Isaginary Situations
Byrne  Meaningful’ Drill
Candlan  leplanting Skills:
Memorizing Affective Language
Dakin Hyponyay Drill
Dakin - Conseguance prill

> Choice of Tesplate

1 3.8 :,,f Byrne  Meamingful Practice

1
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Jable 3.26 .

S

Examples- tbn‘Exbihi; the Need for Lexical Bkilf

1.

This table should be 1nterpreted with reference to

section 3.12 of the text.

1.
2.
3.
4-

5. B

[
L ]

1 < | <<~

I << < |

I | <<

1 V<<

1<

< <

4

Y - - -

Realistic Interchange
Extended Context
Truth Value
Information Gap
Function Qractice

2. 3. . 5. 6.
Y v - - -
Y Y - - - "
- - - - Y
Y - ¥ - - Y
- Y - = Y.
Y Y - - Y
Y - Y - Y
R A
Y Y - Yoy
Y . - - - Y .
'Y‘ - - ’éﬁ{;— -
Yy - - - -
Y - - - .Y
Y - - - Y
Y . - - - -
- Y - - \
s Y - - Y
- T - - Y
- - - - y‘
- - - - Y
\ Y - - -
- - — — Y

o

1
i
1
]
<

412

6.
7.

~

CLCLLLLLLLLLL L L LL € €< L <<

i

More than One Response
Lexical Understanding

Required
Naew Elements, withxn
Constraints
New Elements, Free
B. 9. Reference .
- - 3.49 Robinett
- - 3.50 Robinett.
- Yy . 3.53 Paulston
- - 3.58 Coak
- - 3.649 Byrne
- - 3.70 Byrne
- Y 3.71 Byrne
Y Y 3.72 Byrne
Y - 3.74 Byrne
- - 3.75 Byrne
- - 3.76 ' Candlin
- - .81 Candlin
Y - '3.84 Candlin
Y - 3.86 Candlin
- - 3.87 Candlin
Y - 3.95 Dakin
Y - J.96 Dakin .
Y Y 3.27 Dakin
-, - 3.98 Dakin
Y - 3.99 Dakin
- - 3.100. Dakin
- - 3.101 Dakin
Y - , 3.102 Dakin
- - 3.155 Beile
- - 3.156 Beile
- - 3.157 Beile '
Y -

3.161

Stack
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Operatipnal Criteria of Dralls Exhibiting the Need for

1. This table should be interpreted with -

‘section, 3.13 of the text.

2. The key to the . symbols ‘and conventigns used 1in thzs

table 1s found in table 3.17c.

’

.

PreBentat:onﬂ ‘ Answer Analysis
koM R At " Categoraes .
' © giale erations
. Insertion of cye 1&!9 'Qﬂ'l;
- PPP ccc MMM Rsvs 2. L8 Robinett Meaningful Drill

PPP ccc KMM (Risvs a3 3. 550 Robxnott Cosmunicative Drill

B l“!!!tlgﬁ Q‘ 4!&! elesent 1ntg sodel

am Yr)slarge (a)=large 22, 326 Cindlin

‘ PPP CCF  man (ri=seall aaa - 32, 3.87 Candlin  lsplanting Skills: Restoration
‘ ) CCF amm  (R)slarge {a)=small ‘40, 3.95 ' Daan General Xnowledge Drill

' -ttt CCF ame {R)zsmall (a)=vs 4 3,197 Beile .  Contextualisable
e . ¢ C..lnsertion of elesent triggered by cye !
CCF K {Ry=large fa)=small - 1b, 3.7I Byrne Neaningful Practice
tec MMM Wi=vs  (adksvs 2i. 3715 Byrne Keaningful Drill

PPP ccc MHMM {R)=vs  (a)=vs C 21, 3.8) Candlan  Get Organized: Recognition

ccc man {riz=vs  {ad=vs 39, 3.95 Dakin Rpplicatian Drill
ccc MMM {rysvs  {(a)=vs © AL, 5,97 . Dakin Collocation Drill
cec MMM {Ri=small {a)svs | . 3300 .Dakip,  Antonymy Drill |
cecc MMM {r)svs  dadsvs 56, 3.181 - Stack Meaningful'Dr1ll (patterned)

§; Free Insertion

ass . (r)=small (a)ssmall I7. .n Byrne

Bt nganxzid:' Concept

Open éhdld Rospunsui

reference

'
'
k '



ofs L
2

i ‘ . | PRl ; 4-’.«6 ' ° ‘
Pn‘mtlt'ion Answer Analysis‘“ : o = '
PP Gt W R A . Categories o 7
[V. Production of new elesents, based on cye
eF (eyminé, fadsinf. - B, 3,53 , Paulston Meamngful Drill’ " |
© .. e 4 . - . N
PPP "ccc : {rissmall {a)evs 12, 358 Cook - Situational-Drill .
TIT cecipicture)  {R)ssaall {a)=vs 29. 3.BA Candlin  leplanting Skills:... . ‘
cee (toxt) ' - ' PR '
cecipicturel  (Rimsmall {a)=vs 31, 3.8 Candlin ~ llplmting\ Skills: Picture Stimulus
’ : . L Interchange . .
\ ‘ .
Complex Dparations C L ~—
' Bulticle Dperabions : SRR
PPP CCF MMM -~ (Rlavs  ({a)avs 15 370 Byrne Meaningful Drill =
PPP ccc MMM {R)avs  {a)zvs 20, 3,74 Byrne Heamingtul Drill
ppp ccc MMM © {Ri=vs  aaa 42, 3.98  Dakin Synonoay Drill
ccc MMM {R)ssmall {a)svs ' 3, 3.99 Taksn  Hyponysy Drall -
ccc ' N {Riavs a2 . ©85 3108 Dakin . Converse Drill .
.cce MM - (r)slarge {(a)=small 46, 3.102 Dakin Consequence Drill ' .
s & ‘ : I

«  eei=es ee == \ \
- -

\\PPP CCF  MWN (R)-uﬂl {a)evs 4, 369 -, Byrne Heiningfuf‘Pfact_i'ce- ,\

)

LT R . . . .
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" Table

. '

3.27

»

¥

o/

t

Examples that Er_c.wm: sb! Eguz.!nlxn 9* annxr Innuh

BLSDL

1.

sectxon 3.12 of the’ text.

D gonstralntg

.ty — - S G, S

0

-

*

< ‘

This table should be 1nt¢rpr-tnd uith r.f.ron;- to

.‘1..

‘2-
3.

5.

1.

1'<<<<t

Realzstxc Intur:hange

.Extented Context

Truth Value
Information. Gap

Function Practicé,

2- ‘ 3‘- (l4. . 5.;'--l

Yy - Y
Y. Y -" -
VI _o' -— -
.'Y - ) — ﬁ_
- Y - -
-y - -

€L CL<C< <<

b.

7.

8.

"9

o
»

-

r

X << <<<< 1l <X

A

More than One Response
Lexical Understanding

Required ’
New - Elements, within
‘Constraints
Nuw.Elnpcnts, Frea . .

<€ <L L < <<

9.'

Reference >

3.72 Byrne
'3.74 7' Byrne
3.79 Candlin -

. 3.B4. Candlin ..
3.86 Candlin.
"3.9%  Dakin
3.96 Dakin
3.97 Dakin
3.99 . Dakin
3.102 Dakin
I.161

- Btack,
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Qperational Criteraa of Drills Froviding for Creative.
Input. Within Constraints

"1..f This table should be i1nterpreted with reference to
sectior T.13 of the text. 5 . c
4 . . , ,
o 2 The key to the symbols and conventions used in tWis  °

LI Y

L table 1s found 1n table 3.17c.

'Pnuntatxon _ Answer Analysis

P G oM~ R M .7 Categories JL :
‘ Sisple Qerations . T
, R B, lnsertion of secendary elesent into aodel
CCF nae (R)slarge {aJssmall.  40. 3.% .  Dakin - General Knowledge Drill §
G Insertion-of elesent trigoersd by cue '
cce amn o frdms Ladevs 39. 395 . Dain  Application DFill
e Wi dArievs f{a)svs 4, 397 Dakin tollocation Drali : ’
(Fee WA -7 rdwvs C tadsvs | Sk 34610 Stack - Meaningful Drill (patterned)
_ Ea- Eree Insertion
. (r)-sngl {a)ssmal) 17. 3.2 . Byrne Op'tn Ended Responses ( .
' ".; : o '. . 1Y Proguctionof pew elesents, based o0 cue :
- PP CCF. ~ S 25, N . Candlin  Bet Organizeds- Qom{l_ctinq Exercise -
T ccelpictire)  (R)=small {a)evs © 29, . 3.84 Candlin  Isplanting Skills:.... o
ceeitoxt) ' o

cct(gi:tunr (Rrasmall ()avs o " 31, 3.8 . Candlin Isplanting Skills: Picture Stiaulus -
- ' .. !

Cosplex Operations . .

© Puitiple Dperations . .
PPP ccc MMM RVavs  {adsvs - 20, 304 Byrne  Meaningful Drill
cec MMM (Dwmall (adsvs 0 430 3.9 Dakin Hyponyay Prill .
ccc MM {rislarge (a)mpll 46, 3,102 © Dakan Consequence Drill .
o PR i ¢ " (
s |
t \‘ , b



Appendix B: - Table 3.28

Without QQDSSFQADSS

1.

¥

. Exaoples that EEQ!ldl the EQllihlliiy ni Cclhzixl Input.

*

sy ‘
This table should be interpreted with r-fnroncu to
sectxan 3.12 pf the text.

i.
2.

.3.‘

4.

S.

1.

b< 1<

S

.
o

Realistic Interchange 6.

Extended Context - Y 8
Truth Value @
Information Gap . 8.

Function Practice

2. 3...4. 5. 6. 7.

o= - - - Y Y.
Y. - Y - Yy Y
- - <~ - Y Y-
Y - - Y Y -
A P
) , ~
\

P

J

More fhgn One Response
Lexical Understanding

Required P
New Elements, within
Constraints
New Eiumepts, Free

. .

3.89

&

" Reference = -

., «
'3.53  Paulston
3.71 - Byrne
I.72 Byrna

.. 3.73.2 Byrne
_Candlin:-
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« Appendix B Lable -  3.28Bb
Opegational ’Qr:i_:c_gl:i_a of Drills Alklowing Creative Input,
g Without Canstraints ' . -
1. . This table should be interpreted with refér—enr:f: to
section 3.13 of the text.: ’ ) ,
2. The key to the symbols and conventions used in this
.table 1s found in table 3.17c. - ‘
Prsantation . Answer Analysis - oo
Pt C: M - Rt A - - Categories
. ’ < * - , : . . ) L . \
oL © "Gisple Qeerations :
- ’ . ' '
’ ' Co [ngertion of tlement triggered by cye
cef UL ' (R)-laf’ge (Bdssmall 16 571 Byrne . Mesmangful Practice
L oo B Fom lesertion U .
g ‘ sma . {r)zsmall (ai;:sna'll B ¥ P 1Y _,Bymlv' Open Ended Resp'g;nns
1V, Production of new elesents, based on cue-
. CCF CArd)=inf, {ad=ing, L 8,7 353 Paulston Meaningful Drill
cee . ST _ o o y .
PPF CCF . (Ry=inf, (@)=inf. 33, 3.89 - fandlin lsplanting Skills: Restorition
0 ' . ' . ‘ . Interchange "
y ' Complex Dperations

- Bultipls Operations , .
. . . ‘ ‘\ 3 . - " o ' . TN . .
cCr TTTCCCF MMM . (RYsinf. (ald=ind, 19, 3732 Byrae - Imsginary Situations >

<]

.
3

\L - e

418




